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A Note from the Authors - : - .

tercoing Public Education in the
United 3tates, we have continually

reviseda, refined and reworked the

L,
This is an evolving course of study designed .for responsible students.

«

It represents more Qhan'énything else the collaborative efforts of-two

persons who view the educational process as a lifelong experience. The

©

excitement of learning for us is real indeed. A_stropg belief in tﬁé‘
ongoing continuum o; school experiénces .and the holistic development of
the 1earne; afe motivating forces which undergird our reasons for concep-
tuaiizing the course as it is. It is our hope that the K-12 majofs who
take this course will, in turn, view their.stqdents as intrinsically moti-

vated human beings who want to learn because it is simply great to do so!

‘During the past two years of team

course. ~ By its very title,’ the

course must reflect an ever-changing -
' /
’

cqrriculum and concern for those
who would be teachers. The éndeévori

; L)
to ‘commit to writing a course which P
| - ‘

we see as flexible, contemporary, and ﬁumane has caused us_great concern. o
It raises serious questions for us. Will the hoped-focr spontaneity of the

teaching/learning process be perceived by our égudents? Will Qur concern

for developing the helping nature pf professional” teachers be apparent to

2

students who might simply "purchase" the hearts and substance of our teaching

e

ability? Will the rigor of independent learning challenge or diécourage'

our students? We know for many students this will be the first experience

-



in working on one's ow: with no regularly scheduled classes to meet, no

. lectures to listen to, no one¢ to serve -as reminder for meeting particular
responsibilities. : . S o

-

Py

In addition to these concerns of a serious nature, we view the course

|
as one which is fun to teach, We have selectively chosen areas and issues

important to us, but with cognizance of those factors which vitally affect
the wider human community. As lifelong learners ourselves, we seek to
empathize always with our students as we develop activities. Our cuiriculum,

then, is based upon the uniqueness of the individual and the teacher u51ng

self" as the 1nstrument for fac111tat1ng educational goals.

2 n °
/ ’ s ) | B
L C&wfmm
4 @ . 4
&
. .
o .r : “ vi ¢ ‘ ‘ . &

ERIC’

A ruText provided by Eric T . ' - °




@ TABLE OF CONTENTS

~Acknowledgements . - . . . . . .. .. . . R & § 1

‘A Note from the Authors. . « + v o v v o o e v e .o

- v

: v . C . e :
INTRODUCTION . .« « + & v o « o o o o %3 « o o o . 1
Orientation . « + v v e e e e e e e e e o 1
Overview of the Course . .+ . « o o « o e o o . . 3
General Information . . . . . . e e e 4w e 4 e 5
Procedures . . . .« .« 0. e 0 v e e e e e 7

Grading Policies =« « . . . d e e e e e e e 9

Course Contract. . . . . . . . . . .+ .+ . . . . 11

LS
~

Record of Work . . . . . . . e 15

MODULE I - TRENDS AND ISSUES IN CONTEMPORARY EDUCATION: . . . . 17

élternative Topics for Module I . I 19
élterﬂative A -”IsjEducation a PrOfes;;on?. el L 21
Worksheet . . . . . . . - -'1 o - . H, . 25
.Alternaégye B - Héw Can We‘Fosfer Creativity? ; . e e 27
k Creativity and Education . . . . « & .« o .« .- . 29

_Gail Inlow

Thinking and Feeling Processes . .- e e e .. 7 47
Scamper . . . . . ; e e e e e e e e e e 49
_Brainsto;?ing e e e e e e e e e e e e e 51

Worksheet « . v v v v 4 e e e e et e e 53

" Alternative C - What Could Evaluation Be? . . . . . . . 55
Reaction Sheet. . . .+ . . & . . . . o« . . .. 57

Alternative“D - What's "In" Now? . . . +. o + o & + . . 59

Learning Centers . . . W e e e T 61




Learning Center Study Guide « « + & & . . e . .
Pafil.-W. George

Independent Study . .« « { « .+ o . e o e .

The Male Machine. The High Price Of Macho . . . . .
Marc Fasteau i

The Power Of a-Frilly Apron Coming Of Age In Sodom and New

Milford. D T
Berkeley Rice

Androgbny Vs. the Tight Little Lives Of Flufly ~omen and
Chesty Men. .« « « o o« o & « o o o o o o

Sandra L.. Bem

Vomen's Liberation and Human Liberation . . .« « .« .
Susan Colberg Macdonald and James B. Macdonald

Reaction Sheet . . . .« . « .+ « . . e e e e

Alternative E - Whose Values?.ﬂ e e e e e e e e e e

Clarifying Values . « =« « « o o o & o o o

. Selected Biblipggéphy - Values Education. ; .A“. -

Worksheet . . . . .+ . . . .A e e e e ; . .

Student Evaluation of Module I . . ¢ « ¢ o o o o o
MODULE II - PHILOSOPHICAL AND HISTORICAL FOUNDATIONS OF

EDUCATION . & o o o o o o o o o o o & o« o

Contemporary Educational Theories. e e e e e e e
George Kneller

Freedom and the Control Of Mem . . . . e e e e
B. F. Skinner ' ’ ’

"John Dewey and the Progressive—Educaéion Movement, 1915-1952
Lawrence A. Cremin ' '

The Interpersonal Relationship In the Facilitation Of

Learning. .« + « « + o e e e e e s e e . e .
™

Carl R. Kogers -
Debate Worksheet . e e s e e e e e e e

y : Student Evaluation of Module IT . . . . . =« . . . .

3

‘ viii

77

83

89

101
103
115
117

121

123

125

145

157

167

183

187



r

MODULE III- - ADMINISTRATIVE STRUCTURE AND FINANCING OF PUBLIC

TEDUCATION . e v o o o o o e e e e e e 189

The School-.As a Bureatcratic Organization. . . .« . .. . 191
, Dale Brubaker and Roland Nelson

’ Suggestions For Developing an Interview Schedule . .. . . 203
Worksheet . . « or o . .+ . .. e . . t. .. 205
Student Evaluation of Module ITI. . . . . -« « . . . 209

. -
MODULE IV - CURRICULUM/INSTRUCTION e e e e e e e e e ‘211

How To Start an Alternative School and Wh ' " From . N
There. . . . . . . . 215
Mildred W. Abramowitz ’

We Move Toward Options In Schooling. . g . 221

Rolland W. Jones

The Middle Schooi: An Emerging Concept . e e e e 225°

>C. Kermeth McEwin and Joyce V. Lawrence

Newark Living Studies Center: School For Disruptive

Students. « + o « . o o+ e e e e s ete ... . 229
W.A. Proctor - : :

High School With No Walls: . It's a Happening In
Philadelphia . « « & & o o o+ « o o« e e e . 233.
Henry Resnick - S

N\ -N
.Observatidnfbf a School. . . . .+ .+ ¢« o . . Lo » 239
Selected Bibliographies - _
Humanistic Education .. .+ + « « « « « + o o . 241
Middle School. .« « .« « « & 4 « s e s . s 242
Open Education =« « « « o « o o o o e . . 243

Student- Evaluation of Module IV . . . . .« . . =« . . 245

«?

MODULE V - STUDENTS WITH SPECIAL NEEDS . .+ « . «* s o o . 247

PART I - STUDENTS OF VARYING CULTURES . . . . .‘ “ . e 247
Black'English . .+ « .+ & o « « o o o« .« o . 249
Dorothy Seymour : P :
The Teacher, The Middle Class, The Lower Class. . . . 255
Samuel Tenenbaum -
Bodies, Brains and POVerty . . « o« & o« o o = 263

Jpan D. Gusgpw

« | 9 ~
E;BJ!;‘ - ' ix . -

————



¢

PART II - THE EXCEPTIONAL STUDE&& e e Yo« e ae

/ .

~

R . ’ - .
Challenges In the Legal Sphere: Law and the Mentally

Retarded .. « . ¢ ¢ « + o e e s . .
Kizhard C..Allen

Reasons For Majinstreaming . . =« =+ « . &
Jack W. Birch =

“a
!
1

The Terminology Of Mainstreamiﬁg e e e e e
Jack W. Birch."’

Tell Him™. . . . . « « « « « « .+ .
Gerda Corvin '

©

-Preparing Children For zﬁﬂandicapped Classmate

Student Evaipatioﬁ of Module V.. . . . . . .!

Elizabeth J. Pieper

4

Five Days As a Reétarded Laundry Worker . . o

Bernard Posner

g -

\
\

\ e -

* MODULE VI - LEGAL ASPECTS OF PUBLIC EDUCATION. . o. .

Course Evaluation . . . . . .« «.¢ o+

.Bibliography. .

Exce

Do You Know School Law? . .« -3 .+ .+ « .

rpts from Public School Laws of North Carolina

Claire. Z. Mamola .

Regﬁlating Student Behavior Without Ending Up In

Cou

Edward Ladd

*Stud

ent Evaluation of Module VI. : e e "i e

Index of Names . .

Index of Subjects . . . . . . . e . e . e

/

-

381 &

319

323

-

331

333
335

353

Ya

367

371

373

379

«?



O

ERIC

[Aruitoxt providea by exic |4

) . .
. " '
- . . . . [ . >
- S . * . . s . . . . .
. N
. i) >
.

INTRODUCTION
AND o
ORIENTATION® '

o

“

AWelcomelto the rcdularized, seff—pECed study program in Elementafy
andfseeondary Education for K-12 majors. You are beginnihg a journey of
experiences which can be infcrﬁative'and“interesping} You'mey pace your-
self througﬁout the 'semester working’ at those times regular]y scheduled

for your section and at other times when the Center or Q}brary is open.

This undergraduate course does not presume to "make" a teacher of you.

Its purpose is’ to broaden your comprehen51on of the role and function
of education in the nation and to increase your awareness *of. contempor—

ary 1§sues and trends fac1ng professidnals.” It is throuvh better under-
standing of the rcle and function of educatmon that, your professionallsm

will be enhanced. The profe551ona1 teacher not only knows how to teach

but can addreé%’himgelf or herself to the broader issues facing educators

today:

e

1i
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Module I.

Moduie II.

Module III.

_Module 1V.

[

Module V.

Module VI,

’

OVERVIEW OF THE COURSE *

-

Trends and Issues in Contempory Education

--a look at current writers and crucial questions in
American education
--opticns for study within this module also 1nc1uae
examlnation of thes2 questions -
What could evaluation be?
~ Is education a profession?
‘What's "in'"?
Whose values? , B
How can we foster creativity? '

v
[y i)

Philosophical and Historical Foundations of Edugation,

--an overview of the develo\ment of education in the
sUnited States and how majon schools of educational
thought have affected it.

Administrative Structure and Financing of Public Education

--patterns of organization and ways of financing the .
educational process. L

Curriculum /Instruction

--an overview of organizational concepts in today's
schools- 1nc1ud1ng alternatives to traditional '
schooling. : ?q W e

Students with Special Needs

‘
.

i an opportunlty to become dcquainted. with problems
faced by students of various cultures and by students
designated '"exceptional" as they experience public
schooling. _— o

-

Legal Aspects of Public Education

" --an introduction to crucial components of current

North Carolina law about which all prospective
teachers should be snowledgeable.' :



GENERAL INFORMATION

Modules Yéu must work in each of the six modules -prising this
course of study if you are enrolled in SL _u40. You may omit
either Module III or Module VI if you are enrolled in EE 3010.

‘Materials Most materials required for modules can be found in this book.
Two textbooks, Teaching in the New Elementary School by Ragan,
Wilson, and Ragan and Education - A Beginning by Van Til, are
available under the ASU rental system. Ask for Ragan, Wilson,
and Ragan at the bookstore. Van Til is available in the
center (266EDH).

Environment The Center at.Edwir Duncan Hall, #266, provides tﬁe common
meeting area for students enrolled in this course.\\Bulletin
‘boards, file cabinets for record keeping, individual .study
carrels and additional equipment and seating space are pro-
vided there. The Center is open on a scheduled ‘basis approx-
imately twenty hours during the week. '
. W/J‘
Activities Each module has several activities valued at so many credits.
The instructors have attempted to provide many different types
of learning situations for you. Activities will be provided
on’a limiced basis, however. You should make a habit of
) ohecking the announcements board for specifically scheduled
. activities (films, seminars, and the like). Compensator
activities of a paralleling natuie are provided should you
miss one or morec of the limited, scheduled activities.

Assessment (1) Each module grade will be based on the level of compe-
tency contracted for by the student. Students will file their
contracts with the instructors within 3 days after the course

' begins. Changes will not be encouraged unless circumstances
call for them. Instructor approval in writing must be given
for contract changes. Each module contains a maximum of 50
credits except for Module I which has 190. Credits for an
activity are given on the basis of the quality of work--not
¢ necessarily the quantity of work. All students enrolled in
the course will receive a grade of A, B, C, D, or F at the end
of the semester. <You must have credits in all modules if you
are a ‘3040 student. The 3010 student will have credits in all-
but Module III or VI. A grade of F will be recorded for any-
one not obtaining at least 100 points by the end of the term.
INCOMPLETES will not be recorded for any%ne enrolled unless

extenuating circumstances require it as listed in the ASU
catalogue.

(2) The tests on the material in Modules I-VI are evaluated on

X the basis of PASS or NO PASS. You mgy take the tests on Modules
I-VI as many times as necessary to pass. However, if you have
not passed all tests by the ‘end of the term a grade of F will
be recorded for the entire course. ’

S 13
5/’1' !

-




PROCEDURES

You are now free to proceed at your own pace through the requirements
. :" .N"‘.-il.", )
of this course. Should you have any questions along the way; feel free to

contact either the attendant in the Center or one of the instructors assigned

to the Center (see Announcements Board).

The Center schedule is posted on the Announcements Board as are the

times of other activities. Check this board often!

ELEMENTARY -SECONDARY MODULARIZ:D COURSE

~

K-12 Majors Entér Program

b

e
| ‘M1
5866
Alternatives --- —- e
\ 4
* *
M'II 3 M III .M IV MV . .M VI
2
) | > Individual ’ \ '
- ) Accounting for pm3» 'Exit from program

* Elemeatary (3010) students may omit either III or VI.

14
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) GRADING POLICIES FOR K-12 SECTIONS 3010 - 3040

Modules have the follo;ing values:

A Level B Level C ievel

. M%éhle I ‘ 100 65 40
Module IT | . 50 © 40! . 30
Module III 50 40 30
Module TV 5o 40 | 30
Module © | 50 40 30
Module VI 50 | w 30

No partial values will be given for modules. All work will be completed at

an.acceptable level in order to gain full points.

FINAL GRADING

[8

EE 3010 SE 3040
265 points - minimum for."A" - 315 points
200 poihts " - minimumifur’"B" - 240 points : -
) 160 points - minimum for "C" - 190 points
130 points - miniﬁum for '"D" - 160 points

Remember, BE 3010 people will omit Module III or Module VI / since 3010 is

a two semester hour course.

16




- This copy is for your information.

COURSE CONTRACT
For SE 3040 and 3010
. "Public Educoation in the United States

-

"¢ THR STJDENT FOR THE

I would like to con.ract ‘oir: No. Initials

MODULE I

MODULE II

MODULE III

MODULE IV

MODULE V

MODULE

Signature:
3010 or 3040 'FINAL GRADE
Student Number Date

17




Staple this copy to,.your file folder
located in the-Cetiter (266 Duncan)

COURSE CONTRACT , :
For SE 3040 and EE 3010 - K

k Public Education in the United States

FOR THE STUDENT FOR THE INSTRUCTOR

I_would like to contract for: No. of points -Date 1Initials
MODULE I
Ry
MODULE II B
. 3
MODULE III
MODULE 1V -
MODULE V
MODULE VI
§
FINAL GRADE/ . :
TOTAL POINTS : ’
7 .
' Signature: ' . Signature:
3010 or 3040 FINAL GRADE
Student Number Date_
-~ \\

11




This copy 1is for your reference. The following copy Naze
should be torn out and stapled inside your folder in the . .
Center. Social Security No.

RECORD OF WORK

Level C Level B
dule Film Silberman : Alternative
1 Kohl Slides P
Test C . Test B .
Alternative .

\dul Kneller -Cremin “ Skiyper Module ‘

T € Van Til , Test B : Evaluation

' Test C turned in.

ule » Van Til Interview . | Module

11 _Tape Schedule Evaluation

: * Brubaker & Summary o Lt turned in.

Nelson '

v ‘Worksheet "Self

Inventory of Beliefs"
Test C S

»dule Lagao, Wilson, Ragan Module”

v { Tacowitz . cation or . Evaluation
§. v es manizing Education turned in.
 4c . vwin & Lawrence ?

v Pmoeror
)} Test C
sdule Part I
v Gussow Si Cruickshank Lab * . Module"
Seymour Semina . Bvaluation .
Tenenbaw . - ! turned in.
eu Corvin o Module
eminar Posner ) Evaluation
Cruickshank Lab turned in.
(same as session above)
- Reaction sheet '
) Ladd Folder/Bulletin Board Module °
' Vi Reaction Display ] . '} Evaluation
Tape Paper C : turned in. .
Test C

19
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This copy is for your reference. The following copy

Rt

Name

should be torn out and stapled inside your folder in the ‘
Center. Social Security No.
’ RECORD OF WORK
. Total Points
Level C Level B Level A for Module
odule Film $1ilberman Alternative | Module
1 Kohl Slides Paper Evaluation
Test C Test B N turned 1in.
. Alternative :
odul Kneller Cremin Skinner Hodule.n
Ilu € Van Til- "Test B Roger. Evaluation -
Test C - Debate turned in.
Lo Worksheet
odul Van Til Interview Group Discussion Module
II; e Tape Schedule with administrator Evaluation
Brubaker & Summary Synthesis turned in.
Nelson Paper
Worksheet ''Self '
Inventory of Bellefs™
Test C
odul Ragan, -Wilson, Ragan Resnick Paper on Open Module
ivu ¢ Abramowitz School Education or Evaluation
Jones Organization Humanizing Education turned in.
McEwin & Lawrence Paper )
Proctor School Visit
Test C Form "
odule Pare I
v Gussow Silberman Cruickshank Lab Module
Seymour Seminar Evaluation
Tenenbaum turned in.
Test C -
-+
Part 7.
Slide Presentation Allen Corvin Module
Birch Seminar Posner Evaluation
Birch Cruickshank Lab turned in.
Test C (same as session above)
Reaction sheet
lodul Excerpts Ladd Folder/Bulletin Board Module
V; e Mamola Reaction Display Evaluation
Tape Paper turned in.
Test G
15
N &
Qo : coa
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MODULE I - TRENDS .AND -ISSUES IN CONTEMPORARY EDUCATION

Rationale o ! -

Today, more than ever various critics are taking long, hard
looks at American public education. Some view thé schools

from their perspective i -he classroom, others from their

perspective as. interested, intelligent citizens.

Many critics do not like much of what they see. The purpose

of this module is to acquaint you with several of the critics ;
so that you can analyze their work and begin to seek your answers

to the question, "What's a school for, anyway?' In addition, alternative
topics have been written into the module. They are addressed to.

various trends and issues in education. . Choose the alternatives

which will have the most relevance to you as a teacher.

Objectives ;

Upon completion.of this module, the student should be able to identify
and discuss-major criticisms of the'implicit philosophy and effectiveness
of present day American public schools. i
The student will be able to assess these criticisms in relation to his

or her own school experience. The student should be able to be specific,
not vague, about these criticisms and his/her evaluation of them. The
student will be cognizant of emerging issues and trends in’ education .and
be able to discuss how they relate to his or her teaching.

-

Materials

Film - What's New at School? 7 :

Slide presentation - "Trends and Issues in Contemporary Education"

Kohl, H. "Teaching" from 36 Children (Available in Center Duncan 226
and Belk Library - Reserve Room)

Silberman, C. "Education for Docility," Chap. 4 from Crisis in the
Classroom (Available in Belk Library - ReserveARoomf/

.
Environment \\\\\

Watch for announéémgnts on the main bulletin board in the Center,
Duncan 226, for schedqlfd film showings, tape showings and seminars.

»
~
~

~
.



Activities and Assessment

"C" level of competency

All students will: . >
1. View film;
2. Read Kohl's '"Teaching";
3. Pass Test C;
4. Complete one alternative

at a satisfactory level.

"B". level of competency

All sfudents will:

1. View film;
2. Read:
’ a. Kohl's "Teaching";
b. Silberman's "Education

~ . for Docility"; |
View slide presentation and«participate in a discussion;
Pass Tests C and also B. (Discussion questions);
Complete on¢ alternative at satisfactory level.

v oW

"A" level of competency

s

All of #1-5 above, plus:

6. Complete one additional alternative;

7. Create a Reaction Paper (4-6 typewritten pages) to thf film,
-slide presentation, readings, and discussions. The title
of the paper is to be '"What's a School for, Anyway?'" The paper
must be deemed acceptable by the instructors. \

¢
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ALTERNATIVE TOPICS FOR MODULE I

On the following pages, five alternatives are given for possible study
‘in order to complete Module I. Depending upon your choice of working to 'B"
nor "C" level of competency or "A" level in thls module, you will choose one
or. two.

7
~

Read the brief description given below, make your degision and record
it.on your "Course Contract." 1In addition, each student is asked to indicate
his/her  »ice.on the bulletin board "Sigr - Up Sheets" in the Center (266
Duncan). )

4
ALTERNATIVE A: 1Is Education a Profession?
The entrance intc the formal practice of teaching

is a step which has life-long impact upon approximately
60% of the students graduating in teacher education.
This teaching practice usually evolves with an ever-
increasing group of vocational descriptors usually
referred to as "professional." Is teaching a profession
«cording to established criteria?

1.7

Q

ALTERNATIVE B: How can we foster creativity?

Schools have been severely criticized because of
their emphasis on rote- learnlng, factual tests, and,
generally, lower-order thinking. Educators concerned
with these problems tell us the way to creative thinking -
a=.d problem solving begins with us and the kinds of
experiences and materials we provide for the student.

ALTERNATIVE C: What could evaluation be? :

All too often teachers get evaluation and grading
confused. A letter or a mark is put down as though one
mark on a paper could characterize the learning achieved
by a student. An appreciation of evaluation to direct
further student learning is needed. Prospective teachers
must be aware of the pitfalls of relying too much on
pencil and paper tests for evaluation of students. They
must be aware of the difficulties in constructing and
grading objective and subjective tests. .

ALTERNATIVE D: What's "in" now? _

A brief look into a few of the innovative ideas and. -
important issues on the educational scene today including
independent study, learning centers, instructional technology,
individualized instruction, sex role stereotyping, and human
rights. This alternative is group oriented.

' <
& -
.
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ALTERNATIVE E:

El

Whose values?

Students face problems and dec151ons every day of
their lives. One function of teaching/learning which is
gaining momentum in our scheols is that of teaching
values through processes of value clarification. This
is done so that students may rewpond with.conviction - .

~and «clarity concerning their own decisions and answers.

How do teachers cope with this impértant issue? What
if values really differ?

24
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ALTERNATIVE A - IS"EDUCATION_A'PROFESSIQN?

, j o
£
Rationale o

Is teaching a profession according to established crit::ia? The student

who will be a teacher should investigate this question. In addition, it is -
helpful for the beginning teacher to be aware of "professional" activities,
organizations, and other pursuits in order to take full advantage of them

upon entry into the field. b -

Obijectives

Upon completion of this* alternative, stucents will possess knowledge of

major teacher organizations and their role in serving the individual, the
various -arguments involved with the question 'is teaching a profession?",
and will be working toward a clarification of that question.

‘Material: ' : . : o

Various educational journals and publicatioas to bé identified by_the student
_according to his or her need. These items are found in the University
Library (selk Library). o

- 1" Encyclopedia of Associations, Belk Library (Reference) ¢

Van Til. Education: A Beginning, (Text)

Worksheet fIs Education a ?rofession?"

Environment
The Center
‘The Be€lk Library

Activities and Assessment

Read Van Til, pages 102-122. Give -special attention to Lieberman's criteria
for-a profession. N

Utiliziag the Encyclopedia of Associations identify all the groups whose mqjor
purpose is dealing with the subject matter or teaching area in which you
are preparing to teach. )

Identify the periodicals of both professional 6rgénizations'identified'in_
Van Til (N.E.A. and A.F.T. Examine them closely. You need to go to Belk
Library). - . ‘ o

Identify the subject area organization with which you most likely will
_ affiliate and find out what their journal publication is. . (You will need
s to go to Belk Library).

s




m -
~ , ~
Prepare one of the following' . S ) \?\\¢
./ ' ’
'A.- The outline of a 15 minute speech to the §otary Club on "Is
- Teaching a Profession?";
OR ' . . :
B.. A bulletin boatd on services offered by professionul organizations
for teachers. . (Three people may do this together, using a board
/ in the Center or one assigned in Duncan Hall),
' "OR
C. A survey to be used in your local community comparing the status
of teachers to that of other professionals. Have the reason being
3 interviewed given and ask’ persons to rank the 1list according to
their service to the community. Use the survey to interview 15-25
people. (Three or four students may work together on this )
Present your data on the bulletin board in the Center.
. < N

The inatructors'will assign a SATISFACTORY or NON-SATISFACTORY to your work.

(Suggested form for survey,)

Instructions: Rank the following occupations according to the prestige-
v ~ _ which is attachéd to them in the United States. Placa a
" "1" 4n front of the occupation which you feel to'be the

most prestigious, etc., all the way to- "15" least
, prestigious. .
Novelist
" Journalist e
—~ - — Policeman/policewoman -,
‘ Banker -

) B ' U.S. Supreme Court Justice -
Attorney o . T
Undertaker ) '
-State governor
Sociologist
Scientist
.Public school teacher
Dentist
Psychiatrist-
College professor
T : Physician

22
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. Turn in this worksheet, completed, if you elect to do Alternative A.

Worksheet for Alternative A
IS EDUCATION A PROFESSION ?

»

From the Encyclopedia of Assoriations, groups related toyou and your field:

Your subject area orgg

Which activity,
Describe the o

Your Name ' ' 3010 . 3040

(please circle oné)

97 ‘. )




Turn in this worksheet, completed, if you elect to do Alternative A.

’ Worksheet for Alternative A
_ ' 1S EDUCATION A PROFESSION ?

From the Encyclopedia of Associations, groups related to you and your field:

 Reaction statement to AFT and NEA periodicals:

[~}

Your subject area organization:

Which activity, (A), (B), or (C), did yod choose?
Describe the outcomes: ) '

£ <
[ S

Your Name . 3010 3040

- '3l

(please circle one)

r/> .




ALTERNATIVE B - Hdw CAN WE FOSTER CREATIVITY?
,/7 :

Rationale

y . ‘
Schools have been severely criticized because of their emphasis on
rote-learning, factual tests, and generally lower-order thinking.
Educators concerned with these problems tell us the way to creative
thinking and problem-solving begins with us as teachers and the kinds

.of experiences and materials we provide for the students.
. ; g

-

Ob jectives
Upon completion of this alternative, students will be: aware of the
various factors of creativity and of ways to enhance those factors in
teaching; able to demonstrate to peers at least 3 ways creatlvity can
be fostered in students; able to synthesize verbally findings of several
experts who write in the field of creativity.

Matcrials

(A1l materials for this alternative excépt the text chapter and the box
of materials may be found on pages 29 through 53 of this book).

Inlow, Gail. "Creativity and Education"

Ragan, Wilson, Ragan. Teaching in the New Elementary School (Text)

Handouts: SCAMPER, Thinking & Feeling Processes, Brainstorming
Box of materials gathered by the student
Worksheet "Helping to Develop Thinking and Feeling Processes"

Environment

The Center - . '

“ A Classroom (to be announced on the bulletin board)

Activities and Assessment

Read Inlow,:pages 29-46

Read "Creative Ways of Teaching and”Learning' by Ragan, wilsbn, and
Ragan, pages 225-237. » c g '

Study the handouts - SCAMPER, Thinking & Feeling Processes and
Brainstorming

29
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-

Prepare a box of materials for a workshop which includes:

one example for $CAMPERing;

one example for brainstorming; and

one example for creative problem-solving.
<

Other ideas welcome!

Be prepared to test your ideas on your
- ‘peers.

Before the workshop, complete the worksheet on page 353. It calle
for you to develop appropriate ways' to measure each other's understanding
of creative thinking and feeling processes; a list of terms important to

one who is implementing a program of creative development for students;

and an activity utilizing these processes in your major area, Take it
with you to the workshop!
\\

-~
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CREATIVITY AND EDUCATION

. : by .
Gail Inlow- . !

Mental health and creativity, the theme of this chapter, are, in my
opinion, inseparable and congenial. Thus, I hasten early to reject the
popular notion that creativity is inevitably tinged with a little bit of
madness. This issue will undergo development later in the chapter.

uring the past several decades, few topics in business, industry,
and education have received greater attention than creativity. The
business world is always in search of creative managerial personnel; re-
searchers and research, advertising and advertising promotion, production
methods, and products. The educational world, relatedly, is ever on the
fsearch for creative teachers, learners, curriculums, instructional methods,
and materials. In 1950, J.P. Guilford's presidential address entitled
"Creativity," delivered before the American Psychological Association,
gave the topic what was probably its greatest recent educational thrust. -

The substantive term creativity and its adjectival countefpart

- creative appear almost indi%criminately in "the literature." The
Northwestern University Library contains books on creativity bearing the
following selective titles: Creative Brooding, The Creative Christ, The
Creative Dental Technician, Creative Collective Bargaining,‘Creative
Criticism, Creative Demobilization, Creative Dance, The Creative Elite,
Creative Federalism, Creative Glass Blowing, Creative Historv, Creative
Judaism, Creative Morality, Creative Religion, Creative Sceptics, Creative
Suffering, and Creative Universities. In general, creativity goes unques-
tioned as an esteemed value. In the process of definition, implemen-
tation, .and assessment, however, it almost habitually stirs up controversy.

‘ J

DEFINITIONS
_ |
Lack of careful definition is a probler< thdl generally plagues crea-

tivity. Exactly what, for instance, is créativity? 1Is it a genetically
handed down or an environmentally developed trait? How do creative per-
sons differ from so-called uncreative ones? And so forth? The follow-
ing definitions should shed some light on these and related questions,

- depicting creativity, for instance, as:

Activity resulting in contributions that have novelty and
value in the .intellectual sphere of human experience, includ-
ing the sciences, as well as literature, music, and the visual
arts. In all such contexts, "creativity" universally implies
a departure from, and advance beyond what is conventionally
attainable.1

\

The. Emergent in Curriculum, 2nd.. edition, Gail Inlow, 1973. Reprin-
ted by permission of John Wiley and Sons, Inc.

ljerome B. Wiesner, "Education for Creativity in the Sciences,”" in
J?rome Kagan (ed.), Creativity and Learning (Boston: Houghton Mifflin -
Company, 1967); p. 93. ‘
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‘ The emergence in action of a novel relational product,
growing out of the uniqueness of the individual on the one hand,
and the materials, events, people, or circumstances of his life
of the other. : :

- A process whereby one becomes aware of problems, diffi-
culties, gaps in information, and disharmonies for which he
has no learned solution; searches for clues in the situation
and existing knowledge, formulates bypothes:s, tests them, -
modifies and retests them; and communicates the results.3

Bringing something new into birth...a part of seif actu-
alization and the representation of the hlghest degree of
emotional health.

The first definition stresses the novelty of the created product;
the second, its novelty as a function of the creator's uniqueness; the
third, the problem-solving nature of creativity; and the fourth, the pro-
cess of creation as a correlate of the mental health of the creator.

Add to this potpourri Guilford's conception of creativity as a
process of divergent thinking5 and readers, to say the least, are offered
a diversity of options from which to make choices. In lieu of a person= -
alized definition, I have elected instead to identify and briefly dis-

_cuss the qualities commonly associated with creative products and creative
persons.

VALIDATED STANDARDS

First, however, this contextual question needs to be. answered.
Against what standard should creativity be assessed; specifically, does
it lie inside or outside a creating individual? To me, the standard
consists of an individual's own creative abilities; thus it resides in
him alone. The growing number who hold this view depict creativity as a
relative phenomenon which can be the property of the many, thus which is
not the exclusive property of an elitist few. Ythin the framework of
this position, an individual, irrespective of the province of his cre-
ation -~ whether it be in the field of art, music, the novel, science,
or some other field -- would be adjudged creat1ve if he measured up to
his buili-in creacive potential.

This position is in contrast to the more traditional one which
assesses creativity against an external standard of excellence --
perhaps the art of a Picasso, the music of a Mahler, the writings of a

2 carl R. Rogers, "Toward a Theory of Creativity" in Harold"H.
Anderson (ed.), Creativity. and its Cultivation (New York: Harper and
Brothers, 1959), p. 71. '

3E.Paul Torrance, "Uniqueness and Creativeness: ,The School's Role,"
Educational Leadership (March 1967), p. 495.

. 4Rollo May, "The Nature of Creativity," cited in Anderson, dp. cit.,
pp. 57-58. '

5J.P. Guilford, "Three Faces of intellect,”" American Psychologist,
Vol. 14, No. 8 (August 1959), pp. 469-79.
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Faulkner, or the atomic research of a Urey. The first position places
man in competition with h%gself, the second, with others.

CREATIVE PRODUCTSL,THEIR CHARACTERISTICS

Within the context of either position, certain characteristics stand
out as inherent features of creatlve products.6 Novelty and appropriate-
ness are two of these.

Novelty - : N /

For a product to be creative, it needs first and foremost to be
novel. The two terms creative and novel are, in fact, near synonyms.
Thus 'a person to be creative. needs to bring something new (or fresh,
or unusual) into being -- new, that is, to himself, if internal valida-
tion constitutes the criterion standard; or new to the outside world,
if external validation constitutes the standard. Illustrative of this
quality of novelty in a school milieu are the following: a kindergartner
who, during show-and-tell time, narrates an imaginative, if not exactly
accurate, account of an episode that transpired the day before; a fifth-
grader who, self-motivated, writes his first poem; or a twéLfth-gra@e%
who seeks out practical applications of the theory of probability :that
intrigued him in his advanced mathematics course.

Appropriateness.

A creative product or behavioral act can, legitimately, be novel but
it cannot, legitimately, be fantastic or bizarre. Thus a youngster who
-draws two-headed people, or who regularly runs clockwise around baseball
diamonds, or who wildly exaggerates most episodes in his life, is pre-
dicably more pathological than creative. Novelty to be defensible needs
the leaven of appropriateness. _ s

CREATIVE PERSONSA¥IHEIR CHARACTERISTICS

. /

The qualities of novelty and appropriateness in creative ‘products
are lengthened extensions of human personality. They mirror the char-
acteristics of their creators. 1In this connection, Torrance, a decade
or so ago, extrapolated from "a-large" number of personality studies 84
personal traits that had been identified as differentiating more creative
individuals from less creative ones. The 84 traits unquestionably over=-
lap. Some are as significant as the following: "Altruistic...Courageous
...Emotionally sensitive, Energetic...(and) Full of curiosity.'" Others
are as naive and categorical as '"Bashful outwardly...Defies conventions *
of courtesy...A fault finder...Appears haughty and self satisfied at

g

6For mich of the content of the present section, I give credit to
Philip W. Jackson and Samuel Messick, "The Person, the Product, and the
ReBponse: Conceptual Problems in the Assessment of Creativity," in
Jerome Kagan, op. cit., cited in ref. 1, pp. 1-17. :

ot
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times... (and) Radical."’ :

Rejecting the scatter-shot approach of Torrance, I have, in this section,
zeroed in on a compact constellation of traits that through the ages have
tended to characterize highly creative people. The constellation would
not, however, necessarily apply to any single creative person.

Ogenness

Probably the most widely evidenced characteristic of creative persons
is openness before life. They approach .t expectantly, looking for it to
.reveal progressively new meanings. And they open themselves to a wide
panorama of life, not to juszt 2 narrow paxt of it. ' The characteristic
of openness presumes such supporting traits as spontaneity, flexibility,
sensitivity, awareness, tolerance of incoasistency, casual acceptance of
uncertainty, and curiosity before the unknown. Carl Rogers suggests that
openness "is the opposite of psychological defensiveness...It means lack
of rigidity and permeability of boundaries in concepts, beliefs, percep-
tions and hypotheses."8 Rollo May, from his existentialist position,
suggests that man's encounter with 1life must be completely open if the
rewards are to be creative and great.9 Schachtel identifies the encoun-
ter as a function of the free and open play of attention, thought, and
feeling.10 Drews, in a study of the reading interests of 1000 adoles-
cents, describes the encounter as leading to''"an openness that fosters
keen awareness of reality within and without :hemselves...characterized
both by a passive receptivity and an active seeking.' ll Paul Tillich
perceives- the encounter as involving man in shaping “his world and him<
self,...according to the productive power given him.'

. Important ingredients of the open encounter are: minds cleansed of
distortion and prejudice, minds knowledgeable and informed, and emotions
capable of remaining integrated before truth. By way of applying -these
.three attributes to a concrete situation, we take the reader back to the
Panama Canal crisis of January, 1964, recalling the following sequential
events. (1) Around the .urn of thé century, the United States, through,
‘imperialistic methods, preempted land in a foreign country, built a canal,
and assumed control over it. (2) The United States made a financial ar-
. rangement with Panama that gave it a share in the operational profits cf

7E, Paul Torrance, Guiding Creative Talent (Englewood Cliffs, N.J.
Prentice-Hall, Inc. 1962), PP- 66-67.

. 8Carl R. Rogers, On Becoming a Person (Boston: Houghton Mifflin Co.,
1961), p. 353. -

9Rollo May, "The Nature of Creativity," cited in Anderson, op. cit.,

pp. 58-61.
1O,Ernesr. “chaet - 7, Metaﬁorphosis (New York: Basic Books, Inc.,
1958), pp. 22. ° : : : o
Llgyinaber. . . . aus, "Profile of Creativity," N.E.A. Journal, 52

(January 1363), . 26,
12pau1 willich, The Courage To Be (New Haven: Yale Uﬁivérsity Press,

/
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the canal. (3) These financial arrangements were precursorily reviewed
and slightly altered a time or two thereafter. (4) The United States
established itself as autonomous in its operational role. (5) In 1959,
Panama gained the right to fly its.own flag side by side with the Ameri-
can flag. (6) In January of 1964, at a high school in Panama operated
by the United States government for children of American Canal officials
and employees, a few American students removed the Panamanian flag. This
act precipitated a riot that led ultimately to a break in diplomatic
‘relationships between the two countries.

Only minds educated to penetrate into the hard core of attitudes,

as well as fact, could sustain an open encounter with the social-politi--
cal situatidon just described. And those minds would have to be cleansed
first of such affective adulterations as prejudice toward "foreigners," .
delusions of chauvinism, and spurious assumptions about physical posses-
sion conveying a legal or moral right. Second, those minds would have to
be well informed, not only regarding the affairs of Latin America but
also regarding the affairs of the entire world. And finally, they would
have to have the emotional strength and resilience to receive, recover
from, and then act on, whatever dlsturblng'messages truth had to send
them.
, One of these messages might be that the United States was ethical--
ly and morally wrong in employing imperialistic tactics. to annex terri-
tory and property outside its boundaries. A dimensionally different
second message mlght be that rightness and wrongness are never irrevo-
cably absolute but are always dependent on the circumstances at any given
time and any given era. A third message might be that regardless of

what the United States did or did not do ~* the turn-of the century,'apy
' resolution-of the Panama issue today would have to take into account
. current as well as past circumstances: the present dangers from oppor-
tunistic world powers; the status of old treaties; Panama's ability to
operate the canal independently; and the social stake of other countries,
large and small,’in the canal. The disquieting phenomenon here, as with
most value considerations in life, is that absolute correctness or in-
” correctness does not stand out distinctly. However, to the degree that
the encounter remainad open, any final decision would be more proper
and defensible; to the degree that the encounter underwent premature -
closure, the decision would be less proper and less defensible.

Nonconformitx

Creative individuals in their open encounters with life are habitu-
ally exposed to cultural practices, attitudes, and organizational forms
" that;, for various reasons, are inappropriate and thus in need of change.
These individuals are analytical enough to.perceive the necessity for
.change and emotionally secure ehough to support nonconformist methods of
change. Nonconformity, in fact, is one of.their dominant traits.
Nonconformists have charted the course of history. Because of them,
most Americans no longer believe in animism, warring gods, a flat earth,
a fire-and-brimstone hell, "Galen sayeth," witchcraft, -Americans as God's
anointed, Negroes as subhuman beings, and outer space as the Earth's
playground.” - Because of nonconformists, the theory of evolution gained
respectability, free verse became accepted as poetry, the concept of the
unconscious mind gained widespread acceptance, the automobile replaced
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the horse, and Blacks marched on- Birmingham.

The nonconformist, by definition, is a divergent individual who
thinks and behaves outside the province of existing modes. Yet a line
needs to be drawn between nonconformity engaged in for its own sake, and
the same trait éngaged in to effect change in individuals and cultures.
The first is the mark of pathological persons; the second, of creative -
persons. To.the question, How much deviation (or nonconformity) does
our society require for progress? Harold Benjamin answers: ,

It requires just as“much deviation, just as many uniquely
developed peaks of ability, just as much idiosyncracy as the
attainment of its goals will allow and need. All societies :
are wasteful of the capacities of their people. That soclety
which comes closest to developing every socially useful idio-
syncracy in every one of its members will make the greatest
progress toward its goals. 3

Selfhood

The rationale for nonconformity resides in the concept of selfhood,
an individualistic quality that stamps every human being with the mark
of uniqueness. As stated-by Martin Buber from his existentialist

. orientation, : -
- Every person born into this world represents something

new, something that never existed before, something original and

unique. It is the duty of every person...to know...that there

has never been anyone like him in the world, for if there had
been someone like him, there would have been no need for him to
have been in the world.  Every single man is a new thing in the
world and is called upon to, fulfill his particularity in this
world.

Selfhood is the energizer of creativity. It is also the control cen-
ter that keeps creativity on a positive course. The concept of selfhood
commits individual man’to know himself including 'his many capacities,
fully develop them, creatively ,apply them, and autonomously assess them.
The creative person is, in a sense, his own psychoanalyst, for, as sug-
gested by Theodore Reik, "nothing we can léarn from others reaches us
so deep (sic) as that which we find in odrselves."15 .

-~

Agnosticism p ;X\ P
. . . ¢ . . \ .
Supportive of the already discussed traits of openness, nonconform-
ity, and self identity, is the one of agnosticism\before the unvalidated
. _ i , )

~

]
13Haro1d Benjamin, The Cultivation of Idimncraj (Cambridge, Mass.:

Harvard University Press, 1956), p. 37. \

ldMartin Buber, Hasidism and Modern Man, edited and translated by.
Maurice Friedman (New York: Horizon Press, 1958), pp. 139~ 140

) 15Theodore ‘Reik, The Search Within, (New York. Farrar, Straus, and
Giroux, 1956), p. 264. _ 4 N
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in life. The creative person 1s, for instance, agnostic =-- concelvably
even skeptical -- before concepts such as the following: 'nationalism as
an unvarnished cultural value, free enterprise as a completely satisfactory
economic mode black power as a legitimate social goal, technology as an
unadulterated boon to mankind, and conflict as an inevitable life phe-
nomenon. The creative per=.n projects his agnosticism across life's
total range. He questions all aspects of the status quo: tradition,
political authority, cultural forms, and social modes. To him, even time-
honored dogma, including religious belief, is not off limits to doubt.

A requisite for the creative person who assumes a questioning pos;

ture before life is that he first become well informed about life. In

this connection, one who questions from a foundation of reasonably com-
plete evidence operates from a defensible base. In coantrast, ancther who
despite being uninformed persists in questioning should better hold

his peace. For instance a competent artist operating in the field of his
specialty has every right to evaluate a given art work. The man:in the
street turned critic, however, has no comparable right. When he insists
on exercising it regardless, his ignorance soon shows througﬁ.

1

Curiosity Before the Unknown - >

et

The open encounter with life has a built-in attribute in the trait
of curiosity before the unknown. As the creative person follows in the
wake of his ever-unfolding world, new vistas call to him to the extent
that he is sincerely and spontaneously curious about the new which <lies
beyond ~=- the new in people, places, events, and relationships. It is
this characteristic of inquisitiveness that leads him to pursue and inves-
tigate the unexpected and the novel. Nor do such encounters with the
unknown cause him undue concern.

This curiosity before the '"not yet'" Fromm identifies as the "capa-
city to be puzzled,"16 which, he says, customarily precipitates an urge
to remove the puzzlement. .The mathematician Poincar€ relatedly des-
cribed it as the ability to wonder and to be surprised. This wonderment
leads the creating individual, Rogers would say, "to toy with elements .
and concepts," to juggle them into "impossible juxtapositions." 17 1t is
this same wonderment ;that makes an investigator comfortable even in the
presence of a wild idea or "hypothesis, that makes him willing to take a

flight of imaginative fancy'either to rule out or to test out a vaguely -,

credible thesis, and that makes him extend his explowatory range to the
point of the seeming irrational. This quality of curiosity or wonder-

ment often refuses to accept closure even in the face of seemingly con-
clusive authority, leading the creative person instead to carry on the

pursuit to a point of even greater certainty.

|
w .

From Divergence to Convergence

To this point, it has been established that the posture of the crea-
tive person before his world should be open and receptive, curious, and
agnostic. He addresses himself to all of life, he withdraws from none of

16grich Fromm, in Anderson, Creativiti and Its Cultivation, p. 44.
17carl Rogers, "Toward a Theory of'dreativity," p. 76.

-~
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" it, and he remains unfragmented and uncompartmentalized before it. But
once the act of creation begins to engulf him, by the very nature of the
creative process itself, his focus narrows before the newly imposed re-
strictions. At one and the same time, he retains the perspective that
on1y openness can provide while he converges on the newly assumed crea-
tive task at hand. He becomes selective of ideas, selective of materials,
and selective of envirommental setting. Then, equipped with these

. assets, he engages in a disciplined pursuit of the task, making max1mum
emp loyment of his working materials and natural endowments. .

v It is in this quality of discipline that the more creative individ-
uals stand out from the less creative ones. The former are more likely
to reveal tenacity of gurpose and effort even in the face of aloneness
anxiety, and failure. The very depth of their commitment seems to .
exercise a sustaining power over their actions. Like the existentialist
prototype, they accept their responsibilities with intensity. In so
doing, they look for only a minimum of outside help and make great sac-
rifice, if necessary, to achieve their creative goals. :

From Convergence to Closure

What still awaits, however, is the act of closure. This involves
. knowing when and where to stop, a decision that is strictly personal and
~arbitrary: yet not completelg arbltrary,.because "creative people stop
- when their criteria are met.’ The end-product might be a welter of
. apporently unsymmetrical art flcurishes by a first-grader,-a new insight
‘“into a geometrical relationship by a tenth-grader, or a new social con-
~viction by a twelfth-grader. The point of closure.in each instance would
' be when the individual pupil independently decided that he had accom-
" plished his goals. Whether the accomplishment met, or did not meet, out-
" side standards would be immaterial. Wallas2l and Patrick,22 in this
connection, assert that closure follows a set sequence of preparation,
incubation, illymination, and verificatidn. Some tend to be skeptical
of any pattern this mechanical because it may go counter to creatlvity s
individualistic nature.

ISSUES

It is not surprising that creativity, because nebulous in nature and
thus incapable of being exactly assesséd, raises as' many questions as it
resolves. The more significant of the unresolved ones are these: (1) To
what extent does emotlonal pathology enter into creat1V1ty? (2) Is

-

l8Arthur Foshay, '"The Creative Process," in Alice Miel (ed:),
Creativity in Teaching‘(Belmont, Calif.: Wadsworth Publishing Company,
1961), pp. 29-36.

19car1’Rogers, "Toward a Theorv'of Creativity,” pp. 76-77.

20Arthur Foshay, 1n Miel, Creativity in Teaching, p. 39.

2lg, Wa11as, The Art of Thovght (New York: Harcourt, Brace & Company,
1926), p. 10. : o ' v

22catherine Patrick,iwhat is Creative Thinking? (New York: Philoso-
phical Library, 1955), pp. 4-46. 38 ‘.
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creativity a conscious or an unconscious activity? (3) What is its rela-
tionship to intelligence?

©

The Distorted-Genius Issue

To wl it extent is emotional pathology an ingredient of creativity?

This question has been a'controversial one through time, debated in parlor

rooms and classrocms, both by neophytes ‘and experts. The popularly held
view is that creative people are, almost by definition, tinged with at
least a"little bit of madness. Cited as evidence are designated geniuses
of the past and present who, despite unmistakeable manifestations of

neuroticism and/or psychoticism, made, or are making, significant creative

contributions in their specialized fields. Illustrative aye Beethoven,
Blake, Coleridge, Nietzsche, Strindberg, Paganini, Nijinski, Van Gogh,
and Thomas Wolfe,

Aligned in opposition to this point of view are such moderns‘ as
Fromm, Hilgard, Moustakas, and Rogers whose rebuttal goes something like:
‘this.

1. For every Blake, Poe, Gide, or Strindberg in literatuvre, for

-for every Paganini in music, and for every Van Gogh in art,
scores of others, more normal and of comparable talent, have
made equally commendable contributions.

Quite conceivably, the genius of such individuzls expressed it-
self despite their aberrations, not because of them.

Assuming that the aberrations had a significant influence on
their artistry, a reasonable conclusion is that they affected
the nature of the artistic content, not the nature of the
intrinsic artistry itself. - - . :
Findlly, assuming an improvement in' the emotional stability of
such geniuses, it is possible, even probable, that their artis-
tic contributions might have been of even greater import.

The gist of this counter argument is that creativity is a phenomenon
not only of imagination but of structure and organization; that a skilled
craftsman generally pilots the barque of creativity. This argument is
convincing to me. “

. ~ ~

Creativity, ItsTopological-Center . X .

every Nietzsche in philosophy, -for every Nijinski in the ballet,

- . | -
Whether creativity is a mentally healthy or pathological phenomenon, °

is closely allied to the question of whether it.is a product of uncon-
scious or conscious processes at work. To assess it in the first way is
to align it closely with the primitive and nonrational.in man. Those*

who hold this view, psychoanalyticaliy oriented, for the. mos t! part, depict-

the unconscious mind as 4 vast storehouse not only of accumulated know- .
ledge bup of accumulated imager - and 1mag1nation. Relatedly, they hold.
that ideational content rising from the unconscious mind is elahorated,
tested, and rejected or accepted by the conscious mind with creativity
often being the loser.

- Others who hold the counter position that creativity is 'a product.
éf conscious processes at work depict it == not necessarily exclusively

.
~
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. /
but primarily -- as a rational prbduct, one subject to man's conscious
control., Forrest Williams, who holds this view, describes '"the act c¢f
creation.,.(as) a perfectly conscious exercise of a certain capacity of
human 1ntelligence

Lawrence Kubie in Neurotic Distortion of the Cre.tive Process, 1958
identifies creativity as neither“an unconscious nor a conscious. activ1ty,'
but as a préconscious one. He contends that ideatiomal content residing
in the sphere of the preconscious mind is close _enough to the surface of
the conscious mind to be at its beck and call. 'In Fubie's position,-crea-
.tivity thus is endowed with the dynamic free-wheeling properties of the
unconscious mind hile at the same time being subJect to the censored
control of the conscious mipd. -

My point of view on thé issue under aiscussion’ is this. Creativ1ty
is a product of both conscious and uncorpcious activity <- but no more or
~ no less so than-thinking, intui ing, eud’ feeling. .To me, it is.more
important fo: concerted pétrsons to concentrate on components of qreativ-
ity '-- such as imagination and novelty,,and on the characteristics of
creative persons -- such as spontaheltx nonconformity, and -curiosity,
than to get mired down in controversial nomenclature and the misty
world of psychic energy processes,

- N

~

Creativity and the 1.Q.

'The issue of creativity's relationship to intelligence and the I.Q.
has, in the ‘past several decades, elicited widespread reaction from edu-
cational researchers and practitioners. :The issue is a particularly
knotty one in view of the highly abstract nature of the terms creativity
and intelligence, and the resulting inability of scholars to conceptualize,
define, and evaluate them with exactness. 'In an attempt to keep the .
problem withdn workableclimits, researchers have tended to isolate the .
verbal part of creat1vity (in contrast to the esthetic pgrt) and relate it
to the I.Q. - 4 - ’

J.P. Guilford pursued. this approach in the" late 1950's, making & .

; factor analysis of intelligence. From his,analysis, he concluded that
intelligence consists of the five .subareas of cognition, memory, con-
vergent thinking, divergent ‘thinking, and evaluation. He further con-
cluded that most I1.Q. 'tests relate to only the first three of these =~
cognition, memory, and convergent thinking --< thus ‘excluding ereativity,
the gr1mary<Province of which is divergent thinking. 24 71, Q. tests call
fer correct answers. Instrumentﬂtof divergent thinking, in contrast,
call for answers that are novel; .that have variety, that’ result from a
creative individual's searching around in different directions” for
answers permeated with these qualifies of novelty and variety.

To ‘the extent convergent and diVergent thinking are, by definition,
contra§ting processes, it is not surprising that research comsistently -
reveals a low, zero, or even negative correldtion between 1.Q. test scores
and measures of creativity.” And even if 1.Q. tests measured intelligence

23Forrest Williams, "The Mystique of Unconscious Creation," in )
Jerome Kagan, cited in ref. l, p. 150. R

243, p, Guilford, "The Three Faces of Inte]lect," American Pgychoio~
gist, 14:8 (August 1959), »p. 470. .
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" more broadly'than along the narrow dimensions of cognition, memory gnd

convergent thinking, it is quite possible that, because of biased sampling,
intelligence d creativity would still correlate on only a low order.
In this conn. cion, research in the area of creativity sometimes deals
with individuals who have such high I.Q.'s that intelligence could not
by any strouch of the imagination be a controlling ‘factor. Illustrative
here is th. Getzels and Jackson study conducted in the early 1960's at
the University of Chicago Laboratory School.25 1t dealt with two sample
groups possessed of mean I.Q. scores of 127 and 150, respectively. For
the two researchers to have left the impression that they had ,ontrolled
the factor of I.Q. stretched, in my opinion, defensible limits of .
credibility. _ .

I suggest'in conclusion here that research dealing with the rela-
ti%nship between creativity and intelligence has produced more inferential
,than factual data. For researchers to compare unlike processes such as
divergent and convergent thinking is from the start to anticipate, at
best, no more than an incidental relationship. The more basic concern of
what the relationship actually is between creativity and intelligence,
bréhdiy conceived, only the future can answer. ‘

EDUCATION AND CREATIVITY

In the meantime, formal education throughout the country has to de=
cide what its posture will be in regard to creativity. Will it give re-
lease to or attempt to stifle spontaneity? Will it exploit or curb creativ-
ity in learners? Plato's maxum, '"What is honored in a country will be
cultivated there" relates to the above questions. It follows from this
logic that formal education has to believe strongly in the values of }'
creative p-ople and creative products if it 'is' going to support them. I
contend that these values are too important for education not to believe ;

in and support. Thus the issue is one of how, not if.

Teachers as Supportive Persons

 What creativity needs from education more than anything else is a cli-
mate in which creativity can flower,. one contributed to by supportive
teachers. It needs to be one permeated with built-in features of creativ-
ity itself: openness, tolerance, permissiveness, and so.forth. £
creativity, as stated in the first of the chapter's definitions, 12 activ-
ity resulting in contributions that have novelty, education can dffect
this outcome only in a climate productive of novelty. If learnegé are to
think and behave divergently, explore extensively, and question/iife ag-
nostically, an environment conductive to these outcomes is essential.

. N ;.
Mentally Healthy Teachers F

Mentally healthy teachers are fundamental to it. They $hou1d, within

reason, accept themselves, live in reality, be autonomous, adjust securely.
to change, be uncompartmentalized, relate empathically to others, perform

-

25Jacob W. Getzels and Philip W. Jackson, Creativity and “ntelli-
gence (New York: .John Wiley and Sons, Inc., 1962), p. 24!

1
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at optimum levels of efficiency, and have high frustration tolerances. e
Teachers who approximate thée attainment of these outcomes are better able,.
as a result, to effect the release of creativity both in themselves and
"in the learners whom they guide. Teachers sb endowed become model fig-
ures for learners to emulate as they move toward independence. ‘

We admit to effecting an apparent paradox in suggesting ‘that crea-
tivity, a highly nonconformlst phenomenon, can result from emulation, an
outright conformist one. The explanation resides in the nature of devel-
opmental growth. People are rarely or never exclusively conformist or
nonconformist, imitative or ori'ginal, individualistic or social. Rather

. they adapt so that they can later di'ffer, extrapolate sp that they can
better individualize, emulate.so that they can more effectiVely create.
As stated by Kagan:

.

It may seem inconsistent .to state that the child has a
strong motive for differentiation and an equally strong motive
for maximizing similarity to an adult model. Those two pro-

- cesses behave like a pair of opp051n§ ‘pipers that lead each
individual through much of his life.

Teachers contribute to creativity not only by setting personal ex-
amples, but by letting the wellsprings of creativity naturally overflow.
Apropos is the following thought-provoking statement by Heist:

What I propose for the educational system...is that it get
out of the way of creative individuals. It should not tell

t em:what they must do or the ways in which they must do it.

t¥should provide them with the opportunity, the place, and

the platform to explore their own creativity and ald them by

-providing proper tools whenever possible.

The underlying thesis, a psychoanalytical one, of this indirect ap-
proach to "teaching creativity" is that the psychic energy of emotionally
healthy individuals will flow spontaneously and productively unless
deterred by negative road blocks. The latter might. appear in the: form
of obstructionistic persons or debilitating events. And even these,
unless magnified, will not usually be insurmountable. In talking to
this point, Kubie asserts that

«..thinki processes actually are automatic, swift, and
. spontaneous wheh allowed to proceed undisturbed by other

26Jerome Kagan (ed.), "Personality and Learning" in Creativity and
. Learning (Boston: Houghton Mifflin Company, '1967), p. 155.

27Paul Heist (ed.), ITuae Creat1ve College Student: An Unmet Chal-
- lenge (San Francisco: Jossey-Bass, Inc., Pnblishers, 1968), p.8.
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influences. Therefore, what we need is to be educated .in how
not to interfere with the inherent capacity of the human m1nd
to think.28 :

’Creétivity-to Kubie, as indicated earlier in the chaptef, is a precon-

scious, motile process; thus it will penetrate into the consciousness and
become active if the environment does not deter. Stated relatedly by
another analyst, Greenson: ‘ '

«e.the orgadism has a given quantity of energy at its
disposal. The distribution of these¢ ¢ncrgies may be the
decisive factor as to whether or not ccertain psychic activ-
ities gain access to motility and consciousness.

Creative leadership almost begins and ends with the power-with approach
elaborated in Chapter 4. It is one that precipitates the release of psy-.

. chic energy by negating status levels and the consequent fear of authority

figures. Leadership thus conceived achieves results. from respect for hu-
man dignity, friendly encouragement, and service. It avoids the blockages
that usually follow in the wake of authoritarianism.

An App:

-v'ate Curriculum

To this point it has been developed that creativity receives indirect
support from teacher models who encourage its release by _etting out of
its way, and receives direct support from teachers loyal to the power-with
approach to leadership. An appropriate curriculum, however, is"just as
essential as desirable teacher characteristics.- Such a curriculum is oneé
that, by its very naturé, meets students where they are and guides them

toward their potentials. It is one that 'starts with general education,
a social curriculum ingredient, injects a diverse blend of exploratory

- education, a Social-individual ingredient, and crowns both with person-

alized léarning experiences, an<*individualized creative ingredient.

A curriculum capable of developing.creativity in learhers has to
deal in part-with factual content but not exclusively so; it has to
deal. in part with deductive ihferences and facts, but not at the sacri-
fice of inductive ones; it has to open to learners a vast panorama of
the world's knowledge but not at the expense of opportunities afforded
them to explore selected parts of it deeply. . o

In regard to this third specification, the issue is whether a cur-
riculum should gerve a how much or a how well criterion. The answer is
that it should serve both. Yet in serving both it has to be selective
in terms of the how much. One reason is that the world's store of know-
ledge .is so vast’ that formal education can scarcely comprehend it much
less telescope it into a curriculum. A second reason resides in the nature
of in-depth learning per se, which is too important “n its own right to
be sacrificed on the altar of the how-much alternative. The underlying

LIY

28Lawrence S. Kubie, Neurotic Distortion of the Creative Process
(Lawrence, Kansas: University of Kansas Press, 1958), pp. 104-105.

29Ralph R. Greenson, '"The Classic Psychoanalytical Approach,"
American Handbook of Psychiatry, Part II, Edited by Sylvano Ariete

(New York: Basic Books; Inc., 1959), p. 1402.
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thesis here is that a curriculum should transmit enough of the culture =--
the controlling skille, a hard core of knowledge, and the governing atti-
tudes -~ to enable learners to adapt to their environments, after which
the how-well criterion should rise to a place of importance. It is the

‘qualitative way built on the quantitative way that leads to such self-

fulfilling and cultural-developing values as reflective thinking, problem
solving, and creativity. And-thesa are products of extensive periods of.
contemplation and depth involvemon neither of which the how-mnch approach
provides. :
Graham Wallas' classical depiction of creativity's unfolding develop-
mentally through four time-consuming stages lends support to our how~-well
curriculum stand. The stages, with paraphrased "for imstances," consist
of the following:

1. Preparation: daydreaming, postulating, reading, probing, and
experimenting.

2.. Incubation: digesting, organizing, and synthesizing pertinent
information acquired.

3. Illumination: coming forth with the 'ah-ha" reaction, the
creative flash, the thrill of insight.

4, Verification: testing and validating experimental findings.?o’

Learning Climate and Practices

A curriculum designed to effect creative outcomes is generally no
more or no less effective than the instructional practices employed to
implement it. Some of these consist of the following:

A Classroom Environment That Is Stimuilating. The rationale .behind
this requirement, one referred to earlier in the chapter, is that creativ-
ity will precipitate its own release in an environment conducive to such
an outcome. Thus teachers should make classrooms 1nte1esting places for

" learners to think and work in, make available to them a rich variety of

learning materials, and make learning stimulating and challenging.

A Classroom Environment That Is Permissive. Such an enviromment is
one characterized by structure but not too much structure. It is one in
which teachers like children, respect their many differences, have a high
tolerance for agnosticism and disagreement, and adjust flexibly to chang-
ing classroom situatious. o )

Learning That Is Self-Initiated As Well As Authority Centered. This
specification balances inductive methods against deductive ones, learner
independence against instructional authority, and such currently popu-
larized practices as discovery learning and independent study against
imitative memory learning. There is a growing consensus that formal
education has traditionally been too one-sidely deductive in curriculum
content and instructional methodology, too authority centered, and too

demanding of imitative responses from learners. The current counter is

to place a heavy emphasis on learner autonomy, independent study, and
discovery learning. In a very real sense, the progressive~education
movement of the 1930's is being relived. Hopefully, formal educatiofh will
avoid the extremes of that movement by assuming a position wherein

30Graham Wallas, The Art of Thought (New York Franklin Watts, Inc.,
1926). p. 85. -
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institutional authority and student independence complement one another,
wherein the traditional and the modern comstitute a blend, wherein autho
. figures transmit significant curriculum content without denying.
learners valuable opportunities to discover and create on their own.
Discovery learning was the "methods wave" cf the 1960 decade. Inde-
pendent study seems to be the wave of Qhe present one. A Portland,
Oregon high school presents the issue to its students in the following
way:.
’//////;;; have been provided with periods of Independent Study
Time as part of your weekly schedule. This is in a real sense
opportunity time...an opportunity for you to plan and make
decisicns independently about how you are going to spend your
time...they are your decisions and plans...here is your oppor-
tunity to show everyone whether you are cagable of acting
like an independent, responsible person...'1 :

/

Independent study imposes a heavy burden on learners who engage in
it. As stated by Griffin, it commits learners to perceive 'worthwhile
things to do,“ exercise self-discipline, make "use of human resources,"
and make "use of material resources."32 Learners, needless to say, will
respond to these requirements in differential. ways. The ones who are
more serious about developing their creative potentials should not find-
the requirements out of 1line.

Students Who Are Allowed To Question and Make Mistakes. Creative
learners are agnostic doubters and critics of thé status quo. They are
also individuals who, like all truly reflective thinkers :ind scientific
investigators, experience failures as well as successes. Thus educa-

“tion's time-worn practice of taking punitive measures against students
who make mistakes has to go by the board. If not, creativity will suffer.
. "History has many times witnessed events that unfolded in the follow-
ing sequential manner. Certain individuals born into, what was to them,
an unsatisfactory status quo became skeptical of it. In acting to change
it, their efforts met with disapproval from authority figures. This '
disapproVal customarily precipitated a conflict that forced the dissenters
either to develop their convictions openly or to go underground to devel-
op them. Whichever the elected method, the dissenters dared to doubt the
existent and to test out their beliefs. 1In the process, they knew error,
but often, because of it, they ultimately achieved the positive. 1In

" dreaming their dreams, in having their visions, in persevering toward
their goals through error as well as through success, they channeled
the course of hictory. \

The message here for education is that ‘learning which is built on
doubt, which remains unperturbed before investigative error, which does
not always insist on repetitive correctness may well be learning that

I

31james Madison Memorial High School, Handbook on Indegendent Study,
Unpublished (Portland, Oregon, 1970), pp. l-4.

32%i111iam M. Griffin. "Schedules, Bells, and Independent Study," in
David Beggs and Edward Buffie (eds.), Independent Study (Bloomington,
Indiana: Indiana University Press, 1965), p. 5.
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most nearly meets creativity's specifications. “If pupils are to gréw
imaginatively, they will need to explore their worlds; in the process,
they inevitably will make mistakes; then if they can learn from their
mistakes, education will be on sounder ground than when continually de-
manding mechanical correctness in the sterility of the unimaginative.
Creation though tinged with error is superior to errorless imitation that
never rises above the prosaic. ) '

Teachers Who Do Not Sell .Out To Hardware. -Education that rises to -
such heights will havg/to‘utilize the best in modern instructional hard-
ware -- computers, teaching machines, programmed books, and the more
traditional audiovisual media -- without selling out to its limitationms.
The issue pits the values of humanism including mental health, reflective
thinking, feeling, and creativity against the essentialist, but also im-
portant, values of transmitted skills and knowledge. The need is for the
latter to serve the purpose of the former -- an admittedly demanﬁing task
_but not at all an unattainable possibility. As stated provocatively by
‘the educator-phi losopher, Harry Broudy: )

...genuine freedom, individuality, and personhood must be
wrested from the impersonal interdependencies of the machine by
using its strength, like the judo expert, to power our own
efforts. )

Never has a tolerably adequate life been less demanding
on our talents, our thought, and our character; never has the
really good life been more demanding. Because modern techno-.
logy holds the greatest promise for providing the necessary
conditions for the widest variety of forms ©0f the good life, it
also holds the greatest promise for those who by their effort can
create the sufficient conditions for it.

The primary advantages of instructional hardware -- either elec-
tronic or mechanical -- include the folloW1ng immediacy of feedback,
learning ‘that is individualized, release of teachers trom routines, and
" teachers left with a standing record of learner performance. The primary
disadvantages include curriculum narrowness, learning that is essential
ly imitative, and dependency that mechanical devices foster in learn -
ers, In this connection, Michael Wallach expresses concern-that '"auto-
mated instructional devices will inevitably lead to increased emphasis
in the 'schools on whateve1 it is that can best be taught through the
use of the:se devices.'

Wallach's concern is a justifiatble ome. Its antidote needs to be
a curriculum that is mental-health oriented, reflective-thinking ori-
ented, and creativity oriented; one'that advances growth not only in
simple but in complex concepts; one that reaches beyond the cognitive
domain per se into the emotional, social, and ethical domains. Crea-
tive people may feed creative programs into teaching machines and com-
puters, but the latter potentially cannot _make uncreative people creative.

33Harry S. Broudy, "Teacher Education: To Transmit? To Transform?"
Educational Leadership, 28:7 (April 1971), p. 696.

34Michael A, Wallach, "Creativity and the Expression of P0551bi11t1es
in Jerome Kagan cited in ref. 1, p. 54.
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A Classroom Synthesis

From the previous discussion, a creative classroom composite emerg-
es with some or most of these features. Above all clse, the classroon
is under the leadership of a permissive teacher who has solved enough of
his own personal problems to be effective in helping others solve theirs.
This teacher believes education's purpose to be one of helping elemen-
tary and secondary school-children to reach fulfillment in all important
areas of development. He conceives the end result of such development
to be the creative individual.

Being a realist, however, and thus knowing that creativity pufgued
to its optimum must be imbedded in the hard rock of skill, knowledge, and
technique, he is ever the advocate of thoroughness and competency. Yet,
within this framework, he regards these attributes relatively, realizing
that some creating individunals, because of their environmental and gene-
tic attributes, will be more thorough and competent; others will be less
so. : .
While conceding that creativity rests more comfortably on a complete
foundation, the teacher of the mythical classroom under discussion does
not compel creativity to await the completion of the foundation. Rather,
whether a teacher of preschool children, of high school students, or of
pupils in between, he conceives the creative process or processes as
permeating all educational levels and almost all educational activities.
Reading, to him, is at once a skill and an avenue to critical thinking.
Numbers do not stop with arithmetical manipulations but are made to fol-
low through to interpretation and application. Knowledge is not regarded
as something just to be memorized but .s substance to be thought about,
questioned, and related broadly to a developing world of problems and
issues. Realizing that growth is a recult of honest mistakes as well as
successes, he remains unperturbed and unjudgmental when pupils err, dinsis-
ting, however, that they analyze the reasons for their errors and that
they profit from them.

Tlhie essential features of this myt <“cal classroom are not how much
but how well, not Zuitation but assessmeat, not exterm:l pressure but
internal motivation, not just enough to get by but complete closure.
Education's goal in this clacsroom is tru ‘h. The individual pupil's goal”
is to become his creative potential, tco ..2sure up to his Imaginative best.
Before these outcomes, the ia.se educi .onal gods of memory, docility,
imitation, and most other vitratr -3i%i al values and practices yield.
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'Thinkiﬁg and Feeling Processes

Thinking Processes:

Fluent Thinking consists of the generation of a quantity of
ideas, plans, or products. The intent is to build a large
store of information or material for selective use at a later
time.

Flexible Thinking provides for shifts in categories of thought.

It involves detours in thinking to include contrasting reasons,
differing points of view, alternate plans, and the various aspects
of a situation. A variety of kinds of ideas and differing
anproachkes are considered.

Originality is the production of unusual or unanticipated responses.
It is characterized by uniqueness and novelty. Responses may be
considered original if they are clevzr, remote, individualistic,
uncommon, inventive, or creative in nature.

Elaborative Thinking is the ability to refine, embellish, or
enrich an idea, plan, or product. It involves the addition of
rew .and necessary details for clezr and complete communication.
It is an elegant response, an ornamented idea, or an adorned
expansion upon things. Elaboration provides illuminating des-
criptive dimensions leavirg:very little to the imagination.

Feeling Processes

Curiosity is evidenced by inquisitiviness, a strong desire to know
_about something. It is exploratory behavior directed toward ac-
quiring information. It involves the use of all the senses to
.investigate, test out, and to confirm guesses and hunches about
the~unfamiliar or unknown. ‘

Willingness<to Take a Calculated Risk is activity that involves

speculation p iction, wisdom, and foresight. Ti.. probability

of success and the~chance of failure are estimated before action

is taken. Risk tak%ﬁg\;s characterized by the wiil, disposition,
~

~
\\

Reprinted with permission from D.0.K. Publishers. Scamper: Cames
for Imagination Development. Robert F. Eberle, 1971.
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and desire to set greater goals in anticipation of greater gains.
Consideration for the elements cf chance, liking the unkrown,
adventure, and a tolerance for insecurity are traits common to

the risk taker. He may also be described as: perceptive, inquiring,
intuitive, and predictive. )

Preference for Complexity is a willingness to accept a challenge.

It represents a desire to work with or handle involved‘details and
an inclination to dig into knotty pr.blems. Challenges may be in

the form of intricate ideas, difficult problems, ccmplex designs,

or complicated theories.

Intuition is a perceptive equality that involves quick and keen
insight. It is a direct perception of truth or fact independent
of reasoning processes. It is the immediate apprehension of
untaught knowledge.
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' SCAMPER TECHNIQUES

S; Substitute To have a person or thing act or serve )
. ' in the place of another.
\
\,
N (: Combine _ - To bring together, to unite.
N\ : / ‘ .
. l\ Adapt ' To adjust for the purpose of suiting
\\ a condition or purpose. |
- Modify . To alter, to change the form or quality.
th Magni fy To enlarge, to make greater in form or quality.
\\Minify To make smaller, 11ghter, slower, less
\ frequent. :
\\ : ‘
FD Put To To be used for.pufposes other than
Other Uses . originally intended.
EE Eliminate ' To remove, omit, or get rid of a quality,

N part or whole.

Reverse . To place opposite or contrary, to turn it
F? around.

Rearrange © To change order or adjust, different plan,
: ' layout or scheme. :

I

Reprinted with permission from D.0.K. Publishers, Scamper: Games
for Imagination Development, Robert F. Eberle, 1971.
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BRAINSTORMING

As a strategy to release creative potential in your students, brain-
‘storming can be very effective. Brainstorming requires pfactice aﬂd the
rules need to be reviewed often. A question or problem is usually asked&
or discussed such as:'_How could we settle that problem; how many ways
cduld we think'of to use that object; in what ways could we manage to

solve that? ’ . \

Rules for brainstorming are:

! /
* 1. Quantity of ideas is sought--the more the betfer;
2. Encourage far-out ideas;
3. Build on each idea--this is really a group endeavor;
4. Welcome all ideas--no criticism aliowed;
5. Record every idea by key word or phrase

6. Limi: the time for acceptiﬁg ideas--announce it ahead of time .

and stick to it!

51




Take thds completdd sheet to the Alterhative B Workshop
Worksheet for Alternative B
"HELPING TO DEVELOP THINKING AND
FFELING PROCESSES . ~

-p

T
'y
U

List terms important to you (in _your major area) as youh
‘develop creativity.

Develop ‘one actlvity in your ma
feeling process, Share it wit]

\

2

Your name . ) . 30100 3040

: o (Please circleone)
Turn this sheet in at the end of the‘workshop! '
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Take this compléted:sheet to the Alternative B Workshop

Worksheet for Alternative B
HELPING TO DEVELOP THINKING AND " :
FEELING PROCESSES . ’

1%
List terms 1mportant to you (in your major area) as you help your students

develop creativity.

’

Develop'one activity in your major area which could-facilitate a thinking/

feeling process. Share it with your group at the workshop.

’
s

Think of an apprOpriate way to-check your peer's understanding of thinking/

feellng process. Jot it down

<

'\L_

\

- 3010 3040

"Your name :
. . ’ - (Please cifcleone)

of the workshop!

Turn this sheet in at th: end
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ALTERNATIVE C - WHAT COULD EVALUATION BE? \\

Rationale

All too often tceachers get evaluation and grading confused. A letter .

or a number - v down as though one mark on a paper' cduld character- »
ize the 1. = ni . ieved by a student. An appreciation oi evaluation

to direc: ~udent learning is needed. Prospective teachers must
be aware ¢ .talls of relying too much on pencil and'paper tests for

evaluation o1 ...udents. They must be aware of the difficulties inherent
" in constructing and grading -so-called objective and subjective tests.
“ : \

Objectives 1
Upon completion of this alternative the student will be able to: 1list
weak1esses of present grading practices; intelligently discuss '
alternatives to pencil and pazper tests for grades. Actual test con-’
struction is beyond the scope of this alternative, sbut prospective
teachers should be thinking about their philosophy of evaluation now.

3
Materials

Kirschenbaum et. al. Wad-Ja-Get? Hart publishers, NYC,IXQ71;
ASU Bookstore; or copies are also available in the Center.

Ragéh, Wilson and Ragan. Teaching in the New Elementary School.

Environment

The Center : '

Seminar room (to be announce< on the bulletin board).

Activities and Assessment .

Read the section‘in Ragan, Wilson and Ragan on evaluation, pages 304-327.

Read the book Ead -Ja-Get?
Students are urged to also read the appendices (A&B) for they are a valuable
part of the book.

The student will attend a seminar on the readings after completing the
Reaction Sheet on the next page.
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Take this completed sheet to your seminar discussion.

~ Reaction Sheet to Alternative C
WHAT COULD EVALUATION BE?

What weaknesses do you p.rceive in present, usual grading practices?

Describe your vieyf

Your nome R : 3010 3040

, - B . {please circle one)
"Turn this sheet in after the seminar.

i 56
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Take this'completed sheet to your seminar discussion.

Reaction Sheet to Alternative C
WHAT COULD EVALUATION BE?

What weaknesses do you perceive in present, usual grading practices?

List as many alternatives to present practices as you can.

Describe your views of evaluation as it could be.

i/

.

Your name / ' 3010 © 3040

. : (please circleone) - \
Turn this sheet in after the seminar. ' :
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ALTERNATIVE D - WHAT'S "IN" NOW?

Rationale

Innovation in education is bringing some exciting ideas as well as
soul searching for the prospective teacher. The purpose of this -
alternative is to acquaint you with several emerging concepts, '
concerns, and instructional strategiecs.

Obijectives

Upon completion of this alternative the student will be able to

discuss some of the emerging céncepts, concerns, and iastructional
strategies which may be relevant to his/her expected teaching experience.
It is beyond rhe scope of Alternative D to provide comprehensive

coverage of the many new concepts and concerns in the educational

field today. The alternative represents, instead, selected topics

by the instructors of the course. It is hoped, however, that further
study may be stimulated through this cursory view.

Materials (to be found in this book unless otherwise noted)
Learning Centers
George, Paul, et al. ”Learning Center‘Study Gufde:”
Independent Study

Ragan, Wilson and Ragan. "Instructional Technology" from Teaching
in the New Elementary School. (Text)

Fasteau, Marc. '"The Male Machine. The High Price of Macho."

Rice, Berkley. 'The Power of a Frilly Apron Coming of Age in Sodom and
New Milford."

Bem, Sandra L. "Androgony Vs. the Tight Little Lives of Fluffy Women
and Chesty Men." ‘

:=e=""" 0liva, Peter F. ."Current Curricular Practiceés and Plans" from The
Secondary School Today. (Center, 266)

Macdonald, Susan Colberg, and James B. Macdonald "Women's Liberation and
Human Liberation." ’

Reaction Sheet
Environment

A classroom for discussion group (number to be announced on the bulletin
board)
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Activities and Assessment

Readings as listed above in Materials

Prepare a one or two paragraph reaction to each of the selected
topics of the readings.

Using your reaction paper as a basis for discussion, participate
in a seminar with your peers and one of the course instructors.
(Time and place announced on bulletin board. Remember to sign up!)

99
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LEARNING CENTERS

Learniné Centers have gained popularity with public school teachers in
the past few years. A Learning‘Center may be defined as that area of the
class space designated for a particular subject, topic, skill, pr0ce§é
or interest. Materials, equipment and Suppiies are usually located therein

and the area becomés one which is self-sufficent.

Three major reasons for the Learning Center trend are: (1) The effort
to help students become selfwdirected, self-initiated, independent learners;
"(2) As our knowledge about the learner grows, we have realized that various
modes ﬁf instruction are essential to meet individual learning styles; and
(3) Tncreased availability and use of technology has also aided our pursuit

of personalization of instruction.

On the following pages, you will find a ﬁéarning Center Study Guide,
Further Guidelines and an example of one learning center developed for
interdisciplinary study. As you study"the material, try to envision your
use of learning centers. What t0pics within your major field might be
appropriate? What interests mighé youngsters have upon which you could

éapitalize? Which skills would lend themselves to independent learning?

-
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LEARNING CENTER STUDY GUIDE

Part One: Introduction

1. An overview of the 'purposes activity of the center

2. Prerequisites for successful completion

3. Directions for completing the station must be very com-
plete. A "flow chart" is often helpful '

’

Part Two: Objectives

1. General! goals and expected outccme(s).
2. Specific behavioral objectives

~Part Threc: Precassessment

1. A pre-test that the student may use to determine whether
he will profit from a particular activity. If he passes
the pre-test he may proceed to another center or other
pre-determined activity (e.g., independent study).

Part Four: Learning Activities

1. Specific learning activities for each objective specified in
part two. - There should be several alternative activites
for cach objective. A

Part Five: Post Assessment

1. A self-administered (when possible) device which telle
the student how successful he has been.
2. 1Ideally, the results of the post-assessment should sugg st
which parts of the center the student should go ahead or
k) back to. -

Pirs Siw: Materials—All the materials necessary to use the center.

Further Guidelines

There are a number of questions a teacher should ask herself
when planning a learning center. They are:

1. What will be the theme or focus of the center?

2. What specific objectives for students' learning should the
center's activities achieve?
——sk111s and capablllttes

- : —-concepts

—attitudes

3. What activities and materials might be most appropriate
to the achievement of the objectives?

4. How will records of students efforts be kepc? Who will
keep them?

“

Reprinted and ‘adapted with permission from The Learning Center
Approach to Instruction. Florida: Educat10na1 Resgarch and Development
Council, 1973.
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5.

6.

student achievement?
How well will the center work?

a. Will it capture students' interests
b. Will it maintain students'

What assessment procedures will be used to determine

involvement? »
c. Will the directions be clear and easy to follow?

d. Will it encourage extensions of learning activities by
the students?

e. Will the center result in a dlsﬂay of students' work’



THE CENTER'S THEME: A STUDY OF FLIGHT

(jectives for the Major Focus of Students' Learnings:

To enable students to ralse questions about flight, collect data,
and find answers to the questions.

To develop skills of recording collected data (keeping obgexvational
reports and making charts and graphs).

To encourage students to express their thoughts and feelings about
flight through language and art media.

ACTIVITIES:

The activities described here present a variety of possibilities for
learning. The depth of each would, of course, have to be adjusted to the
level of maturity of the children. '

Exploring Bird Wings

Materials: Bones from chicken wings (obtained by boiling, scraping, and
drying the bones from the wings of brecilers or fryers)
Specimens of bones from bird wings obtained from a local
museum or the Audubon Soclety N
Pan balance scale .
i Tape measure RN
Set of chicken wings bones are contained in bags labeled: "Bag of Bones."
These are accompanied by instructions such as:

1, Look at the bones in the bag. Feel them. What animal do you think
‘they come from? -What are they nsed for? “(Qlder children may discuss
their answers to the questions with one anothur. Pictures showing '
bone formations of various body parts in animals and man may be put

on display to assist the children in_identification?\\younger children
may be asked to match the chicken bones to pictureg and “di{agrams of
bones from different animals for identification. Envelopes containing
the correct answer may be made available to the students after , '
identification is attempted.)

2. Having identified the bones as chicken wings, the students may be
directed to explore the question: Why can't chickens fly?

.a. Use the tape measure to measure the chicken bones. Record the
length of each on the chart, Do the same thing for the bones
of other birds on display. :

o

Reprinted and adagted with permission from The Learning Centers Approach
to Instruction. Florida Educational Research and Development Council. 1973.




Length in Inches/Centimeters
Bone No. 1 Bone No. 2 Bone No. 3 Bone No. 4

Chickea .
Robin
Seagull
F1icon
Lo Weight the bones of each bird. Record the weight on the chart.
: Weight in'Ounces/Grams _
Bone No. 1 Bone No. 2 Bone No. 3 Bone No. &4
Chicken ' ’
Rebin
Seagull.
" Talcon :
- c. What differences do you find between the length and weight of

chicken wing bones and the wing bones of'flying birds?

Dependlng on the age of the students questione Jnd directions may lead them
to measure the length, width, and weight of bones in varied ways, using
different units of measurement. Further, students may be asked to graph,

in histogram form, the data they cdllected from measuremegnt activities. Even
young children may be able to-make histograms to compare and contrast the
length . of each bone to pasteé side by 'side on construction paper backing.

Other activities with chicken wing bones might include:

--sketchlng bone structure

--stringing bones to recreate wing form

--researching the number‘of bones in various parts of the bodies of
animals and humans.

--exploring mystery bone bags which contain bones from various animals
and the human body. Students might create their own mystery bone bags
for another to inquire. into. :

Making and Testing Paper Airplanes :
Materials: Paper of various weights such as tissue, newspapar, bond, con-
struction paper, and oaktag
Stopwatch '
Measuring Tape -
. Patterns of different types of paper airplanes such as those
. contained in:
Manher JYerry, George Dippel, and Howard Gossage. The
Great Internatlonal Paper Airplane Book. New York, N.Y.:
_Simon and Schuster, 1967. ' ' '

The méterials are displayed with examples of paper airplanes and patterns for
making a variety of types with instructions such as:

3

A
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a. Choose a type of paper airplane to make. Find the pattern.

b. Make an airplane using at least three different types of paper Give.
erch airplane a number.

c. Test the airplanes you have made to see how long they stay ia the
air (airborne time) by using the stopwatch. Record your f.ndiizs on
the chart. © '

Airborne Time of Paper Airplanes
Airplane No. 1 Airplane No. 2 Airplane No. 3

Time in Air
Trial 1
Trial 2
Trail 3 '

d. Using the tape measure, mark the launch site. Find the distance
each plane flies by measuring from the launch site to the landing
site. Record this on your chart.

Distance Traveled by Paper Airplanes
Airplane No. 1 Airplane No. 2° Airplane No. 3

Distance

Traveled : : ,
Trial 1 ( ' L CoT
Trial 2 ' ' '
Trial 3

e. Compare airborne times and distance traveled by the airplanes you
made. Which stayed in the air 10ngest7 Covered the greatest '
distance? Why?

f.. Try adding and.subtracting parts from your airplanes. Test them
again for airborne time and distance flown. Add this information
to your chart.

g. Graph the airborne time for the two planes WhiCu were most :
different in ability to fly. Why do you think they were so differentf

Additional activities with paper airplanes might include:

--experimentation with simple paper airplanes with the recording of
data through paintings and dictated captions or experience stories.
--building balsa wood gliders to test for airborne .time and flying"
distance. (This could lead to research on wing structure of birds
and airplanes and the influence of air pressure on flying capabilities.)
--studying the historical development of airplanes ard man's quest for
flight.
--creative expression through writing and art about things that fly and
. the feeling of flight. '
: --written and oral reporting of experiences and experiments with paper
. airplanes and balsa gliders.
--making slides of the process of folding and testing the paper airplanes
along with a tape recorded narration giving instructions on how to.do it.
--making books which contain samples and/or pictures of airplanes created
‘along with captions or experience stories.
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LISTENING AND VIEWING AREA 4

This part of the center might include a variety of visual and .auditory
materials and activities designed to stimulate students' expression of ideas
and emotion.. The following activities are representative examples:

1. Slides and Guides
i} a. A series of slides depicting various situations of birds and- men
A in flight could be set up using'a carousel projector and a simple
“ small homemade screen or a handvicwer. Students may be carefully
‘ directed in their viewing by study guidés containing fairly
specific questions. Or they may be asked to look and react in
more opea~ended ways.
. b. A variation of the above could be the addition of music for a
. ' multi-media presentation on fiight. Students would be guided
to look and listen for specific things. Or as ip "a", they
may be asked to look, listen, and react in their own way.
c. A third alternative might involve in depth explcration of one
particular slide.” Students again would respond to questions in
a study form guide format. These questions could focus on any or
all of the.levels of thinking from simple recall or 'what do you
. see?"  to questions which require divergent or evaluative thinking
such as "How would you feel if you were therde?"
(Slides might show real scenes or they may be made from pictures
% in books at relatively inexpensive cost. Films can also be used"
in the same manner.) ’ ‘ ' o

2. Listening and Looking
A listening station could be set up in which taped excerpts from
Jonathan Livingston Seagull are heard as students look at pictures.. -~
from the book. A discussion of concepts such as freedom, power, and
competence could then be held by groups of students as a followrup act

3.  Other possibilities for activities related to either of the above
stimuli might include:

a. Oral language development through discussion, role play, or
creative dramatic activities depicting, for- example the. life
of Jonathan Livingston Seagull. \

b. Writing activities such as stories about thelslide pictures, the
seagull, flight -the music, or other birds flying obJects\\and
space might, be developed. . Cinquain or haiku poetry could als
used as vehicles for student expression related to the above t ic
or others. Any number of brain-storming activities might aid n
the expansion of vocabulary. For example, students might list all
the words that describe their feelings-about things they Heard wbi

- experiencing the multi-media- presentation..

c. Art activities using media such as paint, chalk, scraps for collage
‘crayons, pencil can be used as means for the expression of ideas
developed\from : listening and viewing stimuli. Construction
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is another p0551b111ty Orisinal birds could be created using
any number of r.aterials or, parhaps, students might wish to
create the view from Jonathan's eyes or a diorama depicting some
gcene from the story. .
Students can be encouragod to react’to the original stimuli of’
visuals and sound in any number of ways. In this instance, almost
anything goes because the intent 1s to facilitate students'
expression of ideas and feollngs using a varlety of media and

. " modes of expression.

«,

INTRODUCING THE CENTER

Once ‘the center's activities have been Selected and prepared for student
use, the teacher may wish to introduce the center to the total class, especially
if students have little experience in working at centers. In addition to

,or1enting the class to the activities at. the center and determining who' may:
do what, when, the teacher might.conduct an introductory lesson on flight,
perhaps using inquiry procedures and/or visuals. The "idea is to acqualnt
students with the center s theme and generate their ‘interest in working through
center activities. : '

RECORDS OF STUDENT'S WORK:

Flight Folders (to be put together by the child). The work completed for
each activity will be ‘included in each child's folder. '

Checklists (to be kept py the teache:).

Students' Names. '

Objectives - ’ ) o _ ” o !
Raising questions’ . ' ,
¢ .

-

Collectiong data g K L ) '/

Answering.questions : i

Keeping observational ) o : .
reports B ' ’ /

|
Making charts and ' . . . 1 /

Expressing thoughts’ : ‘ _/
and feelings through ‘ ) | /
language art media ' ‘ « A /

~ ° . -
Comments ' ) |
o \ . ) i . /

6:9‘ 6'7“ - .. /




" The students working at ‘the center over a number of days or weeks wi11
be observed by the teacher who will:focus attention on different students over
time. When a student is observed tc raise questions or do any of ‘the things -
listed on the checklist, the date of that observation is noted- under. his
name in the appropriate box.

Student Self-evaluations (to be completed By each student using'a
form for all activities and their products).

1. T think the work I did on‘this»activity was: o ‘

* Good ! So-so Poor
2., 1If I were to do this act1v1ty again, I would 1mprovo my work
by doing these things: '
3. Another way I, could learn about flight is by dcing this:
4, I thought this activity was: |

"These self-evaluations would be completed for each activity, atrached to
the product of the. act1v1ty. and placed in the student's Flight Folder.

o ASSESSMENT OF STUDENT ACHIEVEMENT

The teacher may wish tc use one or more of the following:

1. Ekamine work in students' folders to evaluate the degree to which

obJectivec are being met. o
v 2. Conference with students to rebiew self-evaluation and checklist
) notations - “

3. Assign an act1v1ty which requires students to use the skills and
capabilities previously developed at the center. An example is:

Design Your Own Flying Machine

Teachers might ask students to create an original flying machine using
any materials available at school or at home. The following guidelines for
completion of the project could be suggested: .

*A. Design an ¢riginal flying machine on paper. Develop a "blueprint".. Check
! your design for the following: : .
o 1. Does your machine have the parts necessary to fly?- If not, what do
’ "~ ' you think is missing? , ‘ : :
2. How is it like other things thac fly? . |
: How is it different? '
' 3. What will you need to construct it? List the materials. °
4. Estimate the "airborne time'" and distance capacity for your machine.
™ Recurd on a chart. : ) : R
o . Check ‘these plans with your teacher. Revise if necessary.
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B. Make ycur flying machine. Show it to your teacher and other students
discussing the risks you will be taking in attempting to fly it. Try
it ont keeping a record of the airborne time and flying distance. Compare
with your orginal estimate. Try‘flying the machine several times. Make
a chart or graph that will show the results of your flight. If you wish,
compare the flying ability of your machine with another student's.

- C. Find a partner and switch machines. Using art, writing, or both, express
your feelings and idea: about your own flying machine.

-—_—cr--_—
Communicate, using ahy me&ia, something about your own flying machine.
The érocess of designing,.q:eating, and using the flying machine and recording
the results should give the teacher-a good reading as to the student's degree
of objective achievement. 1In this process, it will be necessary to raise

questions, collect data, answer questions, and record data. The final product
will represent an :xpression of students' thoughts and feelfngs about flight.
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CENTER SUITABILITY - i
The teacher may wish tc apply the following checklist to the evaluation

of the centev. In addition, student self-evaluation sheets can be examined,

for comments which reflect the siccess of center activities in promoting-

student involver-nt and learning. .
1. .Did the center capture students' interest?

/1 /2 /3 VA /
High S . Low/

2, 'Did it maintain students'’ involvemenk?

/1 /2 /3 A /5
High o _ / . Low

3. Were the directions clear and easy to follow?

Q
i

A /2 /3 | /a4 /5
High o ‘ Low

/

4., Did it encourage errensions of L%arning activities by s?udents?

. _ : ‘ | —
/1 /2 B I e £ /5
High Low
5. Did it result in a display of sFudents’ work?
i /
/1 [2 /3 \ /4 /5 :
High = . K Low

(R
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With new emphasi\\pn developing learner independence, the concept of
independent study is a viable component of the curriculum. It may be pursued
as an integral part of organized knowledge, learners' interests or learning skills.
It seems appropriate at all levels of schooling’in all areas of the curriculum.
Obviously, the more mature a student is as a learner, the more competence he
or she will demonstrate in independent study. .

INDEPENDENT STUDY

During independent study time, the students concentrate on individual
assignments. Their choice of topics, often from'a list made available to
them by the teacher, may be developed within a particular academic area.
The teacher is available throughout the process to suggest alternatives
or provide guidance. Guidelines for the study are predetermined, although
flexibility should be a key factor. After the study is complete, it is
carefully diagnosed end further skill exercises may be suggested.

The evaluation of the independent study is done by the student ard
teacher cooperatively. If there is a "product" involved, such as a model,
collage, tape, booklet, or report, it is frequently shared with one's peers
or displayed for others to see.

A plan for independent study may typically consist of:

1. Aséigning special times for the purposes of independent study;

2. Having students independently explore possible areas of interest
and/or brainstorming with the group;

3. Determining guidelines, procedures and parameters of the study
process with the group, including a contract of study;

4, Identifying resources availlable for the students;
5. Brainstorm kinds of activities and products which might be possible,

6. Determining methods and procedures of reporting and evaluating with
the teacher, with peers, and with the students himself/herself.
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" THE MALE MACHINE
THE HIGH PRICE OF MACHO

1 by
Marc Feigen Fasteau

The male machine is & special kind of being, different from women,
children, and men who don'‘' measure up. He is functional, designed mainly
for work. He is programed to tackle jobs, override’ obstacles, attack
problems, overcome d1ff1cu1t1es, and always seize the offensive. He will
take on any task that can be presented to him in a competitive framework.
His most positive reinforcement is victory. I \ ‘

He has armor plating that is virtually impregnable. His circuits
are never scrambled or overrun by irrelevant personal signals. - {He domi-
nates and outperforms his fellows, although without excessive flashing of
lights of.clashing of gears. His relationship with other male machines is
one of respect but not intimacy; it is difficult for him to connect his
internal circuits to those of others. In fact, his internal circuitry is
something of a mystery to him and is maintained primarily by humans of the
opposite sex.

The foregoing is, of course, a stereotype, an 1dea1 that fits no one
exactly. Yet stereotypes, exist and exert influence because they are
believed a lot of the time by large numbers of people, and the image of
the male machine (described more fully in my book The Male Machine, McGraw-
Hill, 1974) remains the standard against which half the population judge
themselves.

Boys learn the masculine ideal very early. Michael Lewis (see,
"There's no Unisex in the Nursery'", PT, May 1972) showed, for example,
that after the age of six months, boys are picked up and hugged less than

girls. The gap widens as children grow older, with boys discouraged from
asking for human attention and pressured toward autonomy.

By five or six, boys know they aren't supposed to cry; ever be afraid

or, and this ‘is the essence of the stereotype, be anything like girls.

That is why calling another boy 'a girl" is the worst thing one boy can
say to another, and why little boys hate little girls. The strain of try-
ing to pretend that we have no '"feminine'" feelings of doubt, disappointment,
need for love and tenderness creates fear of these 2motions in ourselves
and hostility toward women, who symbolize these qualities.

The attempt to live up to the male stereotype affects almost every
area of men's lives. Friendships between men are often made shallow and
unrewarding by the constant undertone of competition and the need to &l-.
ways put up a tough, impersonal front. The effort to be invulnerable and
avoid emotion leads to mechanical sex and, when pushed to extremes, to
impotence. The notion tha we must be perfect Lotharios directing the
sexual scene with cool dominance, locks us (and the w:men with whem we .
muke love), into playing the same roles. every time, qucouraging sportan-
eity and variety. Tt

K

Reprinted B& permission of ngéhology Today Magazine. Copyright
1975. 7Ziff-Davis Publishing Company.
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The masculine stereotype makes sports into : compulsion rather than
a convivial pleasure. Because violence is viewed as a male restorative,
a way of getting in touch with the deepcst roots of our maleness,. the
masculine stereotype makes men resort to it faster in personal relation-
ships and in public policy. The male ideal tells us -that ‘to be real men
we must be different from and superior to women, and thereby makes dis-
crimination against women at work in social clubs and at’ home an essen-
tial prop for masculine self-esteem. The male premium on never losing,
or always being and appearing tough, played a major role in keeping us
in Vietnam after it became clear that loss of face (''mational honor')

‘was the only cost of getting out.

The tragedy, as Sandra Bem found in the research she reports here, is

- that men are fighting their nature as human beings in trying to conform

to the male ideal. "Male" and "female'" characteristics are present in both

. men and women, although our culture has done its best to obscure this fact.

Through feminism, women have already begun to recognize this baic truth
and to reclaim the side of life they have been shut out of. Perhaps in the
future, men too, will stop paying the high price of a restrictive and arti-
ficially polarized sex-role. Perhaps our lives will be shaped by a view
of personality that will not assign fixed ways of behaving on the basis

of sex. Acceptance'of androgyny would allow us instead to acknowledge

that each person has the potential td be--depending on the circumstances
--both assertive and yielding, independent and dependent, job-and people
oriented, strong and gentle; that the most effective and happy.individuals
are likely to be those who have accepted and developed both the "mascu-
line" and " feminine'" sides of themselves, and that to deny either is to
mutilate and deform.

S

76



THE POWER OF A FRILLY APRON
COMING OF AGE IN SODOM AND NEW MILFORD

by
Berkeley Rice

" APRONS SEEN AS DANGER TO SEXUAL ROLE...Baptists ministers...threaten-
ing to sue school officials over required sixth-grade home economics courses."

According to the Associated Press story from New Milford, Conmecticut,
the Reverend Lynn Mays, pastor of that town's Faith Baptist Temple, felt
that, "By having a young boy cook or sew, wearing an apron, we're pushing
a boy into homosexuality." A

"It's all part of the unisex thing going on in this country," he
told me when I called on him later. "They're turning boys into girls and
vice versa, trying to break down the barriers between the sexes."

While the pastor's concern about the danger of teenage boys learning
how to cook and sew may strike some readers as odd, the breakdown of sexual
barriers troubles many Americans. They read with .alarm about married couples
swinging, unmarried couples cohabitating, and women taking jobs as firemen
or telephone linemen. Millions of rational, socially conservative people
believe in the traditional notions of sex roles and behavior. They consider.
the breakdown of sexual barriers as evidence of the destruction of a social
order in which everything has its proper place.

MASCULINE TRAITS VS, FEMININE STUFF

WhetRer anyone likes it or not, the sex roles are a'changing, <. «'ny
liberal Americans are glad. Some social scientists even cIaim an'anarug'"
nous mixture of supposedly masculine and feminine traits is psi. “: logice .y
healthier. (See "Androgyny Vs. the Tight Little Lives ‘of Fluff) Wum“? Aol
Chesty Men.")

" But ‘ohe man's social progress is another m:n's social deca. ‘o
example, the Reverend Mays's assistant pastor, James Clemmons, suws: ' «u
no psychologist, but I know it's. true that ages nine to 13 are t..c mwst
important part of a child's sexual development. Everyone has hoi .- - uitl

tendencies, and this feminine stuff being taught is bringing abou. Che
. moral decay of children."

To find out how far moral decay had goné I went to visit New idflforé
and its embattled ministers. Nestled ixd the roll;ng cou” ' ryside of west-
ern Connecticut, New Milford has tb: charm of a New England »icture calen-
dar, complete with white steepled church and village green. Itr exurban
proximity to N:w York City, however, makes it a sophisticated ‘little com-
munity, har®', a rural boondock ripe for rabble-rousing.

TROUBLE RICHT HEPE IM NEW MILF’)RD

The trouble s'ar*ed la<i year hen the Schaghticoke Middle School (grades
six tc eighu) integrateu boys u:d 3iris in its sixth-grade home-economics
and industrial-arts ciasses. ‘"he school :rted in response to Federal

< r o~

Reprinted cy permission of Prgcho;quﬁTodax magz.zine, Cbpyright @
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~regulations on equality of educatién, plus some prodding from tii iocal
"chapter of the National Organization for Women (NOW) .

Until the ministers objected, the program had been runnip? quite
smoothly, with no apparent opposition from the students. The ! :sses met
once a week for 45 minutes, with half the year devoted to hcme .c. and
half to woodworking, metal work, and other manly pursuits. 4i . ondance at
both was required for all sixth-graders, giving them the ba;is for Tecid-
ing which to continue in the seventh and eighth grades when th.: choice
becomes optional. '

Only time will tell how -many boys choose to continue wi.: home ec.

But it's worth noting that 15 seventh-grade girls and 40 e¢ivisrh-grade
girls. elected to take industrial arts last year, and an opti. ;al minicourse
in cooking for boys was filled to capacity.

The battle of New Milford flared up late last Novembe: when a group
of adults from the Faith Baptist Temple led by the Rever:nd: Mays and
Clemmons showed up at the monthly Board of Education meelin to protest
the mandatory sexual integration. Reading passages fro-: tae Bible to . -ove
his point, Mays told the audience, 'When God set up the r.unan race theue
was a division of sexes. A woman's place is in the home. That's wicvz2",
God put them...God created human beings in a certain way znd i' mixes no

difference if women libbers agree." May: said he would he.e b .euo BN 2
rified" if anyone had ordered him to take home ec. when he was a sixrh-
gradeg. 4

THE GOSPEL ACCORDING TO HOOVER

The Reverend Clemmons read from a book by J. Edgar locver on tL.w to guard

against a Communist takeover. One trend to watch fo:r. ac: rdiug to *
(lemmons, is any attempt to turn men into homosexu=ls. Torcing boys to
take cooking lessons struck Clemmons as a perfect wxauw:le of what Hoover
meanc. '"T'11 take my son out of school before I'lt 1+t him take this
course", Clemmons said. 'We'll take it to the U.S. i{upreme Court if
necessary. My soa doesn't want the course and I don't want him to be a
sissy." ¢

Several other rownspecple spoke foirr and dgainst the ministers'
position. One said he was neither a homosexua®l avr a Cormunist, but be-
lieved in the value of ithe integrated courses z. bchaghticoke. "This
exposure is important for every student", he sa.:. "I am kind of dis-
turbed when I hear masculinity or femiwninity lies in the balance of one
course at tr- middle-schaol level”. :

*, While that evening's meeting was certainly the st stimulating the
Board of Education had h-1ld in years, the whnle affs.r might have remained
a locai one had the Asscciated Press not gol.en wind of it. Ouce the AP
story went out over the wires, and appeared in papers across the country,
New Milford found itsel: ianlved in a natiouz. media event. '

The pressure £orced the Board of Education to hold a press confer-

- ence for rcporters and network TV crews in the lunchroom of ‘the Petti-
bone sc1zul. J. Thomas Eagan, a local businessman serving as $Board .
chairman, oatlined the history and philosophy of the home economics

" integratior, and said only two families (both members of Faith Baptist
Temple) had demgnded chat their children be excused from the course.
Caring less aboat eduvcational philosophy than a good news lead, t- re-
porwers asked Eagan if there was any evidence yet that the course wds
tuinihg boys int: '"sissies and homosexuals". - Eagan said there was nonc.
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In his column in that week's edition of The New Milford Times, editor
Jim Stuart called the whole affair absurd, and said the only ones who
would suffer would be the children "forced tc observe the caterwauling
of adults”,' '

-MECHANICS, MARINES AND MESS-HALL DUTY

During the following months, New Milford's .citizens endured a good deal of
caterwauling in the paper's Letters to the Editor section. Many of the
letters came from out of state. Dozens of outraged readers wrote in to
protest the ministers' sexist views on education, dozens of others told -
personal tales illystrating the value of teaching both bnys and girls how
to cook and sew, and how to use tools. A New Milford resident wrote:
"Most of us have at one time or another eaten meals prepared by females
who should never be allowed near a stove, and have tried to drive cars
repaired by male mechanics who should have been well cooked on these stoves"
An ex-Marine from Maryland asked the Reverend Mays if he assumed that
"every veteran is a queer because he once stood mess-hall duty, or sewed
on a new pair of chevrons after promotion?' An official of the Oregon
Restaurant and Beverage Association deplored 'the damage which such ill-
chosen remarks might inflict on young men who might someday aspire to
take up cooking as their profession." '

While most of the letter writers expressed scorn or laughter, many
defended the ministers. Several claimed the press had distorted the dis-
pute by concentrating on the questlon of homosexuality rather than the
compulsory nature of the courses. - One local woman argued that the mini-
sters were simply "fighting for...the freedom to choose... We are losing
our God-given right and privilege to rair: ~ur children the way we ctoose "
Another woman criticized the local paper for '"poking fun at the two cou-
rageous Baptist ministers...... ‘Indeed, instead of the subtle, bigoted
writing against these good men, there should be thanksgiving for alerting
us." :

‘Mmen I called the Reverend Mays he invited me out for a visit to his
tidy iittlc ranch house a few miles from the center of town. He welcomed
me into apine paneled living room full of colonial-style furniture, with
a gun rack holding two rifles and a shotgun over the fireplace.

A shbort, stocky man in his mid 40's the Reverend Mays' grew up in
the hill country ‘of western Pennsylvanla and attended a Bible college in
Texas. He worked for many years as an electrician in Arkansas, ‘'pastor-
ing on the side', before moving North. He came to New Milford about five
years 3go as pasfbr of its Bible Baptist Church. .But his evangelical
fervor and plans for expanding che church's activities proved too vigor-
ous for the majority of its members ("They just didn't believe in winuing
souls"),» so Mays.resigned and started Faith Baptist Temple with a splin-
ter group of 30 loyal adherents. Since then, his new church has grown, to.
a membership of nearly 200, and operates several buses that bring in the
faithful from surrounding communltles

I asked if Mays thought the newspaper accounts had distorted his’
views by overemphasizing the homosexuality issue. Yes," he felt the press
had iargely. ignored his concern for the mandatory nature of the course,
but insisted, '""I still believe the course has a tendency to homosexuality.
You take some bays that have homosexual tendencies; this could be the
thing that tips the scales."
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BIRTH CONTROL AND INTEGRATED GYM

Once started on this topic, Mays grew voluble: "This NOW group is even
trying to integrate the gym classes sexually. And they're trying to
teach ail this junk like sex education. Why up in Litchfield they're
actually teaching 1lth and 12th grade girls @ctual birth-control techni-
ques. .. .. I don't like them using my kids fof guinea pigs. They don't
know what effect it'll nave on the kids' morals...If I want my child to
learn these things I'll do it myself. .

"The way the schools are pushing things on our kids today is just
terrible. 1I've got this all documented right here. My daughter comes
right home and reports to me on everything they're trying to do: sex
education, sensitivity training, personality testing, ESP.

"They,'re infringing on the rights of the home and parenthood. 1It's
an insidious attempt by the state to take coutrol of the kids and their
moral training. Our society has been built vpon the sdnctlfy oi the
home. If they destroy that they'll destroy Amesica. !

I interrupted to ask whether any other local churcn groups shared
his views. "To be honest", he replied, 'theve's not another preacher
in town who's supported me, or even said anything. Not a peep cut of
‘em."  Of course, we're the only real fundamentalist Bibie church in
town. The rest of 'em are of a liberal nature'". "When I asked if he had
received any local support, Mays admitted most of his supporters were
members of his own church'". Most people aren't doing anything about tiiis.
But we are. We'll make them listen to us.

PERVERSION IN THE SCHOOLS -

As I left to return to my hotel, Mays gave me a Baptist boogklet entitled
"Satan's Bid for Your Child", which he commended for telling the whole
story about what's happening in the schools. It warned parents about
"left-wingers, sex perverts and Sweden-oriented teachers who are taking
‘'over out schools and ruining our kids" with dirty books, drugs, rock
music, and sex education. As an example of the evils of sex education,
the booklet descrlbed a book on "How.Babies Are. Made” that shows such
perversions as chickens and dogs "in the act,'" Mom and Dad in bed toget-
her, '"climaxed with a few pictures of a nude mother giving birth to a
baby who was conceived several pages earlier".

At the Reverend May's invitation, I returned to his home that
evening for what he called a strategy session with his associate, Brother
Clemmons, whom he described as a "good o0l' country boy'" from Arkansas.

A hulking man in his mid 30 s, Clemmons had also attended a southern Bible
college, and now works at a New Milford machine shop.

The other member of the strategy group was ‘Alton Wheeler, a serious
young man active in' the local John Birch Society. As I pulled into May's
driveway, Wheeler was just getting out of his car, which had bumper
stickers urging "Get Us Out of United Natiomns,'" and Support Yoyl Local
Police." Before the meeting got under way, he wandered into the kitchen .
and examined Mays's daughter's textbooks for traces of left-wing influence.

Mays had piled on his coffee table all the correspondence and liter-
ature he had accumulated since his notoriety began. ”We got letters from
London, Spain, Hawaii, Kansas, Israel and Canada', he told me. 'We threw
away a lot of 'em because they were X-rated." The Reverend Clemmons add-
“ed: '"We got letters from homdsexuals, lesbians, right-down the line."
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Rummaging through the piles, I found letters of support from a ceach-
er in West Virginia, a guidance counselor in Maryland, and several different
groups of parents upset about the moral decline of schools. in other parts
of the country.

The Reverend Carl McIntire, a nationally known radio preacher,
wrote: "Keep up the good work. God bless you." He enclosed a request
for contributions to the building fund of his Florida church."

A doctor at the Menninger Foundation shared their outrage at the
erosion of sexual standards, and enclosed a news clip about a lesbian
couple in Seattle who had been allowed to adopt a child. A junior college
student from California confirmed their fears about homosexuality in the
schools, offering himself as evidence. He claimed his teachers were
- "attempting to force a homosexual role on me'".

. /

REMEMBER SODOM

Befitting their fundamentalist breeding, Mays and Clemmons quoted pro-
fusely from the Bible to back up their belief in the evil of homosexual-
ity. - "Be not deceived," Epey read from I Coginthians 6:9: '"Neither for-
nicators, nor idolators, nor adulterers, nor effeminate...shall inherit:
the kingdom of God." They found numerous Biblical references shgying
God's scorn for "inordinate affection', "uncleanness", and "them that
defile themselves with mankind!. Citing the example of Sodom, Clemmons
said God put- a pronouncement c¢f deathuoh "homosexuals, harlots, and any
of those other sexual vile sins'. '

M"The way that city became wicked is the came way our cities are
becoming wicked," said Mays. He to1ld how some "so called clergy'" now per-
form marriages for homosexual or lesbian couples. "We're turning into a
literal Sodom and Gomorrah today, and we're invoking God's wrath." Asked

 for some evidence of God's wrath, he mentioned the energy shortage and thd
recession, which struck me as odd ways to punish homosexuality, unless one
believes in a perverse and vengeful God. , ‘

Instead of a strategy session, the meeting lapsed into a rambling
discussion of the same social and educational evils Mays had recounted to
me earlier that day. Somehow all the evils seemed related, all perpe-

trated by an undefined "they'". As Wheeler said, "It's funny how it's
happening all over at the same time. You'd almost think it's planned
that way". ‘ g

¢ -
, All three men displayed contradictory responses to the sexual and
moral decay threatening New Milford and the nation. While they all ex-

‘pressed a proper degree of outrage, there was much hearty male laughter A

over "dirty books" X-rated films, ''queers" and "homos'". Their outrage
was tinged with titillation and relish, like that of outraged citizens
who watch nude sunbathers through binoculars for hours before calliﬁg
the police in indighation. ) . E
Some sense of the fragility of masculinity makes Mays and his associ-
ates fear that a 12-year-old boy's manhood can be endangéred by school-
room intimacies with a sewing machine or a kitchen stove. He says he
doesn't want sexual information.taught in the schools, but I got the im-
pression he doesn't think it should be taught at all. For. him and
Brother Clemmons, sex seems tc be a subject more suitably discussed in
locker rooms. . ' ‘
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Being good ol' country boys with roots ir rural Arkansas must make
it hard for Mays and Clemmons to deal with the complexities of a world
where moral, sexual, and social barriers of all kinds are rapidly
crumbling. A .

They fear not. only the.open discussion of sexual topics, but any
new ideas not part of their world. .As Mays told me, almost with pride,
"If I don't know anything about something, or if I don't understand it,
I just oppose it". \ )
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N ANDROGYNY VS. THE TIGHT
LITTLE LIVES OF
FLUFFY WOMEN AND CHESTY MEN

x T by .
e Sandra Lipsitz Bem =~
In Américan Society, men are supposed to be masculine, women are
. supposed to|, be feminine, and neither sex is supposed to be 'much like the
other. If men are independent tough and assertive, women should be de-
pendent, sweet_and retiringc A womanly woman may be tender and nurturan' .
but no manly\man may be so. .
For year's we have taken these polar opposites as evidence of psych
logical health. Even our psychological tests of masculinity and femininity
~.reflect this Bias a person scores as‘ either masculine or feminine, but
the tests do nbt allow a person to say that he or she is both.
I have come to believe that'we need 2 new standard of psychological -
health' for the- ;exes, one that removes the burden of stereotype and al-

%

lows people to feel free to express the best traits of men and women., As
many feminists have argued, freeing people from rigid sex roles and allow-
ing them to be androgynous (from '"andro", male, and '"'gyne", female),
should make them more flexible in meeting new situations, and less re-

'stricted in what\khey can do and now they.can exprgss themselve&

In fact, there is already considerable evidence that traditionmal sex
typing is unhealthy For example, high feminimity in females consistently
correlates with high anxiety, low self- -esteem,. and low self-acceptance.
And although high masculinity in males ‘has been related to better psycho-

" logical adjustment during adolescence, it is often accompanied during
adulthood: by high. anxiety, high neuroticism, and low self-acceptance.
Further, greater 1ntellectual develdpment has quite consistzntly corre-
lated w1th crossex typing (masculinity in girls, femininity in boys).

* Boys who are strongl: y masculine and girls who are strongly feminine tend
to have lower overall ntelligence lower spatial ability, and show lower
creativity. : ,

In addition, it seems to me that traditional sex'typing necess%rily
restricts behavior. Bﬁcause people learn, during their formative years
to suppress any behavibr that might be considered undesirable or inapprop-
for their sex, men are afraid tc do "women's work," {and women are afraid
to enter "man's world". Men are reluctant to be gentle, and women to be
assertive. -In contrast, androgynous people are not limited by labels.
They are able to do wha ever they want, both in their behavior and their
feelings. ‘ ‘

A MEASURe/ OF ANDROGYNY

I dﬂcided to study this question to see whether se*-typed people really
‘wera mofﬁ restricted and androgynous people more adaptable. Because I
needed & way to measure how masculine, feminine, or, androgynous a person
‘was, I ﬁeveloped the Bem Sex Role Inventory (BSRI), which consists of a

! - N
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1ist of 60 personality characteristics: 20 tradi tlonally masculine (am~

bitious, self-reliant, independent, absertive); 20 traditionaily feminine
(af‘ectionate gentle, . understanding, sensitive to' the needs of others);

and 20 ‘neutral (truthful, friendly, likeable). I gave ‘a list of 400 such
traits to a group of undergraduates, who rated the dtsirability of each
characteristic either "for a.man" or "for a woman",” T drew the final
list-fér the BSRI from those characteristics’ that/toth -males and females ¥
rated ds-being significantly more désirable for one sex than for the other. .

The masculine, feminine and neutral characteristics appear in random
order .on the.test, and a person indicates on a scale of one ("never or
almost always true') to seven ("always or almost always true') how accurate
each word is as a self-description. The difference between the total points
a551gned to masculine and feminine adjectives indicates ‘the degree of a_
person's sex ‘typing.- If masCulinlty and feminity scotes are approximately
equal, ‘the iandividual has an androgynous sex role.

" My colleagues and I have given the BSRI to more than 1,500 under-
graduates at Stanford University. Gemester after semester, wa find that
out 50 percent of ‘the students adhere to "appropriate™ sex roles, about
15 percent. are cross sex typed, and.about 35 percent are androgynous.

With BSRI in hand, we were in a position to find out whether
sex-typed people really were restricted ané,androgynous people really
more adaptable. Our strategy was to measure a number of behaviors that ;
were stereotypically either masculine or feminine. /We selected these
particular actions to represent the very best=tf what masculinity and
femininity have come to stand for, and we. felt that any healthy adult should
be capable of them. We predicted that sex-typcu people would do well only
-when the behavior was traditionally considered approprizce for his or her
sex, whereas those who were androgynous would do well regardless of the
sex-role stereotype attached to the particular action.

The masculine behaviors that we selected were independence and asser--
tiveness. The study of independence brought students to the lab “for what
they though was an experiment on humor. In fact, they were there to = |
test confarmity versus independence of judgment. Karen Rook and Robym:
Stickney placed each person in a boo#h equipped with microphorges and
earphones, and showed him or her a series of cartoons that had béen rated
earlier fir humorous quality. As a new cartoon appeared on the ‘screen,
the students heard the experimenter call on each person in turn for his -
or her rating. Although “hey believed that they were. hearing each other's
voices, they were in fact listening to a preprogrammed tape. To provoke
the students into conformity, the tape voices answered the experlmenter
falsely, agreeing that a particular cartoon was funny when it wasa' t or
vice versa.

- s

THE LIMITATIONS 0} FEMINITY )

We predicted Lhat feminine women would %e less indopendent than anyone
else, and were right. They were far more likely to conform to the in-
correct taped judgments than masculine men or androgynous students of
e1ther sex. Only 33 percent of the feminine women were very independent
(more independent than the average of all students), compared to 70 per-
cent of the masculine and andrbgynous students. '

Jeffrey Wildfogel carried out a similar study to measure, assertive-
ness. He called students on the telephone with an unreasonable request:

" when would they be willing to spend over two hours, without pay;.to fill

out a questionnaire about their react1ons to various insurance poliq{ii\
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for studentsg At. no time did he actually ask whether the people he called
would be willing to .,participate. He simply assumed that they would, , '
and asked them to indicate when they would be available.

In this situation, agreeing would cost a person time, effort and in-
convenience, but refusing required the student to assert his or her pre-
"ferences .over those of the caller.  The preliminary results confirmed our
expectations that feminine women would find it harder to be assertive than
anyone else. When Wildfogel asked the students later how difficult it was
to tura the callexr down, 67 percent of the feminine women said that they
found@ie very difficult, compared to only 28 percent of the masculine men
and androgynous students. ‘

Thef féminine behaviors that we selected all measuréd the extent to
erson was willing to be responsible for, or helpful toward arcther
living dreature. We expected that this time the masculine men would be at
a disadvaantage. '

In dhe first study, Jenny Jacobs measured how responsive people were
. toward a MNx-week-old kitten. When stiudents came to:the lab, Jacobs ex-
plained thX she wanted to see how differenc activities would affect
their moods.\ Actually, we wanted only tc determine their reaction to‘ the .
kitten. For one of the activities, therefore, we put a kitten into the
room and asked the student to respond to it in any way he or she wished.
We simply recorded how often the student touched or petted the kitten.

' Later on in the experiment, we gave each pefson the opportunity to do

anything in the lab room that he or she wanted: play with the kitten,

read magazines, work puzzles, play with a three-dimensional tilting maze,
or whatever. This time we measured how much the students played with the
kitten when they didn't have to. |

As expected, the masculine men were less playful than anyone else. .

Cnly nine percent of them showed a high level of playfulness with the kit-
ten, compared to 52 percent. of all the other students. But there was #n
unexpected result: the androgynous women played with the kitten more often
than feminine women, who are presumably so fond of small cuddly things.

64 percent to 36 percent.

o

' MACHO MALES AND CUDDLY BABIES _ : \\

Wegconriicted two further tests--this time with human beings insteaq\_f_\“\
k@vs. Carol Watson and Bart Astor measured how responsive people
would be toward-a six-month-old baby. The student thought the study was
about babies' reactions to strangers, but actually we observed the - stu-
dents' reactions to the baby. We left each person alone with the infant
for 10 minutes while the experimenter and one of the baby's purents.
watched from a cne-way mirror. We recorded what each person did, such
as how often he or she talked to the baby, smiled at it, or picked it up.
_‘Once again, the masculine men were the least likely to play much with the
. baby. Only 21 percent of them were highly responsive, compared to half
of all, .ue cther students., And this time the feminine women did respond
warmly, but no more than the androgynous women.
The last experiment, conducted by Wendy Martyna and Dorothy Ginsberg,
explored people's reactions to é person with emotional problems. The
 students came to tke la® in pairs for what they thought was a study of -
acquaintance, and 'n2y ‘drew lots so that one would be a '"talker" and the
other a "listener." 1In fact, the talker was our confederate who delivered
. a ' memorized script of persbnal problems. The listener was allowed to

ask questions or to make comments, but never to shift the focus of
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the conversaticn away from the talker. ' We recorded the listener's reac-
tions, such as how often he or she nodded and made sympathetic comments,
and later we asked each listener how. conccrned he or she felt about the
talkev's problems.

Again, the masculine men were thp least responsive, only l4 percent
of them were above average in reacting sympathetically or in showing con-
cern, compared to 60 percent of the other students. And the feminine
women reacted most strongly to the talker, showing more concern than even"
the androgynouss women.

, The pattern of results for these five experiments suggests that
rigid sex rcles can serlously restriét behavior. This is espeq1a11y the
case for men. The masculine meh did masculine things very well), but they

did not do feminine things. They were indeperdent and assertive

when they needed to be, but they wercn't responsive to the kitten, or the
baby, or to a person in need. In other words, they lacked the ability

to express warmth, playfulness and ‘concern, important human--if tradition-
ally femlnlne_trglts. /

Similarly, the feminine women were restricted in their ability to
express masculine characteristics. They did feminine things--played with
the baby, responded with concern and support for the troubled talker--
but they weren't independent in judgment or assertive of their own pre-
ferences. And for some reason, they didn't respond to the kitten; per-
haps feminine women also are afraid of animals.

. In contrast, the androgynous men and women did just about everything.
They could be 1ndependent and - assertlve when they needed to be, and warm
and responsive in approprlate situations. It didn't matter, in other
words, whether-a behavior wds stereotyplcally masculine or feminine; they
did equally well on both.

THE RIGID BARS OF SEX ROL

In order to find cut whether sex-typed people actually avoid opposite-sex
behavior, Ellen Lenney and I designed a study in which people could o
choose an action to perform for pzvy. We said that we were going to photo- .
graph them for a later study, and that we didn't care at all how well they.
did each act1v1ty In fact, we gave them only one 'minute for ecach perfor-:
mance, long enough for a convincing phot,, but not long erough for then to
complete the task.

Then we gave the students 30 pairs of act1v1t1es, and asked them to
select one from each pair to act out for pay. Some of these pairs pitted
masculine activities against feminine ones (oiling a hinge versus prepar-
ing a baby bottle); some pitted feminine against neutral (winding yarn
inte a ball versus sorting newspapers by geographical area); and some
pitted masculine against neutral (na111ng boards together v. rsus peeling
an orange) .
avoid the activity that was inappropriate for their sex, even though it
always paid more. We weére right. Such individuals were attually ready to
lose money to avoid acting in trivial ways that are characteristic of
the opposite sex. That was particularly true when the person running the
experiment was a r.ember of the opposite sex. Iun that case, fully 71 per-
cent of the sex-typed students chose highly stereotyped activities com-
pared to only 42 percent of the androgynous students.

| | | .
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“about their welfare,

We went one step further, because we wondered how sex-type
1

2 people
would feel about themselves if they had to carry out an opposite-sex
activity. ‘We asked all the students to perform three masculine,\three
feminine,

| s \
and three ‘neutral activities while we photographed them, and
then they indicated on a series of scales how each act1v1ty made

them
feel about themselves.

Masculine men and feminine women fe%t much\ worse
han androgynous people about doing a cross-sex task

Traditional \men
felt less masculine if they had to,

- say, prepare a baby bottle, and\tra-
ditional women felt less feminine 1f they had to nail boards togethe .

When the experimenter was a member of the opposite sex, sex- ‘typed stu-
dents were expecially upset about acting out of role. They felt IESS\

attractive and likable, more nervous land peculiar, less masculine or)
feminine, and didn't particularly enjoy .the experience ! \

-
ANDROGYNY IS-DESTINY

' \
Y i
This research pérsuades me that traditional concepts of mascu11n1Cy and\
femininity do restrict a person's behavior in important ways In a mod—\
ern complex society like ours, an adult has to be assertive, independent
and self-reliant, but tradltional‘femininty makes many women unable to \
behave in these ways. On the other hand, an adult must also be able to
relate to other people, to be sensitive to their needs and concerned

as well as to be able to depend on them for emotion-

al support. But tradltlonal mascu11n1ty keeps men from respondlng in
such supposadly feminine ways.

Androgyny, in contrast, allows an individual to be both 1ndependent '
and tender, assertivé and y1c1d1ngﬂ masculine and feminine. Thus endro- i
gyny greatly expands the range of bkhavior open to everyone, permitting
people to gope more e

\
\

ffeetively with diverse situations As such, T hope

, A
that androgyny will some day come to define a new and more human standard
of psycholpgical health.

|
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. *decades -eflects this broader cultural transformation. Thus, woman's -

can Library, 1970, P 326. .

WOMAN'S LIBERATION AND HUMAN LIBERATION

b§ < R . . g
Susan: Colberg Macdonald ' o \\\\\“

and
James B. Macdonald

"We tend to forget the simple fact that the
female sex is half the species, that women.are
not merecly a ladies auxiliary to the human race.’

MarJorle U'Ren :

‘ We wish to discuss Women's Liberation as a cultural movement rather
than a social movement. By this we mean that we arc not fundamentally
concerned at this point with directly addressing ourselves to the inequal-
ity between the sexes in socio-economic- and political terms: These in-
equalities, needless to say, are very important and have been Wwell docu-
mented by others. _ o

A cultural movement, as we understand it, is a movement toward chang-
ing the consciousness of human beings about the human condition, which
through thought and action begins an evolution of progressive changes in
the social and .political conditions of existence.

The fact qf the matter is that the history of soc1a1 revolution in , -
Western Civilization up to the. present has been fundamentally the substi-
tution of one male pcwe> group for another. It has not basically-affected
the critical status of half the human race--that is, women. There is, in
other words, little evidence that males have been willinmg to give up power
to women in any social revolutionary movement, to say nothing of in the
existihg society.. ’

Womernr were still serving coffee and running the mlmoc"raph machines"
for the radical leftist groups of the 60's; they are today making bread in
most communes. In looking over the pattern of social movements,. in even
the most recent times we see a pattern of restrictive and adjunctive role
definition for women. L o :

Change, we-suspect, does not occur quite as it appears at close range,
via social planning and rational activities. -Women's liberation is ‘part
of a more basic cultural movement whlch has many symptoms and manifesta-

“tidns. The long history of the woman's movement suggests that cultural

conditions must reach a certdin level of consciousness before the plans,
criticicm, and attitudes which accompany change can be crystallized and
acted upon. The ebb and flow of the woman's movement over the past few

.
/ . : - »
.
. )

‘ lMarjorie B, U*Ren, "The Image of Woman in Textbooks,'" Woman in
Sexist Society. Editcd by-Vivian Gornick and Barbara Moran. 'New Ameri-

*Tal’. prepared for the John Dewey Society Meeting, New Orleans, March,
19/5 printed with pulrlSSIOH of, the authors.
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liberation reflects similar cultural conditions to those maunifested in
. the civil rights mrvement, third world rumblings, and Lhe ‘vouth movements.,
Were this not so, “aen one would conclude that the woman's mov;ment signi-
fies only a feminist Revolution and the meaning of it for .males would be
a "war of the scxXes." But war or no war, changing sex rol.s are perhaps
as difficult and complex a problem as we can imagine for many men and
women. ) .
Our position is predicated on the idea that social behav1or whlch ‘has
been stercotyped 1. sex roles,  is fundamentallj a socidl convenicnce: (1)
- That all social role behaviors are a potential of both men and women; (2)
- That historical.circumstances have created the special role stereotypes
_hat we live with; (3) That these role ster~o!ypes are arbitvary, that is,
i~ they arc social convenicnces which ‘serve a useful function; (4) That they
have useful functiong to the extent that thty maintain the status quo;
(5) That the status quo serves limited and leltlng interestsz of certain
power groups; (6) But that this 'social convenienee' is no longer (if it
‘once was). responsipe to the long «ange interests of the vast majoritsy of
ftuman beings; andy (7) That the status quo is deeply destructive, not only
to the individual potential of those within our culture, but to the culture
itselfl. . ) . ,
Cultural change, we belicve, accompaaies or precedoes social and poli-
tical change; just as books and ideas for example, are not the causes of
social changes, but the expression of subtle cuitural changes that are
scing on or have preceded them. o - - .
Culrural change. as change in human consciousv ss, deals only «indi-
rectly with socioseconomic and political structurces; but.relates dircctly

.

_o the valdes, attitudes, feelirgs anl selr images of human beings. 1In
vooer words - tae menings people attach te living. ™ Ve proposc that the
1¢ most important aspect of our culture in its impact upmn pvoplus'w .
consclousness of themselves and. others, rerates to the person' S sexX.
Sexism torallv permedates our pre.ont ctlture: It can be 1dontified
within all sccial classe within all major religpions, among all age

5,
croups, and within almost, all othpic and social minerities. ‘Further
institutionalized .ewism permeates tie structures of all major inStitu-
tions: the family, cducation, politics, occupation, church, and state.
The family relationship, for example, is a critical situation in the
learning of sex roles and images of self. It is both the beginning:and
“the end of the sociai attitude spectrum, where sex roles are learned and
tive social dynamism by which human beings are harnessed to the broader
system through role stergotyping. The famlly is both the perpetrator
and the¢ social victim in this circumstance. - Moreover, the fact remains
that to the very. young the parents are the culture, whereas ia schools
and other institutions in later life the young are taught ‘the culture.
This critical family relationship has been described by Philip .
Slater? as a social system with two castes - male and female, - and two
classes - auult and child. Thus, the basis for a caste’and class syscem
is developed very early in the meanings perceptions and feelings oi the
young through their everyday life with parents. '

\

|
i
1
i
|
1

“Phillip Slater, Earthwalk |Anchor Press, Doubleday, N.Y., 1974.
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The caste system, however, is more deeply detrimental, inasmuch as
youngsters eventually come to perceive the ability to change their class
status by growing up, whereas the caste system is re1nforced and ‘magnified
as a permanent identity throughout life.

The fact is that a male culture and a female culture as learned in the
home poses a critical problem for changing sex roles, since our earliest
encounter provides deep attitudinal "sets" which seem to be natu.al for us
at the time we first encounter them. This cultural naivety is the bedrock
of much negative emotional reaction on the part of both sexes to changlng
sex roles.

The social questior is "in whose interest" is this learned family.
attitudinal pattern? - There are, of course, many answers to this, b:t pev-
haps John Galbraitb has proyided one of the more interesting.

According to Galbraith” the modern woman's role in Amer‘ca: Society
(particularly "middle-class") is intricately related to what ralls the
"planning system'" of cconomic arrangements. By ihis he means .uer the con-
,cept of the household and women's role in it are intricately wel =1 to
the consumption needs of the economic system..

~

Thus, we have reached a point where possession and consumpt a of
goods have become burdensome unless these and associated tasks &r.: 4. .v:gated
to a role. In effect, without a servant class the women's role :: h}uoe-
holds has been converted,to a servant role and reinforced attituili-a'ly

as "convenient social virtue.'" The virtuous-woman has become th: good
house&eeper or homemaker.
‘By this process women have been converted to a crypto servant cless.

The economists have generally avoided invading this realm by treativg the ,
household as the individual consumer. This in itself is an 1nterest1ng exam-
ple of how sexist_ attitudes invade intellectual life. The reality i% that
within the household our economic society requires approximately half of our
adults tor accept a subordinate status. 'The Fuusehold," says Galbraith, "ir
the established economics, 1s essentially a disguisc for the exercise of
male authority." The woman's se.vice to the economy xs the administrato:
of household consumption (including services) thus, is Galbraith says
"hitchhike on her sense of duty and her capacity for aftection."

" " There is also the problem of language. What way appea: %o be a super-
“ficial use of pronouns and *nouns has becom: . criti:.al cultu.«<l point’of
change. ‘Thus, it is becoming increasingl, .iecessary to re-think the use
of our 1an§uage for its sex stereotypica' melicatiqns; This is no small
task and it has very deep ‘roots in our cuoxl attitides. What seems
clear is that we must learn to talk about e sexes in a dlfferent way.
Or perhaps, better, we must learn to be alart“for the innuendos hf sex
prejudice in the 1anguage patterns we u$Se. A new vocabulary ana &oferen
structure is neednd for ‘this task. A critical point to note is, of cou se, o
that as we change the way we talk about women we also change the way we’
talk about men. Men, in othér words, will not escape Lhange in 1anguage
usage without a change in their own perceptlons of Lhe male role.

. Thus, the very language we use and the manner in which we use it is
culturally symbolic .of the manner by which ‘we' perpetuate ‘sexism.’ The word

"man" or "men," for example is used as a generic word for human beiags.
The word woman is reserved for mature females. More often than not, how-
ever, women are referred to as "1adigs' r "girls," both wards whose
connotations sugges€ either a speciflcally delicate state or a diminutive.
Further, there is no extensive;y used corroll@ry word usage for males which

3John Kenneth Galbraith, Economlcs and ‘the Public Purpose, Asibnet
Book; New American Library, N Y. 1975. e
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corresponds to such words as: broads, dames, chic:s, shirts, etc, The
connotations in these words tend to distance the female form ful partner-
ship in humanity. The English languabe, and especially the American slang
usage of it is thoroughly sexist.

What happens to the sexes in a society like ours? The scenario for
child development goes something like this. It begins before birth. Boys
are the preferred sex, both in terms of actual pret:rence (i.e. an only
child), and sequential preference (i.e. first children). There is still
a prevalent feeling tone in American society that a male child is evidence
of a fathet's virility and a mother's worth. Parents prefer the older
child to be a male so.that any girl who may come later vill have an nlder
brother who is both stronger and wiser. : ' '
N After birth a definite soc*allzatlon patterre begins. fatrick Lee

and Nancy Gropper4 for. example have-identified nine areas ¢f cultural s2zx
role differences noted by researchers in the socializaticn process. These
zre paraphrased here:

1. Acculturation. Males and females are labeled cifferently at-
hirth, socialized to different life styles through clearly diiferentiated
expectations and child.rearing procedures, and eventually assuu > major
resoonsibility f(r~the completion and maintenance of tleir ‘especti"e sex-
role identities. )

2. Communlcatlon Patterns. While\both males and ferales use chc same
language, the typically have different expressive styles. 1In -“on-verbal
communication their expressive.styles are even more distiuactive.

3. Physical Gestures. Characteristics of posture, stance, gait,

~limb movement, and eye movement differentiate between the sewes, a~ do

certain dimensions of physical gesture, such as gracefulnes . vs. V'3
and tentativeness vs. decisiveness. Moreover certain physical habits
considered acceptable for one sex may be viewed as extremelv uiazcoptable
for the other, for example, spitting in public.

4. Group Affiliations. There is a long tradition »f formal  oxe-
segregated groupings, for example girl <nd boy scouts, nuns and . '!estr,
sororities and fraternities. Therc are . !so informal groupi=gs ci. ‘'.oms
which are carefully protected, especially by males: -They raw,e from the
relatively durable, like fishing and hunting clubs, to the relatively
ephemeral, like the classic night out with the boys.

5. Dress Customs. There are self-evident differences betv en aost
male and female clothing. They are almost always purchased at o ff:-ent
places, and evaluated in terms of different aesthetic and rdictional
criteria. ' ’

6. Cultural Artifacts. Boys and girls learn to prefer diffevent
toys; males and females have‘distinctive types of personal ornumencation :
and anointments, and ‘they accumulate different kinds of personal effects.

7. Roles. Females usually assume more expressive occupational voles.
while men usually take on more instrumental occupational roles. 1In he

-family, females are generally expected to assume more nurturant, con=

.

4Patrick Lee sand Nancy Gropper, '"Sex Role Culture and Educational
Practice,'" Harvard Educational Review, August 1974, pp 370-7%.
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servative, and home-based roles, while males are assigned the roles of
breadwinner, disciplinarian, and nrotector of the household. The precise
functional interrretation of these roles, however, varies from family to
family.- . ‘

8. Games ~nd Avocations. Girls' games usually involve low risk,
taking turns, indirect competic.on, accommodation, and inclusiveness,
whereas boys' gcmes emphasize high risk, physicel contact, intrusiveness,

‘and competiticn leading to clear designation of winners and losers. The

avocations of adult females are usually nurturant and conservative, while
male avocations are physically or intellecfually competitive: _

9. Ccupetencies. From eafliest childhood males are expected to
develop mechanical and instrumental competencies, while females develop
interpersonal sensibilities and skills. ' '

Noternly are these patterns evident, but within each of these areas
our society sets priorities of preference which favor the male role.

When we look at these general sex socialization patterns it is pos-
sibles as David Bakan” has said, to talk about the male pattern as being
more agentic, or’agency oriented; and the female pattern as being more
communs® oriented. . ' ‘

bakan uses the terms agency and communion to character{ze two funda-

mental modalities in the existence of living forms, agency for existence as

an :~divicual and communion for participation of the individuai‘in some
larger relationship. : S R

Agency in this sense manifests itself in self-protection, selfgasser-
tio., self-expansion, mastery and competition by separateness, isolationm,
alienation’, aloneness; and ttie rapression of thought, feeling and impulse.
Communion is manifested by & sScinse of being at one with other organisms;
by contact, openness, and union; by non-contractual ‘cooperati on; and the

“1ack .and removal®of repression. The very split between agency and com-

mnion in human exiStence arises from the agency feature itself with its
qualities of separation and objectification. :

 _When we look at the socialization patterns of males and females it
is clear that by and large’the agency orientation is allotted to the male
role and the communal orientation to the female role. Although the neces-
sity of both agency and communal qualities is important for human survival;
the arbitrary assignment of specific orientation to the jexes is detri-
mental to human well being and fulfillment. .

The most disastrous aspect of this stereotyping, and what is at the
very root of sexism, per se;.is that agency orientation is preferred,
considered superior, rewarded, and given the dominant place in our society.
Communal orientations are counsidered adjunctive and secondary; and thus,
girls are taught a constellation of thoughts, feelings and behaviors that
are considered inferior. L - .

American. society, emerging from Protestant individualism, the scien-

~tific revolution and laissez faire capitalism; to what we see today; is

the most obvious and extreme example of a society committed to agency
orientation in modern history.
7N ' >
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This is easily observed in terms of our extremes of comrztition,
mastery and achievememt orientation, exploitation of others .nd the en-
vironment, power pre-occupation, and economic and mllltary omination of
other, less agentic cultures.

Undoubtedly the greatest threats to human survival today are the pos-
sibilities of nuclear war and environmental destruction. We have predomi-
nantly looked at our relations with other nations in terms of power and
self interest, and are continually on the brink of ‘a threat of nucicar
war. We have also-abstracted ourselves from our natural world and exploit-
ed that world through our technology to the point where we are rapidly
creating an uninhabitable environment:. Both these critical situations
are directly connected to those dominant agentic qualities of human be-
havior.. The final outcome of the agentic, the final mastery, would ap-
pear to be total destruction of our world.

The importance of those very qualities of communion, allotted to
woman, are denied as viable attitudes toward .our problems. The qualities
of community; of being at one with others and the world, of unity and
cooperation, -are the very qualities needed for the survival of humdhity.

Sexism, thus, is the most critical issue of our times. It is so
"because the developmernt of individual human potential, and perhaps the
> very survival of all humans, demands drastic changes in our sex stereo-

types and the reunification of both agentic and communal qualities as

parts of total human potential. It also promises to be the most viable
~way by which the priorities in human existence may come to be realigned.

Woman's liberation is far more important to humanity thanesimply allow-

ing women equal access to agency in social roles. Of course, equal

access to all social and political roles is a human right not to be

denied woren; but what we are focusing upon here is the disastrous’ split-

ting of t:ne human potential which literally can mean the psychclogical or

physical death of humanity. e L

The basic point underlying what we are talking abou: is that the
concern for male or female roles-in society, or the-effects of changing
roles on either of the sexes must be viewed from a humanistic pe*spoctlve
By this we mean that what we are, and others should be concern-d about,
is,the meaning of changing sex roles on the’ dgfinition of human "bcin, “
or existence. )

Human existence in contrast to brute survival involves ethical and
moral judgments about what is the good life.  Human life is exjerienced
.in the way we live our every day lives, our relatlonshlps to ourselves
‘and others, our sense of personal belonging in society and the cosmos. We
believe thls demands a huiman conditilon characterized by Justlce, _gyallgy,
and love.

Justlce, equality and love are not separate 1deas, but three unique
avenues for approaching ‘the definition of a good life. " The just socie
is both a loving society and one which respects the equallty of human
beings. The loving society is perhaps captuvved best by Erich Fromm's

~

6, . . : . '
Erich Fromm, The Art of Loving, Harper and Brothers, N.Y., 1956.
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definition of love; as ''cdre, responsibility, respéct, and knowledge."
Whereas, the equalitarian society is predicated on the inherent worth and
dignity of each human being and the moral imperative to .love, to treat
others as persons, not things. . 4 !

The denial of equality to women is unjust and unloving. To deny -
humapness to half the human race is the most blatant and widespread example
of man's inhumanity to humans. It is also by far the most destructive,
not only in terms-of the vast numbers of those persons who are oppressed
through inequality, but in the tremendous psychic toll on all human b:ings,
males as well as females. * : .
_ The psychological exploitation inherent in sexism is well illustrat-
ed, for example by Margaret Adams'’ concept of the "Compassion Trap."
Moreover, it has dual meaning for humanity; not only confining women to
certain helping roles but defining men out of these roles. For when

, women _become by roie and myth the only truly protecting, nurturant, ten-

er and compassiondte ones; men are denied the opportunity of growth
through loving. And when women within this role myth are also the in-
ferior ones the whole society is denied growth and love. ¢

We are not suggesting that women are truly loving and men not. Rather,
we are suggesting that both sexes are denied avenues for developing
the full potential of love., Within the narrow confines of woman's role,
treated as inferior and allotted nurturant functions; a tremendous resent-
ment arises which decreases the possibility of love, whereas for male roles
the superiority of non-loving capacities makes fully loving almost impos- -
sible as part of their repertoire. This' is obviously desttuctive of '
human beings if as Erich Fromm® says, '"The affirmation of one's own life,
_happiness, growth and freedom is rooted in one's capacity to love." |

The point has been made by many persons that total human potential
is in a yery limited state of development in our society today. Jean |, f"“”‘*
Houston,”’ Director of the Foundation for M’ 1d Research, .for example, has
commented at length about the effect of the dominant agentic worker orien- .
tation on the self images we develop. This narrowing of vision disasso-
ciates ourseélves from our bodies, from others and from nature. We live to
manipulate, and look outside ourselves, at the object world, for the ful-
fillment of our needs. In so doinz we cut ourselves off from our capa-
cities for growth through relations with others and the world; and from
the enriching realm of inner experiences. ' ' :

The limited state of the development of human potential 1is clearly
related to men's oppression and denial of equality to women. When men
deny true equality through tradition, self interest, or fear; to that fe-
male half with whom the most intimate and emotional attachments are formed
--the mother-nuturer; lover-friend; daughter-future: they repress that
part of themselves. To deny equality to those closest to the core of ~
humaness, the core of life, love, sexuality and childhood, is to deny
that within curselves which embodies this. It is to. fear life and human
existence. -

S 7Maréare; Adams, "The Compagsion Trap,' Woman in Sexist Society. Ed. by,
Vivian Gornick and Barbara K. Moran, New American Library, 1972.

8Erich Fromm, op. cit.

Y

9
Jean Houston, Saturday Review, Feb.; 1975
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Women are in the experiences of all human beings, thus almost all
men have available to their consciousness a positive life giving experi-
ence  with women that can be used as a basis for reconstructing attitudes,
values, and feelings toward a more liberating life for themselves and
women, , ' )

The cultural pu%h for change toward liberating human possibilities
is coming from women who have scen thcm501VCSaaé obviously constrained-
in their potential. But, it secems to us that this proinises to open up
possibilities for human vrowth and to develop a fuller use of the capa- .

cities within cach of us. o

Perhaps, as opponents of sexual equality have sezid, the cultural
movement tqward cquality of the sexes will open up 'Pandora's Box." To
this we say Amen, so be it; for the contents of Pandera's Box may be
very different from what myth and tradition have told us. Within may
reside with Hepe, the virtues of Reconciliation, Enrichment, Growth,
Caring, and Love, =- and, the greatest of all ‘adventures into human libér-
ation -- for as Carl Ro”orsl ‘remarked; "The degree to which-I can create
relationships which fag¢ilitate the growth of others as scparat persons -
is a measure of the growth I have achieved in Myself " .

\

3} ‘ ..
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OCarl Rogers, in a talk at ASCD Naiional Convention, March, 1972,
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Tltle/Sub‘“ct __;Hf . .
Comments: e ' )
| d \
- ! /
- . /
b<d
Lo .
Title/Subject b
Comments: . :
k] ‘ . i «
. J B
\\ ’/ '
\"\ //" e am—— e ————
/ ! .
[ i ¢ . a'
Title/Subject ‘ .
‘Comments:
; — -
" 4_{ . /
— ) e
Title/Subject ' ' A -
¢ -
bomments l >
¢ . . » _ .
/ 4
/
" Your name * ’ 3010 3040 _ ‘
' (Please circle one)
—.-Turn i~ aliter =eminar. - 91 . « {
. ) s -
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ALTERNATIVE E - WHOSE VALUES?"

Rationale

\

Society is currently suggesting ‘that educators must address themselves

to the whole area of values educatiun --*and soon.

This alternative

" attempts to provide students with knowledge of the valuing proceSS\\§S
well as several techniques for dealing with values thraigh helping ..

others .clarify their values.

process of valuing.:-

Objectives

It aims to help develop one's own effective

l

)

The material which follows is related to three specific objectives which
will help prospectiVe teachers develop their skills in value clarlfication

1. Be able tn recognlze student behav1ors which call for value.

clarification;:

/

1

3

}

2.. Be able to recognlze situations which en"ourage expression of

- values,

]

3. Be able to use several techniques to- structule situations that

deal spcc1fica11y

w1th values ' , T

Materials ) P

|
Clarifying Values A

4 - t
' ‘

Simon, S. Values Clarification,

N

as selected (Center - 266 Duncan)

¢
'

Worksheet
Environment

The Center % .
A Classroom (number to be

Activi

ries and Assessment

Read ﬁhfoughbfhe material

—

\

announced on the bulletin boar&)

A

\

provided on Clarifying Values;
S 1

Select one Strategy from V
Attend a Workshop;

‘CQmpiete the Worksheet on

——

alues Clarification to teach your Workshdp Group;
s |

|-
i t

)
i

page 117.
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)
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. o CLARIFYING VALUES

One often neglected rclc of the teacher is helping students, clarify their

values and helping each one devélob an effective process of Qaluing. The
. _ . N ‘
valuing process is complex, but at heartibf it are t'ree behaviors:

R >
’ ‘ y

' being aware of one's values : i
making intelligent choices !

‘acting upon those choices ' (T e e e

Seven criteria must be satisfied, according to Raths, Harmin and Simon in

Values and Teaching, bLfore cne can.-say one holds a particular value; To

.

deflwe a value ose musé - .

1. Choose it freely: i : : : ;
2, Choose it from among alternat1Ves, , fi
3. Choose it after thoughtful consideration of the conbequeﬂcns of'/
. each alternative . . , s /
4. .Prize and cherish it; - : ' .

_....=—"5. Publicly affirm; o ' . ‘ /
6. Act upon the Choice; ' oo i — f
7. Repeat it. . ' ' .

-
i

" The ;§eas in this alternative are adapted from Values and Teachigg,by Raths,

Harmin and Simon, whoSe work represeats one sound approach to a very complex
) . . ) i , . R

educational task. ~Other strategies are described in books listed in the

e Sc}eeteé-Blbllography MuitipLe—eries of Values Clafification may be

founn in the Center. These technques are pract1ca1 and usually become;

r

permanent parts of the. 4xachtng—a—p ) Ches of ‘teachers who have: uSed them.'
i
| ; : : o
! i :

/

T/

Q - . .103 .-

ERIC : _ - S : :

Aruitoxt provided by Eic:



OBJECTIVE 1 - Recognizing behaviors which call for value clarification

People continually express ideas and feelings which are indifcations
of the assumptions underlying their behavior. People’s systems cf assumptions
are always in a state of development, and one of the prime tasks of the
teacher is to aid students in that development. To do so, the teacher needs.
to be" able to identify value indicators when students express them. What
sorts of statements are value indicators? Raths-indentifies the following
categories of value indicators: ' -

intentions, aspirations

attitudes ) ©
feelings S
interests

beliefs and convictions
activities

worries, problems, obstacles

. The following are examples of value indicator<. Can yod match them to th
categorles above? '

A. "Some day I'd like to join VISTA."

B. "We're going to divide up the committee JObS and each do our
own thing rather than try to do it togecher."

"Except for know1ng how to spell I think English is a useless
subject for me.

"People don't really care about over population.”

""Bill really makes me mad . . . all the time teasing us."

"I read everything I can lay my hands on about nursing."

"I really believe all persons are created equal."

"Last week I spent over sixty hours working-on my project for
the science fair.'

”How can we get the prOJect done in time? The other kids don't
really help at all."

o m o (@]

=

-«

' All of these >ehaviors, of course, are verbal behaviors. It is not
difficult to picture in the mind's eye some non-verbal behaviors which are
value indicators of most of the categories named above.

Check yourself:  from the following list pick out the student statements
which can be ta.en as value indicators.

A.\ "All the other chil -en are waking so much naise I can't think."
B. "I studied hard for 1is test, and I don't see what's wrong with
my answers.' 7

/4 C. "I got this catalog on ham radio compenents."
—. D. "I don't see why we have to wait until we're sixteen to get a o/
driver's license."
E. "Three of my friends want to nominate me for an office in the

student government.'

If you chose all five you chose correctly.
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Aruitoxt provided by Eic:

Many statemencs of fact, while not being obvious value indicators, can
be taken as if they were value indicators. For example, this statement is

obviously a value indicator: '"Cities are too crowded. People should move
out to the country and towns.'" This statement is not obviously a value
indicator: "I read that 707 of our population lives on 4% of the land."

However, the teacher can respond in a manner which elects a value indicator:
"How do you feel about that fact?"

When students express value indicators, such as those listed above, a

~value clarifying response is called for. Guidelines for such responses are

given in Objective 2.
OBJECTIVE 2 - Recognizing situations which encourage expression of—values.

What situations encourage students to express value indicators, that
is, attitudes, intentions, convictions, etc.? Raths identifies six general
conditions: '

1. Teacher provides an open range of choices. The student feels no
necessity to conform to the teacher's or others' wishes. The
teacher dces not set a narrow range of choices: 'Wouldn't you
like to conduct the experiment, Mary?'" Hence, the choices are
personal, not simply a selection from among other people's choices.

2. Teacher withholds apnrovai and disapproval of student's choices.

3. Teacher refrains from persuading or preaching. The teacher doesn't
tell the student how he/she should or shou:d not feel, or what he/
she should or should not be interested iw. : '

»
4. Teacher avoids stating rules to regulate v:havior.

Teacher asks student to evaluate his/her own work.

Teacher provides student time to think things over.

These conditions set the tone, the climate for expression of values.
They are’background conditions as contrasted to specific, leading, contrived,
precipitating situations arranged by the teacher.

OBJECTIVE 3 - Structuring situations to deal specifically with values.

Two .strategies for dealing with values’aie described here. There
are many that have been used successfully, however. The strategies in-
cludeu here are generally applicable to a wide range of classroom situatioms
and to different teaching styles.- : .

A. THE CLARIFYING KESPONSE

A short response or sequence of responses immediately following a
students expressi-~n of a value indicator is called a clarifying response.
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The following such expressions usually serve the purpose well:

4. . .
', "Is that scmecthing very important to yecu?! - N

”

2. "How did you feel when that happened?" f/

3. "Wnat are some'alternatives?”

4. "Was that your own chdice; was it a free choi;e?”

5. "Can you give some examplrs of that?"

6. ”I'm-not sure what you mean by ------ ! How do you define it?"

7. '"What would the consequences be?"

8. '"Are you saying that . . . (repeat or yahaphrase student's statement;
9. '"Is that the same as . . .?"

The clarifyi@g response, of course, is used with an individual student
rather than with @ group. If the strategy is successful, the student stops
to consider what he has chosen, what he prizes, and/or what he is doing. It
“stimulates him to clarify his thinking and behavior and thus to clarify his
values. The nine saﬁple phrases above generally open up a short d1alogue
Here are some examples of such dialogues.

Teacher: You say, Glenn, that you are a liberal in political matters?
Glenn: Yes, I am.

Teacher: Where did your ideas come from?‘

Glenn: Well, my parents I guess, mostly;

Teacher: Are yoﬁ,familgar with other positions?

Glenn: Well sort of.
Teacher: I see, Glenn, Now, class, getting back to the homework for
today . . . (returning to the general lesson). a

.Hexe 1is another actual sitﬁation. In this incident the clarifying
response prods the student to clarify his thinking and to examine his
behavior to see if it is consistent with his ideas. It is between lessons
and a student has just told a .teacher that science is his favoriqgfsubject.

a

Selected parts of "A. The Clarifying Response" are reprinted w1th permis
" from Raths, Values and Teaching. :

& . ‘_ _ 99
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Teacher: What exactly do you like about science? . |

2 - . :

Student: Specificaliv? Let me see. Gosh, I'm not sure. I guess I
' just like it in gencral.

Teacher: Do you do aﬁytﬁing outside of school to have fun with science? .
Student: N9, not really.

' Teacher: :Thank you, Jim. I must get back to work now.

Notice the brevity of the exchanges. Sometimes we call these exchanges
"one-legged conferences" because-they often take place while a teacher is on
one leg, pausing briefly on his way elsewhere. An extended series of probes
might give the student the feeling that he was being cross-examined and might
make him defensive. Besides it would give him too much to think about. The
idea is, without moralizing, to raise a few questions, leave them hanging in
the air, and then move on. The student to whom the questions are addressed,

~and ,other students -who might overhear, may well ponder the questicns later, in

a lull in the day or in the quiet moments before fallidg asleép. Gentle prods,
but the effect is to stimulate a student who is ready for itﬁto choose, prize,
and act in ways outlined by the value theory. /

/

Here is another example, this time based on an expression of an aspiration.

Clara: Some day I'd like to join the Peace Corps. /

Teacher: What are some good things about that, Clara?

Ciava: Oh, the chance to be of service excites ﬁe and going to faraway
places does, too. /

R ) ;

Teacher: Of these two, which would you put in;f;rst place?

/
’
i L e

Clara: 1 guess the faraway places part.

Teacher: Are you glad that that one is *. st?

Clara: No, I guess people would respect me more if the service part
was first. e

Teacher: Well, itfs been interesting talking with you Clara, but I
must get back to my papers. Perlaps we can talk about it
another time. 3 '

o
Fl

If the response méke% the student defensive, or gets him to say what the
adult wants ‘him to say, or gives him the feeling that the adult is nagging at
- him, it is being used improperly or with poor timirmg.” An accepting; noncommit-
tal attitude on the part of the person making responses is crucial.

Sometimes the clarifying résppnse éuides a student to the root assumptions
and data which pnderlie his beliefs. Here is a dialogue which grew out of a
classroom discussion in a high .school social studies class.
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John: 1If you let in too many immigrants it just makes it tough for
- everyone else.

Teacher: Tough in what way, John? . . -
, v i \ ,

John: Well, they work so much cheaper that a decent American can't
~get a job.

Teacher: Can you give me an example of that happening, John?

John: Well, I went to this supermarket which had an advertisement, but
this kid with an accent got there first,

Teacher: And he was willing to work cheaper? ®
John: Well, I don't know that for sure.

Teacher: What did you feel when you found out that you didn't get
the job?

<

John: Boy I was mad.

Teacher: Would you have been mad say if Pete over there had gotten the-
job? '

John: I guess I would have been just mad at anybody, because I reallyb
need the job. .. . . o .

Teacher: Have you tried any of the other markets? Maybe we could make
a list of them together and you could check them out one at a
time.

[y
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B. THE VALUE. SHEET -‘ ,

For group activity, one effective strategy to try is the Value Sheet.
In its simplest form, the mimeographed value sheet consists of a thought-
provoking statement and a series of questions. Each student must think
through the problem and process on his/her own. Answers are written indepen-
_ dently with time provided later for a sharing with other class members.

In working through value sheets, the students are faced with an issue
and its alternatives. Each person must make an intelligent choice freely
and thought filly and then act upon that choice.

Value sheets are not difficult to construct. -Any issue whick is important
to one's life may be used, such as: capitalism-vs. socialism; honesty vs.
. expediency; selfishness vs. altruism; individual rights vs. societal rights.

On the following pages are two examples of value sheets, "The Meditation
Room at the U.N." and "Home of the Brave?", and an outline of the strategy as
suggested in Values and Teaching. ‘ '

~

o2 -
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- Value Sheet 1

v

v The Meditation Room at the U.N.

Directions: Please answer as many of the questions below as you wish,
© but answer them thoughtfully and honestly. I will collect the papers
at the end of the study period and return them to you with ocrasional
comments later in the week. This is an optional assignment, and has
no effect, on grades, of course.

There is a chapel or meditation room at-the U.N. General Assembly
building in New York that has had all symbols of particular religions re-
moved. There is nothing there but some rows of chairs, a pottéd plant,
and a shaft of light. Marya Mannes writes of the room:,

" It seemed to me standing there that ‘this nothingness wag
. so oppressive and disturbing that it became a sort of padded cell.
It seemed to me that the core of our greatest contemporary trouble
lay here, that all this whiteness and shapelessness and weakness
was the leukemia of non-commitment, sapping our strength. We had
found, finally, that only nothing could please all, and we were
trying to make the greatest of all generalities out of that most
singular truth, the spirit of man. The terrifying thing about this
room was that it made no statement whatever. In its capacity and
... -constriction;—it-could-notevenact as a reflector of.thought.
g
1. Write your reaction to this quotation in Just a few wdrds.
Ai

2. Does it product a strong emotion in you? What emotioq does it
produce?
. ¢ e) s
3. Do.you think Miss Mannes's quotation is ' anti-religious ? If not,
why? If yes, in which ways? ’

4. In your mind, does Miss Mannes, in the quotation above, exaggerate
the danger which she sees? Explain.

5. Can you list some more examples. in our society which tend to support
Miss Mannes's point?

6. Can you list any which tend to refute her point of view?

7. If this quotation suggests a problem which worries you, are there
some things you might personally do about. it? , Within yourself?
With some close friends? With the larger society?

8. Is there any wisdom from the past which you can cite to ease Miss
Mannes's concern? Is there -any wisdom from the past which might

alarm her even more?

9.. What do you get arotised about? Are you doing anything about it?

. PR 4 .
Reprinted with permission from Values and Teaching by Raths, Harmin and

Simon. Copyright Charles E. Merrill Publishing Co., 1966.
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Value Sheet 2'

Home of EhexBraVe?

L4

I used to be an ide511§t. When there was a picket line, I would
picket. When there was a sitdown, I would sit.. When there was a demon-
stration, I would demonstrate. I sat for two days in front of a store that
wouldn't hire "minority type" people -~ I-felt that they should have a *
fair chance in the land of opportunity, ‘that all men are created equal.
They told me to go to Russia. I was born in Brooklyn! '

Then theré was the time I marched around the U.N. and handed out
leaflets saying that we shouldn't use bombs to kill each other, and that
man should study war no more. Thsy called me an atheist! '

Once ‘I was arrested for going into a school with a sign saying that
all children are entitled to an equal opportunity to education, like the
Supreme Court says the Constitution means. They called me a Communist!

~ Soon I got tired of being called all these names, so I gave up. I

“ don't care if half of them starve. I don't care if they don't all get
‘educated. I don't care if they kill each other with bombs. I don‘t care
if their babies die from radiatiom. "Now I'm a good American!*

/

»

Gary Ackerméﬁ, Castle, Oct 8, 1963. . Coe

e
W

To think on and to write on:

1, What is this writef for and what 1is. he against? -~
2. Have yodghad any experiences like his? 7

3. Who are some pegple who should be concerned about the problems he
mentions? ’

4. Are there any things which you are working to change, to set right,
to improve? Discuss briefly. ‘ -

"

» “

3

Reprinted with permission from-Values and Teachiggiby'Raths, Harmin and
Simon. Copyright Charles E. Merrill Publishing Co., 1966.
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- THE VALUE'SHEET: AN OUTLINE OF THE STRATEGY
. N o . p
\ Let us see if we can now succinctly outline the strategy that we
.call "value sheets."
, - As the clarifying response aims at.a particular expressioll of a par-
ticular child, the ivalue sheet aims at students in general and thus deals
with ideas that are important for -most studénts. Such ideas often emerge

from topics related to: _ > : ] )
. -~ el
1. Money, héw it is apportioned and treated. .
2., Friendshig, how one relates to those around him. ) .
3. Love and sex, how one deals with intimate relationships.
4. Religion and morals, what one holds as fundamental beliefs.
5. Leisure, how it is used
6. Politics and social ogganization, cspecially as 1£ affects the

individual.

7. Work, vocational choices, attitudes toward work.

8. Family, and how one behaves w1th1n it.

9. Maturity, what one-strives for »

10. Character traits, especially as they -affect one's behavior.

Value sheets take different forms. Often they are based on a single
provocative statement. Sometimes two or more divergént positions open a .-
value sheet. Sometimes the questions and statements are woven together so
that the value sheet has a dramatic development with the student being
increasingly involved in a complex issue. Sometimes value sheets consist
of nothing more than' a2 series of probing questions!that are keyed o a common
reading done from a text, a current events®reading, or a piece of literature,
or keyed to a common experience like an assembly program, a class problem,
or a major public event. Cartoons, films, recordings, television shows,
and other stimuli can also be used to begin a va}ue sheet, C

> The questionson a value sheet are in the style of the valuing theory
That is, the questions do not try subtly to convince a student to believe
what the adult believes, but rather the questions help the student take the
issue at hand through the value critefia. The crucial elements, of course,
are choosing (freely, thoughtfully, from alternatives), prizing and will-
ingness to affirm, and acting (living one's choices in some pattern, not
"just talking about them). The thirty clarifying responses.of the preceding
chapter are illustrative of this style.

The value sheets are used in a variety of ways, the least effective of
which is as discussion lessons. One does not get values in the busyness of
a classroom discussion, especially a heated discussion. One needs quiet, hard
thought and careful decisions if one is to have clear, persistent, and viable
values. These do not easily come in the midst of a room full of talking.

Reprinted with permission from Values and Teaching by Raths, Harmin and
Simon. Copyright Charles E. Merrill Publishing Co., 1974.
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A discussion is inappropriate for value 1essons for the following reasons:
’ . .

A value discussion tends to move toward argumentation, with par- -~
ticipants becowing defensive of positions' they may not exactly ‘hold
after the heat of the-talk is finished. Values require a non-
defensive, open, and thoughtful climate. . . :

—c

2. _Participants‘in a discussicn often perfnrm in ways that are partly
motivated by factors irrelevant to th: issue being discussed, such’
as desfres to please other student¢ and/or the teacher, and thus the

thoughtful, deliberative aspects o: valuing often become diluted with
. emotrional considerations. A )

3'. Valuing is un individua) process; one cannot get values from a group
- consensus;-oné must himself choose, prize-and act; and this is
: .difficult to do in a room in which a lot of talking is going on.

4. Although valuing is an act{%e process, requiring much o
individual intellectual energy, most persons are passive most of
the time in a discussion. “In fact, many persons are passive almost
all of the time in discussions.  In most discussions, the bulk of
the talking is done by a'certain predictable few. ’

. 5. Finally, a discussion tends to genmerate pressure of individuals to
’ accept the group consensus or the strong leader's arguments”or the
teacher's suggestions, and values cannot coime from pressures to accept
something. The free choice must, in ¢his value theory, be. truly free
if it is to lead to a meaningful personal value.

For those reasons, we have found that the most effective ways to use
value sheets begin with individuals responding & the gquestions privately and
deliberately. Usually, we insist on written responses; wriiing elicits more
careful thought than just speaking abou: something. Sometimes, however, the
teacher will find it advisable tc make the value sheets in whole or in part

ptiondl, or to permift students to write their responses anonymously. This is
‘especially helpful when students might fear being completely candid in a

certain area or when the teacher does not feel confident that he can insist that °
a student deliberate about certain ideas, such as religion. Each teacher will

find his own way, but the following approaches are “those we have found useful.

Students do ‘value sheets for homework or during study times. They may
even be especially appropriate for weekend assignments, when students feel
somewhat fewer pressures and have more time for unhurried thought. Then,
several alternatives are possible:

1. Students discuss their written answers in small groups without the
teacher's presence. This forces the, students to think through issues
without looking to the teacher for “the right way." v

2., Students turn in their writings and the teacher later reads, without
comment or evaluation, selected viewpoints that raise interesting

‘alternatives and/or nicely illluminate the issue. This is best
"done without the teacher identifying the writer, however with the
o writer having the opportunity to claim credit for what is read to
' the class if he s6 wishes. Discussion may follow. S
3. .Students turn in their writings and. the teacher return them with

occasional comments in the margins._ The comments should, of course,
T 113 o '
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be in the style of the value theory and should ask furthkr questions‘
. that hélp the student rethink certain aspects of what he has -
written. For example, asking ‘students if something they wrote -
@ came after considéring alternatives, or asking them to define
a work or an idea, or asking them if they really 1live in ways
“ - © cOnsistent with what they write, these are all valuable comments :
: to use in reacting to what a student writes for a value sheéet.
Naturally, the teacher does not ‘evaluate the students' -values.
He may, howewer, eva}uate the language usage, spelling, etc.

. 4 " _Students turn_in their writings to.a committee which selects
. L “Tepresentét e ones tolge read to the class or posted on the
. < . bulletin board. .
. 5. Each stud®nt completes written answers and.then the class-has a
' general discussion about the topic. - This is useful inasmuch as
.1t raises for some students rew alternatives and ideas. It is
harmful inasmuch as pressures for conformity tend to. develop.
- In any case, it is prefecable forngroup discussion to follow individ-
. ual. thought’on value sheets and the teacher should strive to protect
the right of dissent and, in fact, himself should present alternative
arguments when they are not forthcoming from the group. Without
individual comfiitment to a position after full examinatiom of the

. alternative argument, no values can be very firm or ihtelligent.’

6. .After a while, the teacher may finrid that some students will want to

: make up value -lessons fqr the class. - This will occur after the sense
of the value procazss is absorbed cand it is to be engouraged. We
recommend in fact, that .students be taught the criteria for a value,
and- how to make effective value sheets. -

114




’ o - VALUES EDUCATION

SELECTED BIBLIOGRAPHY
5 . ' ¥ i R ¢
.Easteel, J. Doyle and Robert J. Stahl. Value Clarification In ;ﬁtxj’—’T

Classroom: A Primer. Pacific Palisades, California: Geodyear Publishing
Company, Inc., 1975. ' T .

Hawley, Roberr C. Value Exploration Threu Role Playiqg New York:-
Hart Publishing Company, - Inc. 1975 . ‘\\\c\

Mattox, Beverly A, Getting It Together.

San'Diego. California: Pemnant
Press, 1975: g e '

LY

Raths, Louise Merrill Harmin, and Sidney B. Simon. Values and Teaching.
Columbus, Ohio: Charles E. Merrill Publishing Company, 1964.

Simon, Sidney B .and Jay Clark Beginning Values Clarification. San
Diego, California: Pennant Press, 1975 :
T ’ ¢ )
Simon, Sidney B., Leland W, Howe, and Howard Kirschenbaum. Values
Clarification. New York Hart Publishing Company, Inc., 1672..

‘ Simpson,lBert K. . Becoming Aware of Values. Second Edftirn.“ San Diego,
Galifornia: Pennant Press, 1973. : o ek :

i)

S

S 108 .

115 e .



» -

Take this, completed, to your Workshop.

Wwozkshzet for Alternative E -
WHOSE VALUES? '

Task for Objective 1: /\bt/h for examples of value indicators expressed
by students. List three or more below. : , '

hich ‘one or more

Tagk for Objective 2: Identify a situg
and report it to

of Raths'six conditions are preg
your Workshop Group.

o

- Pet for use with your prospective
members; (2) Briefly describe one .
rom Values Clarification (available

Tasks for Objective 3
s%udents. Make s
"strategy" you will

in Center). I W

Your name 3010 3040
(please circle one)

TURN IN THIS SHEET AND ONE COPY OF YOUR VALUE SHEET AFTER WORKSHOP.
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Take this, completed, to your Workshop.

Worksheet for -Alternative E
WHOSE VALUES?

o

Task for Obieétive l: Listen for examples of value indicators expressed
by students. List three or more below.

Task for Objective 2: Identify a situation or situations in which one or more
of Raths'six conditions are present. Briefly describe it and report it to
your Workshop Group. -

Tasks for Objective 3: (1) Create a value sheet for use with your prospective
students. Make six copies for group members; (2) Bpiefly describe one
"strategy" you will teach your group from Values Clarification (available
in Center). ' »

Your name 3010 3040
(please circle one)

TURN IN THIS SHEET AND ONE COPY OF YOUR VALUE SHEET AFTER WORKSHOP.
[
/'./'
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STUDENT EVALUATICN OF MODULE

Please circle the appropriate information:

MODULE I I1 IIT v v VI

Level of competency worked for this module: A

/1 /2 : '
low N high

2. Did this module serve your career goals?

/5 2
high

/1 /2

low

3. Were the readings and acti riate level of difficulty for you?

/1

low

15

high

4, Has this module sy to know more about the tOpié?

/4 /5

high

14 /5

high

TURN. IN AFTER COMPLETING MODULE -
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STUDENT EVALUATION OF MODULE

Please circle the appropriate information:

MODULE 1 11 III IV v VI

Level of competency worked for this module: A B c

1. Did working in this module capture and hold your interest?

e

L /3 /4 /s
low high

2. Did this module serve your career gnals?

. | ,
/11 /2 13 /4 /5

low . . high

3. Were the read!ngs and activities of an 3ppr0priafe'1evei of difficulty for you?

/1 /2 /3 /4 e /5
low , high

4, Has this module stimulated your curiosity to know more about the topic?

A /2 3 /4 /5 -
low high

5. My overalf reaction to this module.

. - \..
. /X /2 /3 /4 s
low : high

Suggestions for improving _

v

TURN IN AFTER COMPLETING MODULE
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MODULE II - HISTORICAL AND PHILOSOPHICAL FOUNDATIONS OF EDUCATION

Rationale

It 1s appropriate that anyone who expects to work within the public

schcnl setting be familiar with the origins, development, and philosophical
underpinnings of that institution. In pursuit of this general goal the
student should develop the following understandings: ,

An .ndersisnding of the long term development of a public school system
¢pen to alkl people; ' :

An understanding of the relationship between a free society and universal,
free public education;

An understanding of same of the major developments events, concepts,
and -perscnalities that have shaped education in America.

Objectives
Upon completion of this module the student should identify and relate to

the development of education in America, major events, movemrnts, toncepts
and perscnalities. ’

. Materials

Cremin, Lawrenc: A. ''John Dewey and The Progressive Education Movement,
1915-1952"

Kneller, George F. 'Contemporary Educational Theories"

Rogers, Carl. "The Interpersonal Relationship in the Facilitatjon of
Learning" ’

Skinner, B.F. 'Freedom and the Control of Men"

Van Til. Education: A Beginning (Text)

Many additional references are available in Belk Library and should be
consulted by the conscientious student.

Environment
The Center

Classroom-Edwin Duncan Hall
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Activities and Assessment

"C" level of competency

“

All students will:’

1. Read Kneller, pages 125-143.
2. Read Van Til, pages 129-151.
3. Take Test C.

"B" level of competency

~ All students will:

Read Kneller, pages 125-143,
Read Van Til, pages 129-151.
Take Test C.. .
.. Read Cremin, pages 157-166. !
Take Test B (Essay questions)

(VRSB S

"A" level of competency

All of #1-5 above plus: - : “ S

6. Read Skinner, pages 145-156. > ' .
7 Read Rogers, pages 167-181. ' T

8. Prepare for a debate comparing and contrasting the ideas on
education of Skinner and Rogers. Ask for help in beginuing from
the instructor if needed. Sign up on the bulletin board. Four
to eight people may-form one group.

9. Complete the Worksheet in preparation for the debate.




CONTEMPORARY EDUCATIONAL THEORIES

by
George.F. Kneller

The word "theory" has two central meanings. It can refer to a
hypothesis or set of hypotheses that have been verified by observation
or experiment, as in the case of the theory of gravitation. It can also
be a general synonym for systematic thinking or a set of coherent thoughts.
As regards theory in the first_é%nse, education awaits development, and we
shail discuss what there is of it in Part Four. As regards theory in the

second sense, education has harvested a veritable cprnucopia.
: In th%s chapter I shall explore four educational theorics that lead
or have led to programs of reform. Although these theories tend to flow
from formal philosophies, they take on a special character because they
are conditioned largely by experience uniqie to education. Two other
modes of thinking about education - existentialism and analysis - I will
leave for separate treatment.

In this country the first educational theory to excite widespread
attention was that of "Progressivism. The progressive movement, to be
analyzed presently, burst upon the educational scene with revolutionary
force. It called for the replacement of time-honored practices by a new
kind of education based on social change and the findings of the behavioral
sciences. ' The very force of the progressive movement and the publicity
that it received paved the way for a counterrevolution. A revived con-
servatism decried the excesses for the progressivists, at the same time
accepting some of their more moderate doctrines. This movement was known

s "Perennialism." I will discuss it now because its fundamental themes
antedated those of progressivism.

PERENNIALISM

Against the progressive emphasis on change and novelty, perennialists
call for allegiance to absovlute principles. Despite momentous social up-
heavals, permanence, they~say, is more real than change. It is also more
desirable as an ideal. In a world of increasing precariousness and un-
certainty nothing can be more beneficial than steadfastness of educational
purpose and stability in educational ‘behavior.l The basic principles of
perennialism may Be*ahtlined in six categories. : ‘

1. Despite differing environments, human nature remains the same every-
where; hence, education should be the same for everyone. 'The function of a
citizen or‘a subject,” writes Robert M. Hutchins,

. . . may vary from society to society. . .But the function of a man,

Foundations in Education, George F. Khelier, editor, 3rd edition, 1971.
Reprinted by permission of John Wiley and Sons, Inc.

lperennialism's philosophic foundations are embedded in classical realism;
the philosophers most quoted are Aristotle and Aquinas. Among its leading
spokesmen are Robert Maynard Hutchins, Mortimer J. Adler, and Sir Richard
Livingstone, an English classicist who has won an appreciable following in
the United States. Although perennialist ideas are in practice nearly
everywhere, they have been applied most consistently at St. John's College,
Annapolis, Maryland. . 1 15
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as a man, is the same in every age and in every society,
since it results from his nature d4s a man. The aim of an
educational system is the same in every age and in -every
soclety where such a system can exist: it is to improve
man as man,

Or, in Mortimer Adler's words,

If man is a rational animal, constant in nature throughout

"history, then there must be certain constant features in
every sound educational program, regardless of culture or
epoch. : . ‘
Knowledge, too, is-éveryWhere the same. If it were not, learned
men could never agree on anything. Opinion, of course is different;
here men may disagree. (But when they do agree, opinion becomes know-
ledge.) Admittedly, the acquisition of knowledge is not easy and some
,children are apt to resist it. Admittedly, too, some children take
longer to learn- than others. But this only means that we must spend
more time with them. Are we not, asks the perennialist, fostering a
false notion of equality when we promote childien on the basis of age
_rather than intellectual attaimment? Is.it not likely that they will
gain greater self-respect from knowing that they have earned promotion
by passing the same tests as those given to other children of their age?

) 2. Since rationality is man's highest attribute, he must use it to
direct his instinctual nature in accordance with deliberately chosen ends.
Men are free, but they must learn to cultivate reason and control their
appetites. When a child fails to learn, teachers should not be quick to
place the blame on an unhappy environment or an unfortungte psychological
train of events.” Rather, the teacher's job is to overcome these handicaps
through an essentially intellectual approach to learning that will be
the same for all his pupils. Nor should teachers become permissive on
the grounds that only thus may a child relieve his tensions and express
his true self. No child should be permitted to determine his own edu-
cational experience, for what he wants may not be what he should have.

3. It is education's task to impart knowlg ge of etermal truth.
In Hutchins' celebrated deduction,

" -Education implies teaching. Teaching implies knowledge.
Knowledge is truth. The truth-'is everywhere.the same.
‘Hence education should be everywhere the same.

Education should seek to adjust the individual not to the world as such
but to what is true. Adjustment to truth is the end of learning.

—

2Robert Maynard Hutchins, The Conflict in Education, Harper, New
York, 1953, p. 68. : «

3Mort imer J. Adler, "The Crisis in Contemparary Edycation," The
Social Frontier, V 141-144 (February 1939).

4Robert Maynard Hutchins, The Higher Learning in America, Yale
University Press, New Haven, Conn., 1936, p. 66.
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-4, Education is not an imitation of life, but a preparation for
it. The school can never be a "real-1life situation." Nor should it be;
it remains for the child an artificial arrangemeni in which he becomes
acquainted with the finest achievements of his cultural heritage. His
task is to realize the values of this heritage and, where possible, add
to its achievements through his own endeavors.

5. ild b
acquain t_him_n;Lm_the_unzld_Lpemanennie_ He should not be hustled
into s.udies that seem important at the time. Nor should he be allowed
to learn what appeals to him at a particular age. He should study English,
languages, history, mathematics, natural science, philosophy, and fine
_arts. "The basic education of a rational animal," writes Adler, ,

. . . 1s the discipline of his ratiomal powers and the
‘cultivation of his intellect. This discipline 1s achieved
through the liberal arts, the arts of reading and listening,
of writing and speaking, and, perforce, of thinking, since
man 1s a social animal as well as a rational one and his.
. intellectual 1life is lived in a community which can exist
only through the communication of men. The three R's, which
always signified the formal disciplines, are the essence of liberal
or general education. '

Vocational, industrial, and similar types of education may be included,
provided their instruction is intellectually sound. However, the school
does not exist to train for occupational tasks; these are best left”

to practitioners in the field. Nor should the school stump- for social
reform. Democracy will ‘progress because people are properly educated
and not because they have been taught to agitate for social change.

6. Students should study the great works of literature, philosophy,
history, and- scie;&gﬁtn ‘which men through the ages have revealed their
greatest aspirati and achievements. The message of the past is never
dated. By examining it, the student learns truths that are more important
than any he could find by pursuing his own interests or dipping into the
contemporary scene. Mortimer Adler summarizes this_view‘admirably

..I1f there is philosophical wisdom as well as sclentific
~ knowledge, if the former consists of insights and 1deas
' that change little from time to time, and if even the
" latter has many abiding concepts and a relatively constant

method, 1f the great works of literature as well as of
philosophy touch upon the permanent moral problems of
mankind and express the universal convictions of men
involved in.moral conflict - if these things -are so,
then the great. books of ancient and medieval, as well
as modern, timeS\are a repository of knowledge and
wisdom, a traditiSh of culture which must initiate
each new generation. \The reading of these books is '

. . ‘ \
N .
\\
. \\\\.
5Adler,' op. cit., p. 62. S
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not for antiquarian purposes; the interest is not archaeo- ;
logical or philological . . .Rather the books are to be

read because they are as contemporary today as when they were
written, and that because the problems theyfdeal with and

the ideas they present are not subject to the law of perpetual
and interminable progress.® 2

In short, say the perennialists, the minds of most young Americans have
never really been exercised in intellectual matters, largely because
teachers themselves are indifferent' and give up too quickly. It is much
easier to teach students at their own pace and in accordance with what
they want to learn. Yet, in allowing ‘the child's superficial inclinations
to determine what he lea*ns, we may actually hinder him from developing
his'real talents. Self-realization demands self-discipline, and self-
discipline is attained only through external discipline. Those higher ~
interests - literary, artistic, political, and religious - one or more
of which are latent in everyone, do not emerge without hard work and
application. It isall too easy to underestimate the child's abilities
in these directions. Why not make every man a king in some intellectual
realm? This,; surely, is a worthier goal than settling for intellectual

mediocrity and falsely equating such mediocrity .with individual freedom.

Critique of Perennialism

Perennialists may be accused of fostering an "aristocracy of intellect"
and unreasonably restricting their teaching to the classical tradition
of the Great Books. They fail to appreciate that, although many children
lack the particular intellectual gifts perennialism emphasizes, they
nevertheless become good citizens and productive workers. To subject
them to the same sort of rigorous academic training as that given to
students of university, K caliber is to ignore this difference and‘pe;haps

‘to injure their personal growth. Indeed, such a practice actually may

retard the development «f attributes that are equally,as valuable as

any academic qualities they may have ‘acquired in school. The intellect
is only one side of a man's personality. And although rational behavior
is indispensable to human progress, the_affective and uniquely personal
side csn ill afford to be subordinated.

PROGRESSIVISM

By the turn of the century a number of educators already had.rebelled
against .the excessive formalism of traditional education, with its emphasis
on strict discipline, passive learning, and pointless detail. As far back

- - )

-

6Ibid., p. 63. Thus Adler expounds what has been called the fGreat

" Books" Theoryv.

’Many other criticisms may be leveled at perennialism, but they are -
inherent in the tenets of rival doctrines, as outlined in this chapter.
On’ the matter of the sameness of human nature everywhere, however, I cannot
refrain from citing a retort attributed to the anthropologist Clyde
Kluckhohn: ''Every man is in certain Tespects (a) like all other men, (b)
like some other men, (c) like no other man."

128 ‘ :

118 . /.

©



-

as the 1870s Francis W. Parker was advocating school reforms later to be
revised and formalizéd by John Dewey. However, Dewéy's first major work,
Schools -of Tomorrow, was not published until 1915, and another four years
went by before the Progresslve Education Association was founded. Thus,
progressivism had been on the move for 30 years before its impact- actually
was felt. In its early stages it was largely individualist in temper,

" 'reflecting the bohemianism of the age; it was at this point that it

attracted the. support of William Heard Kilpatrick of Columbia Universitv.

With the onset of the Depression, however, progressivism swung its
weight behind 4 movement for social change, thususacrificing’its earlier
emphasis on individual development and embracing such ideals as coopera-
tion," "sharing," and "adjustment." During this period it was joined by "~
John L. Childs, George Counts, and Boyd H., Bode. The Progressive Educa-
tion Association has long been disbanded, and the movement suffered a
major reversal after the USSR displayed its sputnik,s,bﬁt progressivism
continues to exercise considerable influence through the individual work
of such con*emporaries as George Axtelle, Willjiam O. Stanley, Ernest
Bayles, Lawrence G. Thomas, and Frederick C. Neff.

Taking the pragmatist!view that change, not permanence, is the
es;ence of reality, progressivism in its pure form declares that education
is always in the process of development. Educators must be ready to
modify methods and policies in the light of new knowledge and changes in
the environment. The special quality-of education is_not_ to be. determined
by applying perennial standards of goodness, truth, and beauty, but by
construing eduication as a continual reconstruction of experience.. As

‘Dewey expresses it,

We-thus reach a technical definition of education: it is
that reconstruction or reorganization of experience which
adds to the: meaning of experience, and which increases _the
ability to d1rect‘the course of subsequent e'Scperience.9

However, during the course of its development- progressivism began to make
some assertions of its own, six of which I will now discuss.

1. Education should be -1ife itself, not a preparation for liVvimg.
Intelligent living involves the interpretation and reconstruction of
experience. The child should enter into learning situations suited to
his age and oriented toward experiences that he is likely to undergo in
adult- life.

\

£

Ky

8Progressivisni always attracted a lion's share of criticism, but never
more so than during the days of mingled amazement and humiliation that -
followed the launching of the first Soviet sputnik. Americans had been
convinced that Russian education was undemocratic and authoritarian and,
therefore, ineffective. But how could such success in science and. tech=
nology be explained? Could it be that American schools were paying too
much attention to ‘the children they taught and, too little to the subjects
they taught them? There was a revulsion against the '"child-centeredness'
identified with progressivism. Americans, it was said, had pandered to
their children teo long; the nation was going soft, the rot must be stopped.

9John Dewey, Democracy and Education Macmillan, New York, 1916, p. 89.
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2. Learning should be directly related to the interests of the child.
Progressive educators introduce the concept of the ."whole child" as an answer .
to what they consider partial interpretations of the child's natqre.10
Thus Kilpatrick advocates the '"child-centered" school, in which the
process cf learning is determined mainly by the individual child. A young
person, he says, is naturally disposed to learn whatever relates to his ‘
-interests or appears to solve his problems; at the same time, he naturally
tends to resist whatever he feels to be imposed on him from above. The
child, then, should learn because he needs and wants to learn, not nec-
essarily because someone else thinks that he should. He should be able
toc see the relevance of what he learns to his own life and not to an -
adult's conception of the sort of life that a child of his age should be
leading.

This does not mean that the child should be allcwed ‘to follow every:
‘prompting of his own desires, if only for the fact that he is not mature
enough to define significant purposes. And‘although he may have much to
do in determining the learning process, he is not its final arbiter. He
needs guidance and direction from teachers who are equipped to pexceive
meaning in his discrete activities. The child experiences a continuous re-
construction of his private interests as they move to embrace the logical
content of subject matter.ll

Even so, the progressivist teacher influences the growth of his pupils
not by drumming bits of information into their heads but by controlling the
environment in which growth takes place. Growth is defined as the "increase
of intelligence in the .management of life'" and "intelligent adaptation to
an environment.'" Dewey advised the teacher: '"Now see to it that day by day
the conditions are such that their own activities move inevitably’' in this
direction, toward such culmination of themselves."12

-10William Heard Kilpatrick, "The Essentials of the Activity Movement "
Progressive Education, II (October 1934) 357-358 "The conception of the'
whole .child' carries two implications which at bottom agree: one, that we:
wish at no time to disregard the varied aspects of child life; the otner,
that the child as an organism properly responds as one unified whole." .

11The view that the individual.’child should be the center of the
school's activity is much older than the writings of either Dewey or the
progressivists. It was advocated, for varying philosophical reasons, by
Rousseau, Froebel, -Pestalozzi, Francis Parker, and G. Stanley Hall. How-
ever, it underwent & radical shift in meaning within the context of the
moral relativism advanced by the progressive movement. When Froebel, for
instance, argued for the free unfolding of thé child's nature, he did so
with an absolute goal in mind -- that of allowing the child to unite
himself spontaneously with God under the inspired guidance of his teacher.
Progressivism acknowledges no absolute goal, unless it is social progress
attained through individual freedom.

1236hn Dewey, The Child and the Curriculum, University of Chicago,
Chicago, Ill., 1943, p. 31.
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3. Learning through problem solving should take pfecedence over
the inculcating of subject matter. Progressivists reject the view that
learning consists essentially of the reception of knowledge and that know-
ledge itself is an abstract substance that the teach&Y loads into the
minds of his pupils. Knowledge, they ceclare, is a "tool for managing
experience," for handling the conr{-:ously novel situations with which
the mutability of life confronts u:., If knowledge is to be significant,
we must be able to do something with it; hence, it must be wedded to -

_experience. Dewey says that we have 1earned all this from experimantal
science: i o

/\ The most direct blow at the traditional separation of doing and
knowing and at the traditional prestige of purely "intellectual”
studies, however, has been given by the progress of experimental
sclence. If this progress has demonstrated anything, it is that
‘there is no such thing as-genuine knowledge and fruitful under-
standing except as the offspring of doing.. . . .Men have to do .
something to the things when they wish to find out something;

" they have to alter conditions. This is the lesson of the.

laboratory method, and the lesson which all education has to
learn.13 ¢

Thus, the search for abstract knowledée_muut be translated into an
_active educational experience. If the student is to gain 'any real appre-
«ciation of social and political ideas, the classroom itself must become

" a living experiment in social democracy. Indeed, experience and exper-
iment are the key words of the progressivist method of -learning. Dewey
does not reject the content of traditional subject matter; on the con-
trary, he insists that much of it be retained. But, he says, subject
matter constantly changes in terms of what men do with their environment.

_ Consequently, education cannot be limited to a recollection of information
obtained solely from a teacher or a textbook. It is not the absorptioh of
previous knowledge that counts but ics constant recohstruction in the light
of new discoveries. Thus, problem solving must be seen not as the search
for merely functional knowledge, but as a "perpetual grappling" with
subject matter. Grappling is tg be understood not only as physical motion,
that is, handlihg test tubes, or counting money, or raising one's hand to
vote, but also as critical thinking, recomnstruction of previously held
ideas, and discovery

Instead of teaching formal subject matter, we should substitute
specific problem areas such as transportation, communication, and trade.
But not even thesecan be fixed too far in advance. '"Thus a curriculum,"
declares Lawrence G. Thomas,

.cannot be more than outlined broadly in advance by the
teacher and will consist largely of an array of resources which
the teacher anticipates-may be called upon as the current

13Dewey{ bemocragy and Education, op. cit., pp.321-322,
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acpibiéies of the class lead on to new interests and new
problems. The actual details of the currlcuium must be

v consfructed cooperatively in the classroom from week ty ¢
week.1l4 - ) _ Lo

Kllpatrlck suggests that, 1nstead of trylng to grasp abstract principles
on a theoretical level, thé child should study particular topics or sit-
uations, such as Galileo's method of experfwmentation or the way in whicl
the Hopi Indians gather and prepare food. The purpose is tc eaable the
student to cope with his own problems by observing bow others have. déne
so elsewhere and at other times.” The student engages in proJects that;
(a) spring from his natural curiosity to-.learn and (b) acquire 81gnifiC<
as they are worked out in cooperation with other members of the class ar
under the gyidance of the teacher. Thus, all projects shobld be both
personally”and socially significant. . - . ¢

4. The teacher's role i's not to direct but.to advise. Because _ .
their own needs and desires determine what they:learn, children should
be allowed to plan their own development and the teacher should guide t}
learnlng involved. He should employ his greater knowledge and experienc

. to help them whenever they reach an impasse. Withoht directing the cou

of events, he works with the children for the attainment of mutuall
agreeable ends. '"In the Progressive view;'" declares Lawrence G. Thomas,

. . . .the teacher merely has superior and- richer experience

to bring to bear on the 'analysis of the present situatiom. . .
.The teacher is vitally important as stgge setter, guidej, and

coordinator, but he is not the sole source of authority.

5. The-school should encourage cooperAtion rather than COmQ;iltiOI
'ﬁen are social by nature and derive their greatest satisfaciion from the
relations with one another. Progressivists maintain that love and parti
ship are more appropriate to education than competition and per50ual ga:
Thus eduéation as the "reconstruction of experience" leads to the "feccl
struction. of human nature" in a social setting. The progressivist does
deny thatrcdmpetltlon has a. certain value. He agrees that students shot
compete with: one" ‘another, provided that such competition fosters person:
growth. Nevertheless, he insists that cooperation is better suited tha:
competition to the biological and social facts of human nature. Rugged
individualism is perm1551b1e only when it serves the general good

< N Y

laLaﬁrenQé’G Thomas, "The Meaning of *Progress' to®Progressive Edi
Educational Administration and Supervision, XXXII, 7 (October, 1446), 3!

Lop. cit., 398.

9

16Progressivism rejects the social Darwinist vied, developed by He:
Spencer, that society should imitate '‘nature -and encourage competition.
in the jungle does indeedoappear "rad in tooth and claw," bnut only when
.are hungry, angered, or mating. Even if nature did possess the charact:
imputed to it by social Darwinism, the argument that since ruthlessness
present in nature, it is therefore desirable in society, would still be
untenable. Because they are unable to centrol their condition, animals
cannot improve it, man, who is, can.

- . ——
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6. Only democracy permits -- indeed encourages -- the free interplay
of ideas and personalities that is a necessary condition of_ true growth.- - ——
__P;;ggiglgs_Sfand—é—afe4interre1ate3: bedanse in the progressivist view de-
wocracy and cooperation are said to imply each other. Ideally democracy
is "shared experiencd¥' As Dewey puts it, "A democracy is more than a
form of govermment; it is primarily a mode of associated living, of con-
joint communicated experience." Democracy, growth, and education are
thus interrelated. In order to teach democracy, the school itself must be
democratic. It should promote student govermment, the free discussion
of ideas, joint pupil-staff planning, and the full participation of all in
the educative experience. However, schools should not indoctrinate students
in the tenmets 8f 2 new social order. To instruct them in a specific pro-
gram of social and political action would be to adopt an authoritarianism
that progressivism specifically rejects. ‘ ‘

. Critique of Progressivism

I have already stated thet some of Dewey's followers carried his
teachings to lengths he himself never intended. This is particularly true
of his "doctrine of interest." One result was the much criticized 'child-
activity movement' that flourished  during the 1930s and .early 1940s. Self-
activity may well lead to individual improvement, social betterment, and
the good life. But how are "improvement," "betterment," dnd "the good
1life" to be definéd? If the child is to be permitted freedom for self-

" ‘activity, there should be a fixed goal for him-to-attain. The conception

of child activity admirably illustrates the progressivist theory that growth
should lead fo more growth. Yet the entire process seems circular in nature.
Growth as such cannot be self-iustifying, for we need to know to what

end it is directed. We require the assurance that, when we strive to
achieve a certain goal, it will be desirable in itself when we actually
attain it and not liable to xeplacement by another goal.

- The progressivist has good psychological grounds for his claim’ that

the child is nmot a little adult and that he must not'be treated simply as

. “sch:Fari Rousseau was one of the first to call this:fact to our atten-

» tiom..| He also stated that st was,useless to expect a child to indulge in
.‘abstract. intellectual pursuits until he had reached the age of reason.
Instead, a child -should. lea¥n the things he is capable of understanding
through personal discovefy. However, his-life displays many features, not
the least of which is a process of "intellectual growth and change. Is it™ -
not risky, therefore, to allow the child's interests so great an influence
over what he learns? Viewed in retrospect, today's interests may ‘seem as
dull as yesterday's newspaper. How far should we .give way to the child's - ™
desire to be a cowboy? How far should. we encourage his désire to shoot , .

- Indians? Progressivists themselves are aware of the dangers of too great
an emphasis on 'presentism" in educational practice.. Boyd Bode points
out that the schoel should Yead the child not merely to live but also to
"transcend" His immediat: =xistence and outgrow any habit that might keep.-
him-immature. It is part of the intelligent life, and’ therefore of edu-
cation itself, to heed theldemgpdé of .the future as well as'those of the”

- present. ST ’

" . 4 T S
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It is also difficult to see how “the school could be a replica of life,
even if it tried. Inevégably the school is an artificial learning situation,
beset with restrictions and prohibitions different from those encountered
in life as a whole. Not only is it simply one life situation, it is also only
one educational agency. It assumes tasks that other 'social agencies cannot
handle. 1Indeed, the logic of the progressivist leads him to an odd dilemma.
On the one hand, he advocates a real-life situation; on the other, he calls
for types of tolerance, freedom, and control rarely permitted by the stern
-exigencies of life.

Progressivists claim that learning through problem solving leads to
more genuine intellectual attainment than do other methods of learning.

But this claim cannot be verified. Protagonists point to such experiments
as the Eight-Year Study of 1933 to show that students who have been

prepared for college Ly progressive methods do as well as, or better than,
those prepaired in the traditional way.l7 But the study is not definitive.
Critics insist that the number of uncontrolled variables in- the experiment

‘nullifies its validity. Even so, Dewey did not intend thaL—learnlng should
remain indefinitely at the level of problem solving. Qn/the contrary, prob-
lem solving is a means by which the child is led from” practlcal issues to
theoretical pr1nc1ples, from the concrete and sensory to the abstract and
intellectual. ' -

The progressivist cites in his defense the fact that education
culminates at the graduate level, where the professor acts more as a re-
source person than as a dictator of studies. Although graduate education

_.permits -the student considerable personal freedom, it is debatable whether
elementary and secondary education should adopt the same procedure. We ,
allow graduate students this freedom because they are intellectually mature
and presumably can recognize where their true interests lie. The progres-
sivist could reply that his methods of learning accustom the child to im-
dependent research and self-reliance from the very beginning of his school
career; they enable him toireach this intellectual maturity earlier than
he is permitted to at present. The core of the dispute reduces itself
to the question of how far the self-discipline necessary to intellectual
maturity can be self-taught and how far it should be developed through
external d1sc1pl1ne Heowever, since thé ab111ty to discriminate be-
tween essential and nonessential knowledge is largely an adult ach1evement
it would seem that the teacher himself should impart the bulk of what the
ch1ld learns.

>
RE I

>

- .
7W A1ken, The Sto_yfof the Eight- Year Study, Harper, New York, 1942.
Aiken concluded that what was important wac not the ‘type or number of subjects
- studied but thphquallty of the work done.

1
8Cf Foster’McMurraj, "The Present Status of Pragmatism in Education,"

School and Society, LXXXVII (2145) (January 17, 1959),- 14-15:-"Clearly the in-
tent of Dewey's theory was to stimulate more and better learning of arts,
sciences, and technologies. There was in this program no concern for immediate
practical-or directly utilitarian bits of information and technique, nor any pro-
-cess of chooslng/and organizing information around characteristic activities of.
daily life. On the contrary, in Dewey's version of pragmatism, characteristic
activities of daily life were psychologically useful starting points for

moving the learner to a consideration of meanings increa51ngly remote,

abstract, and 1e1ated to one. another in 1mpersona1 systems rather, than to
pract1ca1 daily use.
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On the matter of cooperation as opposed to competition I will men-
tion only one point. The individual wishing to contribute to the general
good may on occasion be unable t» cooperate, precisely because his ideals
and life style are unacceptable vo the group. The tyranny of the group
has dangers of its own; it is not necessarily more clear-headed than the
individual. The mass mind at times may wear moral and intellectual
blinders that a single mind does not. We must therefore make sure that
our cooperation is free and unforced - in short, that it does not be-
come conformism. , S :

Finally, Dewey's definition of democracy may be more comprehensive
than most; nevertheless, although his theory of democracy leads him to
certain conclusions about behavior in the school, other doctrines are
equally as democratic. Until recently French education has Seen author=
itarian (judged by progressivist standards),.but France is surely a
democracy, and her educational system corresponds to the wishes of the
majority of her people. Perennialism, which has been criticized as
reactionary and antidemocratic, is committed just as firmly to democracy I —
as is progressivism. Indeed, it would be difficult to find a more vigor-
ous defender of_Ehg,democratic-way”bf'lifé; all of them are permissible,
_but none is definitive. American democracy has room for all sorts of
responsible educational ideas.

Even so, progressivism has intrdduced many worthwhile reforms into
American education, reforms that other outlooks must consider if they
‘wish to retain their influence. By drawing attention to the currents of
change and renewal that run constantly through the universe and through
education itself, and by continually challenging the existing order, pro-
gressivism expresses an educational attitude of abiding significance.

ESSENTIALISM

Esgentialism is not linked formally to any philosophic tradition, but
is compatible with a variety of philosophic outlooks. Unlike perennialism,
some of whose views it rejects, it is not opposed to progressivism as a
whole but only to specific aspects. In maintdining that there are certain
essentials that all men should know if they, are to be considered educated,
it does not repudiate Dewey's epistemology so much as the pronouncements
6f his less cautious followers. The essentialists devote their main
efforts to (a) reexamining curricular matters, (b) distinguishing the
essential and the nonessential in school programs, and (c) reestablishing
the authority of the teacher in the classroom. o ‘

Founded in the early 1930's, the essentinlist movement included such
educators as William C. Bagley, Thomas Briggs, rrederick Breed, and
Isaac L. Kandel. It also won the support of Hermen H. Horne. In 1938
these men formed the Essentialist Committee for the Advancement of -
American Education. The tradition continues in the writings of William- .
Brickman, editor of School and Society. The Council for .Basic Education,
whose most active members are Arthur Bestox and Mortimer Smith, may also
be considered essentialist in spirit, although members are skeptical of
the value of formal educational studies by specialists in education. In
fact, they say, the "educational establishment," consisting chiefly of
schools and professors pbf education, is largely responsible for what they

\
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believe to be the sorry state of American education today.19

Like perennialism, essentialism stands for the reinstatement of
subject matter at the center of the educational process. However, it does
not share the perennialist's view that the true subject matter of educa-
tion is the "eternal verities" preserved in the "great books" of Western -
civilization. These books should be used, but not for thémselves. They
should be made to relate to present realities. ' )

Some essentialists turn to educational psychology for knowledge about
the process.of learning and the nature of the learner. Others are less
confident. Although not denying the relevance to education of the findings
of the behavioral sciences, they nevertheless view them more critically.

In a field such as psychology, where little is claimed that is not instantly
disputed, the educator, they say, would be wise to tread cautiously. Field
theory conflicts with behaviorism and functionalism with ﬁsychoanalysis,'
so that it is impossible to tell ‘which provides the more reliable knowledge.
Until the findings of educational psychology become more gefuinely sci+
entific, some essentialists will regard them with considerable skepticism.

Essentialists have no united, front. Since they hold ‘different philos-
ophies, it is not surprising that they disagree on the ultimate nature and
value of education. Agreement is reached, however, on four fundamental
principles. :

1. Learning, of its very nature, involves hard work and often unwill-
ing application. The essentialist insists on the importance of discipline.
Instead of stressing the child's immediate interests, he urges dedication
to more distant goals. Against the progressive emphasis on personal in-
terest, he posits the concept of effort. He agrees that interest ‘in a
subject does much to create the effort needed to master it, but points out
that higher and more enduring interests are not normally felt at the outset;
they arise through hard work from beginnings that do not in themselves
attract the learner., Thus, the command of a foreign language, ocuce
attained, opens new yorlds for the mind; yet the beginner often must over-'
come initial apathy znd probably distaste. As the Frenchman says, "The

9critics of education as'a formal study déually advocate that "what
little there is of it|' should be incorporated into other disciplines. The
philosophy of educatibn, then, would be tanht by professors of philosophy
in the department of philosophy; the history of education would handled
in a department of history;' and so on. But why -stop with education? The

philosophy of science) of history, of polities, ete., by this reasoning, = .

would all be taught in a philosophy department’. Indeed, since all subjects
are usually taught in|English, why not deal with them all in an English
department? Conversely, since all disciplines are educational, why not
teach them all in a department of education? Bestor, a historian, would
substantially reduce the number oi professional courses taken by student
teachers and curtail the influence of, educationists on the practice of
education. Brickman, an educationist, zalls for more data and fewer pole-
mics from writers such|as Bestor who, in his view, are not qualified to

make responsible judgments aﬁout a field as complex as education.
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appetite comes while eating." '

Among living things man alone can resist his immediate impulses.
If we do not encourage this capacity in the child, we make it harder for
him to attain the self-discipline necessary to achieve any worthwhile end.
The vast majority of students attain personal control only through volun-
tary submission to discipline intelligently imposed by the teacher.
' 2, The initiative in education should lie with the teacher rather
than with the pupil. The teacher's role is to mediate between the adult
world and the world of the child. The teacher has_been specially prepared
for this task and is, therefore, much better qualified to guide the growth
of his pupils than they are themselves. Isaac L. Kandel maintains that:

The essentialist is no less interested than the progressiVé in the
principle that IeArning cannot be successful unless it is based on
the capacities, 1nterests, and purpose of the learner, but he believes
those ‘interests and purposes must be made over-by the- skill of the
- teacher, who is mdster of that "logical organization" called subJects
and who understands the process of educational developmenr.

Thus, the essentialist teacher wields greater authority than does his pro-
gressivist colleague.21 - .

3. The heart of -the educational process is the assimilation of pre-
scribed subject matter. This view accords with the philosophic realist's
position that it is largely man's material and social environment‘that dic-
tates how he shall live. The essentialist agrees that education should en-
able the individual .to realize his potentialities, but such realization
must take place in a world independent of the individual -- a world whose
laws he must obey. The purpose of the child's attending school 1is to get
to know this world as it really 1s and not to interpret in in the light of
his own peculiar desires. Nor can he assimilate such knowledge haphazardly
in whatever order he likes. It must be presented to him in accordance
with the logical organization of subject matter. '

20Quoted by William W. Brickman, "Essentialism =- Ten Years After,"
School and Society, XLVII (May 15, 1948), 365.

2lyilliam W. Brickman, "The Essentialist Spirit in Education," School
and Society, LXXXVI (October 11, 1958), 364: '"Essentialism places the
teacher- at the center of the educational universe. This teacher must have
- a liberal ‘education, a scholarly knowledge of the field of learning, a deep
understanding of the psychology of children and of the learning process, an
ability to impart facts and ideals to the younger generation, an application
"of the historical-philosophical foundations of education, and a serious
devotion to his work."

227caac L. Kandel, Conflicting Theories of Education, Macmillan, New

' York, 1938, p.-99: "Since the enviromnment carries in itself the stamp of
the past and the seeds of the future, the curriculum must inevitably include
that knowledge and information which will acquaint the pupil with the social

heritage, intrcduce him to ‘“he world about him, and prepare him for the

future." : 127
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Essentialists emphasize the importance of ''race experience''— the "so-
cial heritage'"— over the-experience of the individual. This heritage sum-
may i zes the experiences of millions in attempting to come to terms with
their environment. The wisdom:of the many, tested by history, is far
nore reliable tham the untested experience of the <hild.

4, The school should retain traditional methods of mental discipline.
There are, it is -true, certain advantages to the progressive method of prob-
lem solving, but it is rot a procedure to be applied throughout the entire
learning process. Of its very natuire much knowledge is abstract and can-
not be broken up into discrete problems. /

Although "learning by doing' may be appropriate in certain circum-
stances and for certain children, it should not be geéeneralized. Must the
child actually build a wigwam in order to learn how the Indian. becomes
domesticated? There is no doubt that doing so will help him to under-
stand.the Indian's way of life, but such an experierice should support
the learning process rather than constitute its essence. - ‘The child should
be taught e¢ssential concepts, even if such concepts have to be adapted
to his own psychological and intellectual level. ,

. How does essentiglism differ from perennialism? First, it advocates a
less totally "intellectual' education, for it is concerned not so much with
certain supposedly eternal truths as with the adjustment of the individual
to his physical and social environment. Second, it is more willing to
absorb the positive contributions that progressivism has made to educa-
tional methods. Finally, where perennialism reveres the great creative
achievenents of the past as timeless expressions of man's universal in-
sights,. essentialism uses_them as sources of knowledge for dealing with
problems of the present.2

RECONSTRUCTIONI SM

[}

As far back as 1920 John Dewey _suggested the term "reconstructlon-
ism' in the title of his book, Reconstruction in Philosophy. 'In the early
"1930s, a group known as the "Erontiér,Thinkefs" called on the school 'to

N ~

23Most attacks made on public education in the United States are
likely to be essentialist in nature. The criticism of commentators such
as Paul Woodring and James B. Conant is more copciliatory and could be
placed halfway between the progressive and the esgentialist points of view. -
Admiral Hyman G. Rickover, although not a professional educator, has affini- .
ties with both essentialism and perennialism. Like many essentialists, he
esteems the contributions made to educatd onal practice by the physical
sciences more highly than he does those made by'the behavioral sciences.
He advocates more emphasis on knowledge for its own sake. Speaking as
a professor of Erglish, Jacques Barzun leans toward perennialism rather
than essentialism, larzely because he places the humanities at the cen-
ter of the curriculum and believes in studying them for their own jsake.
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légglthe way toward the creation of a '"new'" and "more equitable' society.
Their leading spokesmen were George Counts and Harold Rugg. Counts had
written The American Road to Culture (1930) and Dare the Schools Build

a New Social Order?(1932), and Rugg had published Culture and Education

in America (1931). At this time progressivists such as W. H. Kilpatrick
and John Childs were also urging education to become more aware of its
social responsibilities. But they disagreed with the content%on oﬁACounts
and Rugg that the school should commit itself to specific social reforms;
they preferred instead to stress the general end of social growth through
education. ) .

Two decades later, as the, progressive movement lost its momentum,
further attempts were made to extend Deweyan philosophy into socially
committed educational theories. In his major work, The Ideal and the
Community (1958), Isaac B. Berkson sought a rapprochement of progres-
sivism and essentialism, suggesting that although the school itself should
not take the lead in social reform, it could cooperate with movements
already underway that advocated a more thorough realization of liberal
cultural values. However, it was Theodore Brameld who laid the founda-
tions of "social reconstructionism'" with the publication of Patterns of
Educational Philosbphy (1950), followed by Toward a Reconstructed Phi-
losophy of Education (1956) and Education as Power (1965).%4% My resumé
of reconstructionism will be limited to five of the main theses that
Brameld puts forward.

1. Education must commit itself here and now to the creation of a
new social order that will fulfill the basic vdlues of our culture and at
the same time harmonize with the underlying social and economic forces -of
the modern world. Claiming to be ‘the philosophy of an "age in crisis,"
reconstructionism sounds a note of urgency not heard in other educational
theories. Civilization, it declares, now faces the possibility of self-
annihilation. Educaticn must lead to a profound change in the minds of
men, so that the enormous technological power at our disposal may be used
to create rather than to destroy. Society must be transformed, not simply
through political action, but more fundamentally through the education
of its membérs to a new vision of their life in common, This commitment
to the new order is not tenuous but urgent and direct. Reconstructionism,
writes Brameld, : - ) "

...commitg itself, first 6f all, to the building gfia new culture.
It is infused with a _profound conviction that we are. in the midst
of a revolutionary period out of which would emerge nothing less

241n his Patterns of Educational Philosophy, World Book, Yonkers,

N. Y., 1950, p. 204, Brameld criticizes progressivism as '"dilatory'" and
"inefficient." It is, he says, 'the educational effort of an adolescent
culture, suffering from the pleasant agonies of growing up, from the cul-
tural period of trying and erring when the protections of d¢nfancy have
been left behind but the planned autonomies of maturity await future ~
delineation -and fulfillment." '
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than control of the industrial system, of public’ services, and of
cultural and natural resources by and for the common people who,
throughout the ages, have struggled for a life of security, decency,
and peace for- them and their children.23

2. The new society must be a genuine democracy, whose major in-
stitutions and resources are controlled by the people themselves. Any-
thing that sufficiently affects the public interest, whether pensions,
health, or industry, should become the responsibility of elected popu-
lar representatives. Thus Brameld declares:

Control by the largest possibie majority of the principal institu-
tions and vesources of any culture is the supreme test of demo-
cracy...the working people should control all principal institutions
and resources if the world is to become genuinely democratic.

‘Slnce the 1dea1 soc1ety is a democracy, it must also be realized democrat-

ically. The structure, goals, and policies of the new order must be ap-
proved at the bar of public opinion and enacted with the fullest possible
measure of'populgr support. A revolution that takes place in the minds
of a people is more profound and lasting than any change brought about
by politicians alone. And the logical end of national democracy is inter-
national democracy, a form of world government in which all states will
participate.2’ . o

3. The"child, the school, and education itself are conditioned
inexorably by social and cultural forces. Progressivism, says Brameld,
overstates the case for individual freedom and understates the extent to
which we are all socially conditioned. In its concern to find ways in

25Theodore Brameld, "Philosophieé of Education in an Age of Cfisis,"
School and Society, LXV (June 21, 1947), 452,

26Theodore Brameld, Toward a Reconstructed Philosgphy of Education,
Dryden, New York, 1956, pp. 328-329.

27Theodore Brameld, Education as Power, Holt, Rinehaft and Winston,
New York, 1965, p. 6: '"The majority of peoples’should, through their
freely chosen representatives, control all fundamental.economic, politis
cal, and social policies, and -they should do so on a planetary scale.
This is the supreme goal of education for the current decades. “As long
as our schools avoid recognition of this purpose; as long as teachers.

and professors skirt the subject because it is controversial; as long as

educational theoriests say, 'Oh, no, we must be concerned with training,
mental faculties,' or 'We must support the power struggle to glorious
ictory for our side,’ then they are, in my judgment, denying a central
:rpose of education. To find a way to enlist and unite the majority of .
peoples of all races, religions, and mationalities into a great democratic
world body with power and authority to enforce its policies—what greater
mandate to us in the profession of education can be imagined than this?"

-
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which the individual may realize himself in society, it overlooks the
degree to which society makes him what he is. Since civilized.life by
and large is group life, groups should play an important part in the
school. 'We should recognize groups for what they are,' writes Brameld,
"We should neither cynically condemn them nor passively accept their be-
havior as inevitable, but through sound diagnosis aim’'to build a social
and educational program that will help resolve their longings, reduce:
their immoralities, and release their humane potentialities." 8 Thus
education becomes '"'social self-realization"; through it the individual
not only develops the social side of his nature but also learns how to
participate in social planning.

4. The teacher must convince his puglls of the valldlty and urgency
of the reconstructionist solution, but he must do so with scrupulous regard
for democratic procedures. Under what Brameld calls the principle of
"defensible partiality," the teacher allows open examination of the evi-
dence both for and against his views; . he presents alternative solutions
fairly; and he permits his pupils to defend their own ideas. Moreover,
since all of us have convictions and partialities, we should not only ex-
press and defend them publicly but also "work for their. acceptance by
the largest possible majority."

S. "The means and ends of education must be completely refashioned
to meet the demands of the Present cultural crisis and to accord with the

findings of the behavioral sciences. The importance of the behavioral
sciences is that they enable us to discover those values in which men most

strongly be11eve, whether or not these values are universal. Thus, Brameld =
declares,

...the behavioral sciences are beginning to prove, really for the
first time in history, that it is possible to formulate human
goals not for sentimental, romantic, mystical, or similarly arbi-
trary reasons, but on the basis of what we are learning about
cross-cultural -and even universal values. Though -sttdies  in this
difficult field have moved only a little way, they have moved
far enough so that it is already becoming plausible both to describe
these values objectively and to demonstrate that most human belngs
prefer them to alternative values.29
We must look afresh at the way in which our curricula are drawn up,
the subjects they contain, the methods that are used, the structure of ’
administration, and the ways in which teachers are trained. These must
then be reconstructed in accordance with a unified theory of human na-
ture, rationally and scientifically derived. It follows that we must con-
struct a curriculum whose subjects and subdivisions are related integrally
rather than treated as a sequence of knowledge components: .

28The'odore Brameld, Patterns of Educational Philoégphy, World Book,
Yonkers, N. Y., 1950, p. 425. : :

-
: ‘ 29Theodore Brameld, '"'Imperatives for a Reconstructed Philosophy of
Education," School and Society, LXXXVII (January 17, 1959), 20.
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A theory of unified man, both derived from and contributing to our
experimental knowledge .of human behavior in its multiple perspec-
tives, not only should integrate all other fields of knowledge; 1t
.should provide them with a fresh and potent s1gn1f1cance.

;

Critique of Recopnstructionism

<

Reconstructionism is stirringly expressed. Its appeal is all the more
compelling because it claims to be based on reliable findings in the be-
havioral sciences. Such a claim, if true, would be difficult to counter.
Unfortunately it is vitiated by the fact that these findings permit a variety
of interpretations, of which Brameld's is only one. As has already been
pointed out and as Brameld himself admits, the established empirical con-
clusions of .the behavioral sciences arei scant indeed, and they carry no
certain implications for education. There are, in addition, as many dis-
‘agreements among behavioral sc1entists as there are among educators— ;
and those, surely, are enough. What one sociologist or economist holds to
be true is easily refuted by another; and psychologists do not agree about
the kinds of behavior that are basic to a planned society. Science has yet
to answer such questions as: What are the best values for men to accept?
What social institutions best aid the1r realization?. The boast of recon-
structionsim—that it is based on reliable scientific knowledge of human
behavior—connot be sustained.

Whether reconstructionism is as squarely im the malnstream of the
American cultural tradition as its supporters daim is likewise open to
doubt. Actually, liberal individualism is just as much a part of our tradi-
tion as is the commitment to democratically determined social ideals. It
is difficult, indeed, to envisage a democracy as pluralist as the United

.States coming to any agreement on the far-reaching changes suggested by
reconstructionists. It is one thing to vote yes or no for a political
candidate or a bond issue but quite another to do so on the issues of edu-
cation, affected, as they are, by a host of moral , religious, esthetic, and
-social—not to mention personal—considerations. ' How could the many com-
peting interests in American soc1ety find a national educational system
that pleased them all?

Perhaps the kind of permlssive indoctrination that Brameld advocates
is really a contradiction in terms. .Recgnstructionism as a doctrine de-
mands’ commitment; a reconstructionist teacher cannot teach the doctrine
without being committed to it himself and without hoping to commit his
studentS‘also. However hard he may try to atxa1n detachment in the class-
room, he cannot, in the nature of things, be bo@hn5c1entifica11y detached
and ideologically involved. Inasmuch as ‘our society is deeply. divided
over social values, nothing'less than capitulation to a totalitarian move-
ment is ever likely to unite it. Our entire political structure would
have to change, and ind1v1dua1 enterprise would be severely enfeebled. In

" my view, reconstructionism seems to lead to a collectivist society, in

which men would believe anything to’be true provided it was attained by

‘scientific methods and achieved through informed social cSnsensus when
persuasively presented.

N .
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o / o FREEDOM AND THE CONTROL OF MEN.- - — -
’ Q\& .
by
. B.F. Skinner
- : - \

TQL second half of the twentieth century may be remembered for its
.solution of a curious problem.. Although Western democracy created the
conditions responsible for the rise of modern science, it is now evident
‘that it may never fully profit from that achievement. The so-called
'Hemocracicphilosophy" of human behavior to which it also gave rise 1is
increasingly in'conflict with the application of the methods of science
to human affairs. Unless this conflict is somehow resolved, the ultimate
goals of democracy may be long deferred. . \

Just as biographers and critics look for external influences to ac-
count for the traits and achievements of the men they study, so science
‘ultimately explains beliavior in terms of "causes" or conditions which 1lie
beyond the individual himself. As more and more casual relations are de-
monstrated, a practical -corollary becomes difficult to resist; it should
be possible to produce behavior according to plan simply by arranging the
.proper conditions. Now, among the specifications which might reasonably
be submitted to a behavioral technology are these: Let men be happy,
informed, skillful, well behaved and productive. '

’ Thia immediate practical implication of a science of behavior has a
familiar ring, for it recalls the doctrine of human perfeetibility of

- eighteenth- and nineteenth-century humanism. A science of man shares the
optimism of that philosophy and supplies striking. support for the working
faith that men can build a better world and, through it, better men. The
support comes just in time, for there has been 1itt1e optimism of late
among those who*speak from the traditional, point of view. Demccracy has
become "realistic," and it is only with some embarrassment that one admits
today to perfectionisticeor utopian thinking.

. The earlier temper is worth comsidering, however. History records
many foolish and uaworkable schemes for human betterment, ‘but almost all
the great changes in our culture which we now regard as. wqrthwhile can be
traced to perfectionistic philosophies. Governmental, religious, educa-
tional, economic and social reforms follow a common pattern. Someone be-
lieves that a change in a cultural practice--for example, in the rules’

of evidence in a court of law, in ‘the c¢haracterization of man's relation
to God, in the way children are taught to read and wfite, in permitted -
rates of interest, or in minimal housing standards--will improve the con-
dition of men by promoting justice, permitting men to seek salvation more
effectively, increasing the literacy of a people, checking an inflationary
tre%d, or improving public health .and family relations, respectively. The
underlying hypothesis is always the same: that a different physical or
cultural environment will make a different and better man.

'

Reprinted with permission of the author.
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"The scientific study of behavior not only justifies the general pat-
tern of such proposals; it promises new and better hypotheses. The ear-
liest cultural practices must have originated in sheer accidents. Those
which strengthened the group survived with the group in a sort of natural
selection. As soon as men began to propose and carry out changes'in prac-
tice for the sake of possible consequences, the evolutionary process must
have accelerated. The simple practice of making changes must have had
survival value. A further acceleration is now to be expected. .As laws
of behavior are more precisely stated, the changes in the environment rec-
quired to bring about a given effect may be more clearly specified. Con-
ditions which have been neglected because their effects were slight or °
unlooked for may be shown to be relevant. New conditions may actually be
created, as in the discovery and éynthe51s of drugs which affect behavior.

This is no time, then, to abandon notions of progress, improvement or,
indeed, human perfectibility. The simple fact is that man is able, and
now as never before, to lift himself by his own bootstraps. In achieving
control of the world of which he is part he may learn at lesst to control
himself. .

. Timeworn objections to the planned 1mprovement()fcu1tural prgrrlces
are al’ eady losing much of their force. Marcus Aurelius’ was probably
right in advising his readers to be content with a haphazard amelioration
of magkind. '"Neverhope to realize Plato's republic," he sighed. ". .for
who cdn change the opinions of men? And without a change of sentiments

“what- ¢an you make but xeluctant slaves and hypocrites?" He was thinking,
no doubt, of contemporary ratterns of, control based upon punishmert or
the reat of punishment which, as he correctly observed, breed only re-
luctdnt slaves of those who submit and hypocrites of those who dlscover
modes of evasion._ But we need not share his pessimism, for <he opihions_
of men can be changed. The techniques of indoctrination wnich were being
deviked by tne early Christian Church at the very time Marcus Aurelius
was writing are relevant, as are-some of the ‘techniques of psychotherapy
and of advertising and public relations. Other methods suggested by
recent scientific analysis leave little doubt of the matter. >

The study of human behavior also answers the cynical complaint that

there is' a plain ' 'cussedness” in man which will always thwart efforts to

improve h#m. We are often told that men do not want to be changed, even
for the better. Try to help them, and they-will outwit you and remain
happily wretched. Dostoevsky claimed to see some plan in it. "OQut of "
sheer ingratitude," he complained, or possibly boasted, 'man will play
you a dirty trick, just.to prove that men are still meﬁ and not the keys
of a piano....And even if you could prove that a man is only a piano key,
he would still do something out of sheer perversity--he would create
destruction and chaos--just to gdin his point....And if all this could in
turn be analyzed and prevénted by predicting that iq;would occur, then
man would deliberately go mad to orove his point." This is a conceivable
neurotic reaction to inept eontrol. A few men may have shown it, aad many
have eiijoyed Dostoevsky's s*aﬂement because they tend to show it. But
that ,such perversity is & fundaméntal reaction of the human organism to
c~ntrolling conditions is .slieer nonsense.

So is the objection that we have no way of knowing what changes to
make even though we have the necessary technlques That is one of the
great hoaxes of the century--a sort of booby trap left behind in the re-
treat before- the advancing froat of scienée. Scientists themselves have‘
unsuspectingly agreed that there are two kinds of useful propositions .
about nature--faets and value,judgments--and the science must confine
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itself to "what is," leaving "what ought to Be" to others. But with what
special sort of wisdom is the non-scientist endowed? Science is only
effective knowing, no matter who vnyages in it. Verbal behavior proves -
hpon analysis to%be composed oI many different types of utterances, .from
poetry and exhortation to logi. and factual description, but these are not
all equally useful in talking about cultural practices. We may classify
usef#? propositions according to the degrees of confidence with which they
Ba% be asserted. Sentences about nature range from highly probable '"facts"
to sheer guesses. -In general. futurc events are less likely to be correct-
ly described than pdst. When a scicntist talks 4bout a projected experi-
ment, for example, he must often resort to statements having only a mod-’
erate likelihood of being correct; he calls them hypotheses.

:;P - Designing a new cultural pattern is in many ways like designing an
experiment. In draw1ng up a new constitution, outlining a new educational
program, modifyiag a religious doctrine, or setting up a new fiscal policy,
many statements must be quite tentative. We cannot be sure that the prac-

" tice we specify will have the consequences we predict, or that the conse-

quences will reward our efforts. This is in the nature of such proposals.
They are not value judgments--they are guesses. To confuse and delay the~
improvement of cultural practlcps by quibbling about the word improve is
itself not a useful practice. Let us agree, toO start w1Eh, that health is
better than illness, wisdom better than ignorance, love better Lhan hatc,
and -productive energy better tham neurotic sloth. : '

Another familiar objection is the "political problem." Though we
know what changes to make and.how to make them, we still need to control
certair relevant condltlons, but these have:long since fallen into the
hands of selfish men who.are nmot going to Telinquish them for such pur-
poses.y Posslbly we shall be permitted to develop areas which at the
moment seem unimportant, but at the first signs of sucess the strong men
will move in. This, it is said, Has happened to Christianity, democracy
and communism. There will always e men who are fundamentally self1sh -and
evil, and in.the long run innocent gociness cannot have its way. The only,
evidence here is historical, and it may be misleading.' Because of the way
in which physical science developed, history coudd until very recently
have "proved" that the unleashing of the energy of the atom was quite un-
likely, if notimpgssible. Similarly, because of the order in which pro-~" -
cesses in human behavior have become available for, -purposcs, of control, s
history may seem to prove that power will probably be appropriated for _
selfish purposes. The first technique to be discovered fell almpst always
to strong, selfish men.- History led Lord ‘Acton to believe tnat power
corrupts, but he had prebably never encountered absolute power, certainly
ot in all its forms, and had no way of predlctlng its effect.

An optimistic historian could defend a different c.uclusion. The
principle that if there are not enough men of good will in the world the
first step is to create more seems to be gaining recognition, The Mar-
shall Plan (as originally conceived), Point Four, the offer of atomic
materials to power-starved countries--these may or may not be wholly new
in the h1story of international relations, but they suggest am increaslng
awareness of the power of governmental good will. They are proposals to
make certain changes in the environments of men for the sake of conse-
quences which should be rewarding for all concerned. Ihey do not -exemp-
lify a disinterested generosity, but - an interect which is the. interest
of everyone. We have not yet seen Plato's philosopher-king, and may not
want to, but the gap between 1eal and utopian gove.nment is closlng..
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But we are not yet in the- clear, for a new and unexpected obstacle
has arisen. With a_world of their own making .almost within reach, men of
good wi}l have been seized with distaste for the achievement. They have un-
easily rejected opportunities to apply the techgiques and findings of
science- in the service of men, and as the import of effective cultural
design has come to be understood, many of them.have voiced an outright
refusal to have any part in it. Science, has been challenged before.when
it has encroached upon institutions already engaged in the control of
human behavior; but what are we to make of benevolent men, with no special
interests of their own to defend, who nevertheléss turn against the very
means of reaching long-dreamed of goals?
What-is being reJected of course, 1s the sc1entif1c conception of
man and his place in nature.' So tlong as- the findings and methods of
. science are applied to human affairs only in a sort of remedial patc¢hwork,
we fay continue to hold any: view of human nature we like. But as-the use
of science increases, we are forced to accept the theoretical structure
with which science'représents its facts. The difficulty is that this '
structure is clearly at odds with the traditional democratic conception
of man. Every discovery of an event which has a ‘part “in shaping a man's
behavior seems to leave so much the less to be credited to the man him-
self; and as such explanations become more and more comprehensive, the -
contributions which may be claimed by the individual himself appears to
approach zero. Man's vaunted creag}ve powers, his original .accomplish
ments in art, science and morals, his capacity to choose and our right
to hold him responsible for the consequences of his choice--none of these
?« conspicuous in this new self-portrait. Man, we once believed, was’
free to express himself in ar:, .music and literature, to inquire into
nature, to seek salvation 4n his own way. He could initiate action and |
make spontaneous and capricious changes of course. Under the most ex- /
treme duress some sort of choice remained to him. He could resist any
effort to control him, though it might cost him his life. But science
insists that action is initiated -by forces impinging upon the individual,
and that caprice is only another name for behavior for which we have not yet
found a cause. . :
In attempting to reconcile these views it is important to note that
the traditional democratic conception was not designed as a descripﬁion
in the scientific sense but as a philosophy to be used in setting up and
maintaining a governmental process. It arose under historical circum-
stances and, served political purposes apart from which it cannot be pro- -
perly understood In rallying men against tyranny it wa$ necessary -that
the individual be strengthened, that he be taught that he had rights and
could govern himself. To give the common man a new conception #f his
worth, his dignity, and his povwer, to save himself, both here and here-
after, was often the only .resource of the revolutionist. When/ democratic
principles were\put into practice, the same doctrines were uséd as a work-
ing formula. This is exemplified by «the notion of personal responsibility
. in Anglo-American law. All governments make certain forms af punishment.
contingent upon certdin kinds of acts. In democracic countries these
contingencies are expressed by the notion of responsible choice. But the
- notion may have no meaning under governmental practices formulated in
other ways and would certainly have nu-place in systems which did not use
punishment. . :

-
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The democratic philosophy of human nature is determined by certain
polit{cal exigencies and téchniques, not' by ‘the goals of democracy. But
exigéncies and techniques change; and a conception which is not supported
for its accuracy as a likenmess --'is rot, indeed, rooted in fact at all --
may be expectéd to change too. No matter how effective we judge current
democratic practices to be, how highly we value them or how long we ex-
pect them to éu;vivé; they are almost certainly not the final form of
government. The philosophy of human nature which has been useful in

-implementing ,them is also almost certainly not the last word. The ulti--
- mate achievement of democracy may be long deferred unless we emphasize

the real aims rather than the verbal devices of democratic thinking. A
philosophy which haks been” appropriate-to one set-'of political exigencies

_will defeat its purpose if, under other circumstances} it prevents us

’

from applying to human affairs the science of man which probably nothing

but democracy itself could have produfed. , ' .
Perhaps the most crucial part of our democratic philosophy to be

reconsidered is our, attitude toward freedom -- or its reciprocal, the

control of human behavioy. We do not oppose ‘all forms of control because

it is "human nature" £d do so. The reaction is not characteristic of

all men under all conditions of life. It is an attitude which 'has been

carefully engineered, in large part by what wescall the "literature"

, of democracy. With respect to some methods of control (for example, the

threat of force), very little engineering is needed, for the .techniques
or .theiyr immediate consequences are objectionable. Society has suppressed
these methods.by branding them "wrong,” "illegal" or "sinful." But to
encourage these attitudes toward objectionable forms of control, it has
been necessary to disguise the real nature-of certain indispensabi- tech-
niques, the commonest examples of which are education, moral discourse,
and persuasion. The actual procedures appear harmless enough. They
consist of supplying information, presenting opportunities for action,
pointing out logical relationships, appealing to reason or "enlightened
understanding," and sg on. Through a masterful piece of misrepresen-
tation, the illusion is fostered that these procedures do not involve
the control of behavior; at most, they are simply ways of ‘"getting some-
one to change his mind." But analysis not only reveals the presence
of well-defined behavioral processes, it demonstrates a kind of control
no less inexorable, though in some Ways more acceptable, than the bully's
threat of force. v ' S .

Let us suppose that someone in whom we are interested is acting
unwisely .--"he is careless in the way he deals with his friends, he
drives too fast, or he holds his golf club the wrong way. We could

probably help him by issuing a series of commands: don't nag, don't

drive over sixty, don't hold your club tha® way. Much less objectionable
would be "an appeal to reason." We could show him how people are affected
by his treatment of them, how accident rates rise sharply at higher
speeds, how a particular grip on the club alters the way the ball is
struck and corrects a siice. In doing so we resort to verbal mediating
devices "which emphasize and support certain "contingencjes of reinforce-
ment" -- that is, certain relations between behavior and its conse-
quences -- which strengthen the behavior we wish to set up. The same
consequences would possibly set up the behavior without our help, and
they eventually take control no matter which form of help we give. The
appeal to reason has certain advantages over the authoritative command.

A threat of punishment, no matter how subtle, generates emotional
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reactions and tendencies to escape or revolt. Perhaps the controllee
merely "feels resentment' at being made to act in a given way, but even
that is to be avoided When we "appeal to reason," he "feels freer to
do as he pleases." The fact is that we havé exerted less control than
in uslng a threat; since other cond1t1q_s_may_conertbute—tn“t1e result,
the_effecc—may-be*dFTH?eﬁ’ETj—pEss:Eiy in a given instance, lacklng

=

But if.we have worked a change in his behavior at all,.it is because we
have altered relevant environmental conditions, and the processes we
have set in motion are just as real as inexcrable, if not as comprehen-
sive, as in the most autheoritative coercion.:

"Arranging an opportunity for action" is another example of dis-
guised concvol...The power of the negative form has already been exposed
in the analysis of censorship. Restriction of opportunity is recognized’
as far from harmless. As Ralph Rarton Perry said in an article which
appeared in the Spring, 1953, Pacific Spectator, "Whoever determines
what alternatives sh&#ll be made known to man controls what the man shall
‘choose from. He is deprived of freedom in proportion as he is denied
.access to any ideas, or is confined to any range'of ideas short of the
totality of relevant possibilities." But there is a positive side as
well. When we present a relevant state of affairs, we increase the
likelihood that a given.form of behavior will be emitted. To the ex- .
- tent that the probability of action,has_changed, we have made a defipite
contribution. The teacher of history controls a student's behavier:

(or, if the reader prefers, ''deprives him of freedom") just as much in
presenting historical facts as in suppressing them. Other conditlons
will no doubt affect the studént, but the contribution made to his be-
havior by the presentatlon of materlal is fixed and, within its range,
irresistible.

The methods of education, moral discourse- and persuasion are accep-
table pot because they recognize the freedom of the individual or his
right to dissent, but because they make only partial contributions to the
control of his behavior. The fre:dom they recognize is freedom trom a
more coercive form of control. The dissent which they tolerate is the
possible.effect of other determiners of action. Since these sanctioned
methods are frequently ineffective, we have been able to convince our-
selves that they do not represent control at all. When they show: too
much strength to permit disguise, we give them other names and suppress
them as energetically as we suppress the use of force. Education grown
too ponerful is rejected as propaganda or '"brain- washlng," while really
effective persuasion is decried as "undue influence," demagoguery,"
"seduction," and so on. :

If we are not to rely solely upon accident for the innovations which
give rise to cultural evolution, we must accept the fact that some kind
of control of human behavior is ’nevitable We cannot use good sense in
human affairs unles$ someone engages in the design and construction of
environmental conditions which affect the behavior of men. ' Environmen-
tal changes have always been the condition for the improvement of cul-
tural patterns, and we can hardly use the more effective methods of
science without making changes on:'a grander scale. We are all controlled
by the world in which we live, and part of that world has been and will
be constructed by man. The question is this: Are we to be .controlled
by accident, by tyrants, or by ourselves in effective cultural design?

The danger of the misuse of power is possibly greater than ever.
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It is not allayed by disguising the:facts. We cannot make wise deci-
sions if we continue to pretend that human behavior is not controlled, or .
if we regggg_EQ_QBgégg_in.control_whenfva%nabie—rEEUng’mlgﬁt be forth- . -

—Coming. -Such measures weaken only ourselves, leaving the strength of

gsciencé to'others. The first step in a defense against tyranny is the
fullest possible exposure of controlling techniques. A second step has
already been talen successfully in restricting the use of physical
force. Slowly; and as.yet imperfectly we have worked out an ethical
eand goverrmental design in which the strong man is not allowed to use
the power deriving from his strength to control his fellow men. He is
restrainec by a superior force created forcthat purpose -- the ethical
pressure of the group, or more explicit religious and governmental
measures. We cend to distrust superior forces, as we currently hesi-
tate to relinquish sovereignty in order to set up an international
police force. But it is only through such counter-control that we have
achieved what we call peace -- & condition in which men are not per-
mitted to control each other through force. In other words, control it-
self must be controlled. _ : _
Science has turned up dangerous processes and materials before. To
use the facts and techniques of a science of man to che fullest extent -
without making some monstrous mistake will be difficult and obviously
perilous. It is no time for self-deception, emotional indulgence, or
the assumption of attitudes which are no longer useful. Man is facing
a difficult test. He must keep his head now, or he must start again --
a long way back. _ _ ) .
Those who reject the scientific conception of man must, to be logi-
cal, opposé the methods of science 'as well. The position is often sup-
bo;ted by predicting a series. of dire consequences which are to follow
if science is not checked. A recent book by Joseph Wood Krutch, The
Measure of Man, is in this vein. Mr. Krutch sees in the growing science

of man the threat of an unexampled tyranny over men's minds. If science
is permitted to have its way, he insists, '"we may never be able really
to think again." A controlled culture will, for example, lack some
virtue inherent in disorder. We have emerged from chaos through a. .
series of happy accidents, but in an engineered culture it will be "im-
possible for the unplanned to erupt again.' But there is no virtue in
the accidental character of an accident, and the diversity which arises
from disorder can not only be duplicated by design but vastly extended.
The experimental is superior to simple observation just because it mul- .
tiplies "accident" in a systematic coverage of the possibilities. Tech-
nology offers. many familiar examples. We no longer wait for . aumunity
to disease to develop from a series of accidental exposures, nor do we
wait for natural mutations in sheep and cotton to produce better fibers;
but we continue to make use of such accidents which occur, and we cer-
tainly do not prevent them. Many of the things we value have emerged ™~
from the clash of ignorant armies on darkling plains, but it is not
therefore wise to encourage ignorance and darkness.

1t is not always disorder itself which we are told we shall miss
but certain admirable qualities in men which flourish only fn the pre-
sence of disorder. A man rises above an unpropitious childhood to a
position of eminence, and since we cannot give a plausible account of the
action of so complex an environment, we attribute the achievement to
some admirable faculty in the man himself. But such "faculties" are
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suspiciously like the explanatory fictions against which the history
of science warns us. We admire Lincoln for rising above a deficient
school system, but it was not necessarily something in him which permit-
ted him to become an educated man in spite of 'it. His educational en-
vironment was certainly unplanned, but it could nevertheless have made
a full contribution to his mature behavior. He was a rare man, but
the circumstances of his childhood were rare too. We do not give
Franklin Delano Roosevelt thé same credit for becoming an educated man
with the help of Groton and Harvard, although the same behavioral pro-
ay uave been involved. The founding of Groton and Harvard
mewhat reduced the possibility that fortuitous combinations of c1rcum-
stances would erupt to produce other Lincolns. Yet the founders can
hardly be condemned for attacking an admirable human quality. ‘
Another predicted consequence of a science of man is an excessive
uniformity. We are told that effective control -- whether governmental
religious, educational, economic or social -- will produce a race of
men who differ from each other only through a relatively refractory
genetic difference. That would probably be bad design, but we must ad-
mit that we are not now pursuing another course from choice. 1In .a
riodern school, for example, there is usually a syllabus which specifies
what every student is to learn by the end of each year: This would b=
flagrant regimentation if ‘anyone expected every student tc comply. But °®
some will be poor in particular subjects, others will not study, others
- will not remember what they have been taught, and diversity is assured.
Suppose, however, that we someday possess such effective educational
techniques that every student will in fact be put in possession of all
the behavior specified in a syllabus.

At the end of the yes ', all students will correctly answer all
questions on the final examination and "must all have prizes." Should
we reject such a system on the grounds that in making all students ex-
cellent it has made them all -alike? Advocates of the theory of a special
faculty nfight contend that an important.advantage of the present system
is that the good student learns in spite of a system which is so defec-
tive that it is currently producing bad students as well. But if really
effective techniques are available, we cannot avoid the problem of de-
sign simply by preferring the status quo. At what point should educa-
tion be deliberately inefficient? - .

Such predictions of the havoc to be wreaked by the application of
science to human affairs are ustially made with surprising confidence.
They not only show a faith in the orderliness of human behavior; they
presuppose an established body of knowledge with the help of which it
can be positively asserted that the changes which scientists propose to
make will have quite specific results -- albeit not the results they
foresee. But the predictions made by the critics of science must be
held to be equally fallible and subject also to empirical test. We
may be sure that many steps in the scientific design of cultural patterns
will produce unforeseen consequences. But.there is only one way to find

"out. ‘And the test must be made, for if we cannot advance im the design
of cultural patterns with absolute certlainty, neither can we rest com-
pletely confident of the superiority of the status quo.

Apart from their possibly objectionable consequences, scientific
methods seem to. make nr provision for certain admirable qualities and
facuities which seem to have flourished in less explicitly planned cul- .
tures; hence they are called "degrading" or "lacking in dignity." (Mr.
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Krutch has called the author's Walden Two an 'ignoble Utopia.') The con-
ditioned reflex is the current whipping boy. Because conditioned re- /
flexes may be demonstrated in animals, they are spoken of as though they

"~ were exclusively subhuman. It is implied, as we have seen, that no be-
havioral processes are involved in education and moral discourse or, at
least, that the processes are exclusively human. But men do show condi-
tioned reflexes (for example, when they are frightened by all instances
of the control of human behavior because some instances engender fear),
and animals do show processes similar to the liuman behavior involved in
instruction and moral discourse. When Mr. Krutch asserts that " 'Condi- ~ '
tioning' is achieved by methods which bypass or, as it were, short-
circuit those very reasoning faculties which education proposes to
cultivate and exercise," he is making a technical statement which needs
a definition of terms and a great deal of supporting evidence.

If such methods are called '"ignoble" simply because they leave no

room -for certain admirable attributes, the~ perhaps the practice of
admiration needs to be examined. We might say that the child whose
education. has been skillfully planned has been deprived of the right to
intellactual heroism. Nothing has been left to be ‘admired in the way he
acquires an education.. Similarly, we can conceive of moral training-
which is so adequate to the demands of the ‘culture that men will be
good practically automatically, but to that extent they will be deprived
of the right to moral heroism, since we seldom admire automatic good- -
ness. Yet if we consider the end of morals rether than certain virtuous
means, is not "automatic goodness' a desirable state of affairs? Is it
not, for example, the avowed goal of religious education; T H. Huxley
answered the question unambiguously: ‘'If some grear power would agree ;
to make me always think what is true and do what is right, on condition /
of being a sort of cleck and wound up every morning before I got out of

bed, T shculd close instantly with the offer." Yet Mr. Krutch quotes
this as the scarcely credible point of view of a "protomodern" and seems
himself to share T.S. Eliot's contempt for ", ..systems so perfect/That

no one will need to be good."

“"Having to be good"' is an excellent example of an expendable hono-
rific. It is inseparable from a particular form of ethical and moral
control. We distinguish between the things we have to do to avoid o
punishment and those we want to do for rewardlng consequencés. In a "~ '
culture which did not resort to punishment we should never 'have" to
do anything except with respect to the punishing contingencies which
arise directly in the physical'environment. And we are moving toward
such & culture, because the neurotic, not to say psychotic, by- products
of control through punishment have long since led compassionate men to
seek alternative techniques. Recent research has explained some of the
objectionable results of punishment and has revealed resources of at ‘

. least equal power in "positive reinforcement.' It is reasonable to look
forward to a time when man will seldom '"have" to do anything, although
he may show interest, energy, imagination and productivity far beyond
the level seen under the present system (except: for rare eruptions of
the unplanned).

What we have to do we do with effort. We call it "work." There is
no other way to distinguish between exhausting labor and the possibly
equally energetic but rewarding activity of play. It is presumably good
cultural design to replace the former with the latter. But an adjustment
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in attitudes is needed. We are much more practiced in admiring the
heroic labor of a Hercules tharn i:he activity of one who works without
having to. In a truly effective educational system the studeént might
not "have to work'" at all, but that possi»ility is likely to be received
by the contemporary teacher with an emotion little short of rage.

We cannot reconcile traditional and scientific views by agreeing
upon what is to be admired or condemned. The question is whether anything
is to be so treated. Praise and blame are cultural practices which
‘have been adjuncts of the prevailing system of control in Western demo-
cracy.- All péoples do not engage in them for the same purposes or to
the same extent, nor, of course, are the same behaviors always classi-
fied in the same way as subject to praise or blame. In admiring in-
tellectual and moral herqism and unrewarding labor, and in rejecting a
world in which these wou%ﬁ be uncommon, we are simply demonstrating our .
own cultural conditioning. By promoting certain tendencies to admire and
censure, the group of which we are a part has arranged for the tocial
reinforcement and punishment needed to assure a high level of intellec-
tual and normal industry. Under other and possibly better controlling.
systems, the behavior which we now admire would occur, but not under
those conditions which make it admirable, and we should have no reason
to admire it because the culture would have arranged for its maintenance
in other ways. ’

. To those who are stimulated by the glamorous heroism of the battle-
field, a peaceful world may not be a better world. Others may reject a
world without sorrow, longing or a sense of guilt because the relevance
of deeply moving works of art would be lost. To many who have devoted
their liv-- to the struggle to be wise and .good, a world without con-
fusion and evil might be an empty thing. A nostalgic concern .for the de-
cline of rnoral heroism has been a dominating theme in the work of
Aldous Huxley. .In Brave New World he could see in the application of
science to numan affairs only a travesty on the notion of the Good (just
as George Orwell, in 1984, could foresee nothing but horror). 1In a-
recent ist e of Esquire, Huxley has expressed the point this way: 'We
have had rcligious revolutions, we have had political, industrial,
economic anl nationalistic revolutions. -All of them, as our descen-
dants will discover, were but ripples in an ocean of conservatism --

“trivial b ‘mparison with the psychological revolution toward which
-.Je are g~ capidly moving. That will really be a revolution.  When it is
over tt. uman race will give no further trouble." (Footnote for the

reacer of the future: This was not meant as a happy ending. Up to 1956
men had been admired, if at all, either for causing trouble or alleviating
it. Therefore -- ) s - :
It will be a long time before the world can dispense with heroes and
hence with the cultural practice of admiring heroism, but we move in
that direction whenever we act to prevent war, famine, pestilence and
disaster. It will be a long time before man will never need to submit
to punishing environments or engage in exhausting labor, but we move in
that direction wheunever we make food, shelter, clothing and labor-saving
devices more readily available. We may mourn the passing of heroes but
not the conditions which make for heroism. We can spare the self-made
saint or sage 8s we spare the laundress on the river's bank struggling
against fearful odds to achieve clea:liness.
The -two great dangers in modern democratic thinking are illustrated
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in a paper by former Secretary of State Dean Acheson. "For a long -time
now," writes Mr. Acheson, 'We have gone along with some well-tested
principles of conduct: That it was better to tell the truth than false-
hoods; ...that duties were older than and as fundamental as rights; as
Justice Holmes put it, the mode by which the inevitable came.-to pass was
effort; that to perpetrate a harm was wrong no matter how many joined

in it...and so on...Our institutions are founded on the assumption that
most people follow these principles most of the time because they want
‘to, and the institutions work pretty well when this assuuption is true.
More recently, however, bright people have been fooling with the machi-
nery in the human head and they discovered quite a lot...Hitler intro-
duced new refinements fas the result of which) a whole people have been
utterly confused and corrupted. Unhappily neither the possession of this
knowledge nor the desire to use it was confined to Hitler....Others dip
from this same devil's cauldron." S S

The first dangerous notion in this passage is that most people
follow democratic principles of conduct "because they want to.'" This
does not account for democracy or any other form of government if we
have not explained why people want to behave in given ways. Although
it is tempting to assume that it is human nature to believe in demo-
cratic principles, we must not overlook the "cultural engineering"
which produced and continues to maintain democratic practices. If we
neglect the conditions which produce democratic behavior, it is useless
to try to maintain a democratic form of government. And we cannot ex-
pect to export a democratic form L of government successfully if we do
not also provide for the cultural practices which will sustain it. Our
forehearers .did not discover the essential nature of man; they evolved
a pattern 6f behavior which worked remarkably well under the circum-
stances. The "set of principles" expressed in that pattern is not the
only true set or necessarily the best. Mr. Acheson has presumably
listed the most unassailable items; some of them are probably beyond
question, but others -- concerning duty and effort -- may need revision
as the world changes. .

The second -- and greater -- threat to the democracy which Mr.
Acheson is defending is his assumption that knowledge is necessarily on
the side of evil. All the admirable things he mentions. are attributed
to the innate goodness of man, all the detestable to "fooling with the
machinery in the human head." This is reminiscent of the position, taken
by other institutions engaged in the control of men, that certain forms
of knowledge are in themselves evil. But how out of place in.a demo-
cratic philosophy! Have we come this far only to conclude that well-
intentioned people camnot study the behavior of men without becoming
tyrants or that informed men cannot show good will? -~ Let us for once
have strength and good will on the same side. o

Far from being a threat to the tradition of Western democracy, the
growth of a science of man is a consistent and probably incvitable part
of it. In turning to the external conditions which shape and maintain
the behavior of men, while questioning the reality of inner qualities and
faculties to which human achievements were once attributed, we turn from
the ill-defined and remote to the observablel and manipulable. ‘Though it.
is a painful step, it has far-reaching consequences, for it not only sets
higher standards of human welfare but shows us how to meet them. A
change in a theory of human nature cannot change the facts. The
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achievements of,maqvin science, art literature, music and morals will -
survive any interprétation we place upon them. The uniqueness of the
individual is unthallenged in the scientific view. Man, in short, will
‘remain man. (There will be much to admire for those who are so in-
clined. Possibly the noblest achievement to which man can aspire, even
according to present standards, is to accept himself for what he is, as
that is revealed to him by the methods which he devised and tested on a
part of the world in which he had only a small personal stake.)

I1f Western democracy does not lose sight of the aims of humanitarian
action, it will welcome almost fabulous support of its own science of
man and will strengthen itself and play an important role in building a
better world for everyone. But if it cannot put its "democratic philo-

sophy" into proper historical perspective -- if, under the control of
attitudes and emotions which it generated for other purposes, it now
‘ rejects the help of science -- then it must be prepared for defeat. ..

For if we continue to insist that science has nothing to offer but a
new and more horrible form of tyranny, we may producc just such a
result by allowing the strength of science to fzll in the hands of des-
pots. And if, with luck, it were to fall instead to men of good will

. in other political communities, it would be perhaps a more ingnominious
humiliating defeat; for we should then, through a miscarriage of demo-
cratic principles, be forced to leave to others the next step in man's
long struggle to control nature and himself. '
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JOHN DEWEY AND THE PROGRESSIVE-EﬁUCATION MOVEMENT, 1915-1952

by
Lawrence A. Cremin

John Dewey had a story -- it . must have been a, favorite of his —- about
"a man who was somewhat sensitive co.the movements of things about him: He
had a certain. apprerla*lon of what things were passing away and dying and of
what thlngs were being born and growing. And on the strength of that response

_ he foretold some of: the things that were going to happen in the future. When
he was seventy years 'old the people gave him a birthday parcy and they gave
him credit for bringing to pass the things he had ‘foreseen might come to pase.
With characteristic modesty, Dewey told the story autobiographically, using
it to describe his own place in the history of American life and thought. And
granted the genuinely seminal character of his contribution there was a measure
of truth .,to his disclaimer. .

Consider, for example, Dewey's relation to the, early/ﬁrogressive education
movement; it provides an excellent case in point. We know that the movement
arose during the 1890's as a many-sided protest against pédagogical narrowness
and inequity. It was essentially pluralistic, often self- contradictorv and
always related to broader currents of social and political progre531v1sm In
the univeristies it appeared as part of a spirited revolt against formalism
in philosophy, psychology, and the social sciences. In the cities it emerged
as-one facet of a larger program of social alleviation and municipal reform.
Among farmers, it became the crux of a moderate, liberal alternative to -
radical agrarianism.

It was at the same time the ”social éducation" demanded by urban settlement
workers, the "schooling for country life" demanded by rural- publicists, the

. vocational training demanded by businessmen's associations and labor ynions
alike, and the new techniques of instruction demanded by avant garde-pedagogues.
Like progressivism writ large, it compounded a fascinating congeries ‘of ,
seemingly ‘disparate elements: the romanticism of G. Stanley Hall and the
realism of Jacob Riis, the scientism of Joseph Mayer Rice and the reformism
of Jane Addams.. Its keynote was diversity, of protest, of protestor, of proposel,
and of proponent; it was a diversitg destined to leave its ineradicable mark on a
half-century of educational” reform. '

nl

Reprinted from School Review, Vol. 67, No. 2 (Summer 1959), by permission of
the Univer51ty of Chicago Press. Copyrlght 1959 by the University. of Chicago.

1John Dewey: The Man_and Hls Philosophy (Cambridge, Massachusetts:
Harvard University Press, 1930), p. 174.

2See my essay ''The Progre551ve Movement in American Education: A
. Reappraisal," Harvard Educational Review, XXVII (Fall 1957), 251-270.
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There were, needless to say, numerous attempts to portray this re-
-markable movement in its early decades, "but nowhere is its eXtraordlnary
diversity more Lnte111gen§1y documented than in Dewey's volume Schools
of To-Morrow, published 1n 1915 in collaboration with his daughter Evelyn.

. Over the years, Dewey's cont1nu1ng ‘interest in pedagogical theory, his
w1de1y pub11c1zed work at the Laboratory School he and Mrs. Dewey had
founded in 1896, his reputation as a tough minded analyst of pedagogical
schemes, and. h1s unfailing support of progres51ve causes had combined to
make increasingly an acknowledged spokesman of the progressive-education .~

\\\ movement. Schools of To-Morrow did much to™ secure this.image of him in’
the public mind. Within ten years the book had gone through ‘fourteen
printlngs, unusual for any book, unheard-of for a book about educatlon.

Written neither as a textbooknor as dogmatic expos1t1od of "the new,
the volhme is “designed "to show what actually happens when schools start
out to put into practice, each in its own way, some of the theories that
‘have been pointed to as the soundest and best ever since Plato. [3 l'Preface"].ﬁ
More  than anything, the Dewey of Schools of To-Morrow is "the man "sensitive :.

to the movement of things about him." The reader is treated to a fascinating
collectjon of glimpses -- into Marietta Johmson's Organic School at Fairhope,
Alabama

the Francis Parker School in Chicago. Carnline Pratt's Play School in New =~
York, th indergarten at Teachers College, Columbia University, and certain
public schoo;z of Gary, Chicago, and Indianapolis. 'In each instance, the

\&i:nius Meriam's experimental school at the University of Missourf

guiding educational theory is given and the téchniques by which the theory .
is put into practice are described. The approach is essentially journalilstic;
Dewey's enterprise is to elucidate rather than to praise or criticize.

Yet there is a very special kind of reporting here, one that bears

X

closer examination. Richard Hofstadter has observed that the Progressive
mind was typically-.a journalistic mind, and that its charactgristic contri-
bution was that of a socially responsible reporter-reformer. Certainly this
was Dewey's central contribution in Schools of To-Morrow. For in addition
to the who, the what, ‘the when, and the where, Dewcy gives us a succession
of social whys that quickly transform a seemiagly unrelated agglomeration cf
pedagogical experiments into several facets of a genuine social movement.

Merely as a record of what progressive education actually was and what
it meant to Dewey circa 1915, the book is invaluable. The text abounds in
vivid discriptions of the physical education, the nature studies, the manual
work, the industrial training, and the innumerable "socialized activities"
in the schools of tomorrow. There is exciting talk of more freedom for
children, of greater attention to individual growth and development, of a
new unity between education and life, of a more meaningful school curriculiam,
of a vast democratizing of culture and learning. Nowhere is the faith and .
optimism of the progressive-education movement more dramatically conveyed,

3JohnDewey and Evelyn Dewey, Schools of To-Morrow (New York: E.P.
Dutton & Co., 1915). |

4Richard Hofstadter, The Age of Reform (New York: =~ Alfr.< A. Knopf,
1955), p. 185. ’
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Moreover, as the analysis proceeds, Dewey's powers'as a "sociaiiy
responsible reporter-reformer'" are soon apparent. . He points enthusiastically
to the concern with initiative, originality, and resourcefulness in the new -
pedagogy, deeming these qualities central to the life of a free society.

He commends the_breédth of the new school programs, their attention to
health, citzenship, and vocation, arguing that such breadth is not only a
necessary adaptation to industrialism but an effort to realize for the first
time in history the democratic commitment to equal educational opportunity.
He sees the new empha51s on "learning by doing'" as a device par exceilence
to narrow the gap between school and life; and closeness to:life is required
"if the pupil is to understand the facts which the teacher wishes him to
learn; if his knowledge is to be réal not verbal; if his education is to
furnish standards of judgment and comparison'" [3:294]. Even more' important,
perhaps, a school close to life sends into sociéty men and women "intelligent
in the pursuit of the activities in which they engage" [3: 249] ‘People educated
in this way are inevitably agents. of constructive social change, and the. :
schools which educate them are thereby intimately bound to the larger cause -
of reform [3: 226- -227]. .Indeed, it is this very tie that makes progressive
education progressive! ¢

Actually, the dialectic between Dewey the observer and Dewey the reformer
is probably the most 1ntr1°u1ngth1ng about the volume. =) On the one hand, we

-know that many of the pedagogical exgerlments he describes grew up quitep .
independently of his own theorizing. On the other hand, we recognize much

- in Schools of To-Morrow chat exemplifies the very things he himself was urging
in pamphlets going back at least twenty years. 7 The only way to handle the

two Deweys, it seems, is to.return to his-own disclaimer, that he really yas
"the man sensitive to.the movement of thingsabout,him" and to the thesis that
his most seminal contribution was to deyeldp a body of pedagogical theory
which could encompass the terrific diversity’ of the progressive-education move-
ment. It is no coincidenceé that Democracy and Education came a year later and
wove the diverse strands of a quarter-century of educational protest and
~innovation into an integral theory. 8 The later work has since

il

5Aétually, Evelyn Dewey visit¢d the several schools and érote tle descriptive
chapters of the volume; but no.pun is intended by the phrase--Dewey the Observer.,
The larger design of the book--both descriptive and analytical--is obviously the
elder Dewey's. - '

o

6One need only check some of .the .independent accounts, for example, Marietta
Johnson, Thirty Year’s with an Idea (unpublished manuscript in the library of
Teachers College, Columbia Unjiversity, 1939), cr Caroline Pratt, I Learn from .-
Children (New York: Simon and Schuster, 1948).

7The ideas of My Pedagogic Creed (New York: E.L. Kellogg & Co., 1897),
The School and Society (Chicago: University of Chicago Press, 1899) The Chil
and the Curriculum (Chicago: University of Chicago Press, 1902), and "The School
as Social Center" (published in the National Education Association Proceedings
for 1902) are particularly apparent. See Melvin C. Baker, Foundations of John .
Dewey's Educational Theory (New York: King s Crown Press, 1955) for an analysis
. of Dewey's pedagogical ideas prior to 1904.

3

8John Dewey, Democracy and Education (Neﬁ York: ‘' Macmillan, 1916).
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_over-shadowed Schools of To-Morrow~~but the two! ghgh;.not to be read
apart. One is as much the classic.of the” eaﬂLy progressive-education
movement® as tite other. Their genid was to express a pedagogical age.)
"For their- very ex1stence, the mdvement was. infused with larger meaning
and hence could’never be the same again -

World War I marks a great d1v1de in the history of progre531vé educa-
tion. Merely ‘the founding of the Progre551 e Education Association’ 1n
1919 ‘would- have changed. the, movement signif¥cant1y, since what-had -
formerly been‘a ratherwloosely defined .revglt against academic formalism "’
now gained a~vigorous "organizational. voice’ But there were deeper changes
in the image “of’ progre551v1sm itself, that were bound to influence the
course and mearing of’educational reform

Malcolm Cowley, in his delightful reminlsrence of the twent1es, Ex11e s
Return, describes these changes well. He notes insightfully that intellectual

- protest in prewar years had mingled two quite different sorts of revolt: .
bohemianism and radicalism. The one was essentially an individual revélt

. against puritan restraint; the other, primarily a 'social revolt against the.
evils of capitalism. World War I, he argues, brought a parting of the ways. -
People were suddenly forced to decide what kinds of rebels they.were. If¢ :
_ they were merely rebels against puritanism, they could exist safsly in Mr.
.Wilson s world; if they were radicals, the ,had no place in it.

Cowley's analysis provides a key to one of the important intellectual
shifts of the twenties, With tha.e¥id of the War, radicalism seemed .no E
longer in fashion among the avant garde, particularly the artists and literatij
who flocked to the Greenwich Villages of New York, Chicago and San Francisco.
It did not die; it was merely eclipsed by a polyglot system of ideas which’
combined the doétrines of self- -expression,- liberty, and psychological adJustmen
into a confident, iconoclastic individualism that fought the‘constraints of
Babbitry and the discipline of social reform as well. And just as prewar
progressivism had given rise to a new educational ‘outlook one which cast
the school as a lever of soc1a1 change, ‘so this postwar protest developed
its own characteristic pedagogical argument: the notion that each individual

has uniquely creative potentialities, and that* a school in which children
are encouraged freely to develop these potentialities is the best guarantee
of a larger society truly devoted to hufian worth and excellence.

’

-

9The organiiatidn ‘was «founded by a young reformist educator named S tanwood
Cobb, who had come under the influence of Marietta Johnson. Dewey refused a *
number of early invitations to associate Himself with "the group, but later serv
as its honorary president. The best account of the Association's first years i
given in Robert Holmes ‘Beck, "American Progressive Education, 1875 1930" -(unpub
Ph.D. thesis, Yale Unlversity, 1942)

10 Ma1colm Cowley, Exile's Returr (New York W.W. Norton & Co., 1934),
Henry F. May contends that ‘the shift toward what Cowley call bohemianism
actually began well before the War. See "Fhe Rebellion of the Intellectuals
‘1912- 1917 " American anrterly, VIII (Summer 1956), 114-126.
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Now those who had read Schools of To-Morrow must certainly have -
‘recognized this essentially‘Rousseauan stance, it had been at theé heart
of several of the schools Dewey had described. Yet readers who had trouble
‘to follow Dewey's argument to the end, and whohad accepted his analysis
incorporating Rousseau’s insights into a 1arge9\s? ial reformism, must
~ have noted a curicus difference of - -emphasis here.™ ° For just as radicalist
. seemed eclipsed in the broader protestsof the twentles so it seemed to
disappear from the progressive pedagogy of the'decade. 12 For all intemts
and purposes, the -avant ‘garde pedagogues expanded one part .of what progres:
education had.formerly meant into its, total medning. .

Nowhere is this tranaformatlon more Llearly documented than in the
characteristic eXegesli of progre551ve£educatiov during t*. twenties, The
' Child-Centered School. Written by Harold Rugg and Ann -..umaker in 1928,
the voluw. attempts fur the movement in its time whati Schools of To-Morrow
-had done a 'decade earlier. Its pages teem with pedagogical experiments. il

trating the new articles of pedagogical faith: freedom, child interest,
pupil initiative, creative self-expression, and personality development.
_And just as Deyey had seén a central connection with democracy as the crux
- of the carlier movement, so Rugg and Shumaker saw the relatlonship with th
creative revolution of the'twenties as the-essential meaning of this one.
To .grasp the signigicance of the child-centered schools, they urged, one h
to comprehend the historic’battle of the artist against the standardizatio
the superficiality, and the commerc1a115m of industrial civilization. The
to the Ereative revolution of the twenties. was the triumph of self-express
in art and in education as well. Hence in creative self- -expression they f
the quintessential meaning of the progessive-education' movement.

Dewey, of course, was not wnaware of the. continuing’ ferment in pedagc
circles. His interest in education per51sted but- as the decade progresse
he became less and less the sensitive observer and interps vgter of the prog
education movement and increasingly its critic.. As early as 1926,- for exa
hie attacked the studied lack of adult guidance in the avant .garde. schools
) wlth a sharpness uncommon in his writing, "Such a method," he observed, "
teally 'stupid. For it attempts the‘1mp0351b1e, which is always stupid; ar
dt misconceives the conditions of 1ndependent thinking" [14 37] Freedom,

e counselled, is not scmething given at“birth; nor .is it bred of planless
1t is something to be achieved, to be syStematically wrought out 'in co-ope
with experienced teachers, knowledgeabl in their own traditionms. Baby, I
insisted, does not know best! ; T . LT

3

‘a

1The incorporation is most clearly evident in Chapter 12 of Schools
Morrow. See also Dewey s comments on Rousseau in Fhapte* 7 and 9 of Demoi
and Education. .

2Radlcallsm even tended to disappear from pedagogical formulationsn
political radicals. See, for example, Agnes de Lima, Our Enemy the Child
(New York: 'New Republic, 1925), Ch. 12,

13Haroid Ru and Ann Shumaker, The Child Centered School (Yonkers o!
Hudson, New York,~ %Prld Book Co., 1928).

14Hls essay, originally published 1n.me Journal of the Barnes Founda
is reprinted in John Dewey et al. Art and Educatiom, pp. 32 -40.
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‘Two years later, the same year The Child-Centered 3¢hool appeared,
Dewey used the occasion of a major address before the Pﬂogre551ve Education
Assoc1at10n to reiterate his point. '"Progressive schoolls," he noted,

"set store by individuality, and sometimes it- seems to bg thought that
orderly organization of subject-matter is hostile to the|needs of students
in their individual character. But individuality is something dev;lqpfng -
and to be continuously attained, not something given all jav once and ready-
made" [15:201]. Far from being hostile to the principle of individuality,
he continued, some systematic organization of activities and subject macter
is the only means for actually achieving 1nd1v1dua11ty, and teachers, by
virtue of their richer and fuller experience, have not on%g the right bnt
the high obligation to assist students in‘the enterprise. ;

His strictures were not heeded, and in 1930 he \'eveled them gven more
vigorously in the concluding essay of a New Republi?c series evaluating a
decade of progressive education. 16 ‘The formalism aéd-isolation of the
conventional schoolroom had literally cried out for reform, be recalled.

But the point of the progressive revolt had been not tc rid the school of
suhject matter, but rather to build a new subject matter, as well organized
w3 rthe old but having a, more intimate relation to the experience of students.
"The relative failure to" accomplish this result indiéates the one-sidedness
of ‘the idea of the 'child-centered' schQol" [16:205].

Then Dewey went on to a more.pervasive critcism. Progre551ve schools,
he conceded, had been most successful in furthering creativity in the arts.

But this accomplishment, however much it contributed to private sensibilities, -
had hardly met cither'the social or the aesthetic needs of a democratic-
industrial society. A truly progressive education, he concluded, "requires

a searching study of society and its moving forces. That the traditional schools
have almost wholly evaded consideration of the social potentialities of education
is no reason why progressive schools should continue thehevasion, even though

.it be sugared over with aesthetic refinements. The tﬁ‘e ought to come when

no one will be judged to be an educated man or woman who does not have insight
into the basic forces of industrial and urban civilization. Only schools which
take the lead in bringing about this kind of education can. claim 'to be
progrussive in any socially significant sense" [16:206].

Dewey's comments seemed particularly & propos in the summer of 1930
Already the depression which was to envelop the nation and become the central
fact of the thirties was very much in evidence. Breadlines were common in the
industrial cities, and women could be seen raking through community refuse’
heaps as soon as garbage trucks departed. .Suddenly radicalism was no longer T

-

..

! . - 15John ‘Dewey, "Progressive Education and the Science of Education,"
Progre581ve Education v (July-August-September 1928), 197- 204

16John Dewey, "How Mucl Freedom in New Schools?" New Republic, LXIII
/ (July 9, 1930), 204- 206. THKe decade to which the New Republic refers is, of
course 1919-1929. The implication, that progre-sive ‘education really began
with the founding of the Progressive Education Assoc1a*ion,‘1s .oft-repeated
but erroneous ,
o 15/
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passe; it was bohemianism that appeared a little out of date. ;7 Socially
conscious nctions of progressive education, disparaged by the avante gar?g
of the twenti~s as "social efficiency," were now very much to the point.
It shoulu be¢ no surprisc that Dewey's formulation of the meaning of
progressivism in edlication came. once again to the fore. Early in 1932
he accepted membership on a yearbook commission of the National Society
of College Teachers of Education dedicated to producing a statement of
.philosophy of education appropriate to the times. The volume which
emerged, The Educational Frontier, is, like The-Child Centered School,
the characteristic progrc551v1st statement of its decade. And while its
rormulations are essentially collabo,atLve, Dew:y's -own views are clearly
discernible in two chapters he wrote jointly with his student John L. Childs. 19
The Dewey of these chapters is now the vigorous proponent. His plea
is for an educational program conceived in the broadest terms, one which
has "definite reference to the needs and issues which mark and divide our
domestic, economic, and political life in' the ger+: :tion of which we are
a yart" [19:36}. As with his~ educational outlook from the beginning, his
call is for a school close to- life, one that will send into sochety people
able to understand it, to live intelligeutly as part of it, and to change
it.to suit their visions of the better life. Once again, he sees changes
through education as "correlative and Lnteractlve" with changes through
politics. "No social modification, sl: zht or revolutionary, can erdure
except as it enters- into the action of/a people through their desires and

. purposes. “This. 1ntroduct10n and perpetuation are effected by education"

! °[19:318]- / &

. Dewey held essentially to this p051t10n throughout the stormy thirties.
To George Counts's provocative: question '"Dare the school build a new )
social order?! Dewey replied that in an industrial society with its multi- '
plicity of political and educative agencies, the school could never be the
main determinant of political, intellectual, or moral change. 20 "Nevertheless,
he continued, "wh11e the school is not a suff1c1ent condition, it is a
necessary condition of formihg the understanding and the dlggosxtipns that
are required to maintain a geriuinely changed social order." It would be
revolutlon enough Dewey once told an NEA audlence, were educators to begin

17 L |
Cowley's "Epllogue" in thet1951 reissue of Ex11e s Return is an interesting

commentary on this point.

8The common cry was that \Dewey had been too much the rationalist to
develop an adequate theory of c eat1v1ty See, for example, The Ch11d~
Centered School, pp. 4, 324-325. ; /

19W1111am H. Kilpatrick (ed D, The Educational Frontler (New York: Apple- \\\\
ton-Century, 1933). Dewey actu ly wfote Chapters 2 and 9, though as joint

efforts with Childs. See also "The Crucial Role of Intelllgence,” Social
Frontier, I (February 1935) 9- 10\;/ - R

OSee George S. Counts Dare \the School Build a Naw Social Order? (New
'YorK: John Day Company, 1932) The tension between bohemianism and ‘redicalism
within the progressive- educatlonfmdvement is dramatically protrayec by Counts
in an address in 1932 to the Progre551ve Education Association, ''Dare Progressive
Educatlon\Be Progressive?" Progre551Ve Education, IX (April 1932) 257-263

21
John Dewey, "Education and Soc1a1 Change," Social Frontier, III (May 1937)

235~ 238 Italics mine. See also ""Can Education Share in Social Reconstruction?"
Social Frontier, I (October 1934), 11-12. i
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to recognize the fact of social change and to act upon that recognition
in the schools.

Dewey steadfastly opposed indoctrination in the form of the inculca-
‘tion of fixed social beliefs. But he did contend that for schools to be pro-
gressive, teachers would have to select the newer scientific, technological,

‘ and cultural forces produc1ng changes in +the old order, estimate their

. ouicomes if §1ven free play, and see what could be done to make the schools”
their ally. To some, of course, this was as crass a form of indoctrination
as any; and Dewey was criticized on the one hand by those who inisted that
his notions would cast the school into an indefensible presentism at the
oxpense of traditional values and verities, and on thc other by those in
the progressive camp who maintained that any social guldance by adults was
really an’unwarranted form of imposition.

.Dewey -replied to both groups in what was destined to-be his most
important pcdagogical work of the thirties, Experience and Educatiom. The
volume is 4 ly a restatement of aspects of his educational outlook in the
context of ' criticisms, distortions, and misunderstandings which had . ‘
grown up over two decades. There is little fundamentally new, except Cy

/A perhaps the tone. Progressive educators, he suggests, should begin to think
"in terms of Education itself rather than in terms of some 'ism about
education, even such an 'ism as 'progressivism.' For in spite of itself
any movement that thinks and acts in terms of an 'ism becomes so involved
in reaction against other 'isms that it is unwittingly controlled by them.
For it then forms its principles by reaction against them iistead .of by a
comprehensive constructive survey of actual needs, problems, and possibilities.
By 1938, Dewey the sensitive observer could already note, probably with a.
measure of sadness, that the movement was devoting too much of its energy
to internecine ideological conflict and too little, perhaps to the advance-

o - ment of its own cause. :

’ Frederic Lilge, in a percept1Ve essay he recently published in a volume
' honoring Robert Ulich, contends that Dewey's pedagogical progre551v1sm em-
bodies a fundamental 1ncon51stency which Dewey never really resolves.
§

¢

"ne

/o | . \
J/ L 22John Dewey, ""Education for a Changing Social Order:\\National Education .
. Association Proceedings, 1934, pp. 744-752. . N\,
- 23 " \

John Dewey, "Education and Social Change," op. cit., an “Educatidn
Democracy, and Socialized Economy," Social Frontier, V (Decemben 1938), 71-72.

/., The latter article deals with an exchange between John L. Ch11ds Qs Boyd H.
Bode in the prev1ous issue of Social Frontier.

. ; 24 . .
| e John Dgwey, Experience and Education (New York: The Macmillan mpany,

| 1938), pp. vi-vii.

r/ . .
: 25rrederlc Lilge, "Politlcs and the Philosophy of Education,' in L1bera
/ S Traditions in Education, George 2. F. Bereday (ed.) (Cambridge, Mass.: Grad
' uate School of Education, Harvard University, 1958), pp. 27 -49,
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A theory'which seems to harmonize the school with the larger social
" environment 3 Jilge argues, and which casts the school as a lever of

reform, inei&tably faces a twofold difficulty: first in determining

which social goals to serve in the school; and second, in deciding whether
or not to embark on an ever.broader program of political reform outside

the school. Thus, ''Dewey was confronted by two equally repellent alter-
natives: pursuing his basic aim of adjusting the schools to the social
environment, he could integrate them with institutions and practices whose
underlying values he rejected; or he could attempt to withdraw them from
being thus corrupted, but at the cost of sacrificing that closeness to
actual life which it was one of the main aims of his educational philosophy
to establish" [25:29]. Lilge contends that Dewey accepted neither, and

that the thirties saw him and a nymber of influential followers increasingly
thrust into a clearly political program of reform, both via the schools

and outside of them. Their manilesto was Counts's pamphlet, Dare the
School Build a New Social Order; their statement of educational principles
was The Educational Frontier; their intellectual organ was the Social
Frontier, a journal which appeared regularly in the decade following 1934.

‘Now Lilge himself grants that Lis analysis is far more relevant to

_some of Dewey's disciples than to Dewey himself. Even so, some clarification
is needed. For to pose the dilemma in the first place is to misread the
relationship between progressive education and progressivism writ large,
particularly as Dewey perceived it. Dewey had no illusions about the school
changing society on its~ewn; that educational and political reform would
have to go hand in hand was the . progressive view from the beginning.

Nor did the notion of adjusting the school to society imply that the school
would have to accommodate itself to all institutions and practices. Dewey
wanted schools to use the stuff of reality to educate men and women intelligent
.about reality. His notion of adjustment was an adjustment of conditions,
-not to them, a remaking of exist%ng conditions, not a mere remaking of self
and individual to fit into t:hem.»7 And as for the corrupting influence of
life itself, Dewey was no visionary; the problem for him was not to build
the perfect society but a better society. To this he thought a school that
educated for intelligence about reality could make a unique contribution.

Dewey restated these faiths in the introductory essay he wrote for Elsie

Clapp's 1952 volume, The Use of Resources in Education; it is probably his
last major statement on education.4% Once again, he returns tojthe role

of sensitive observer. "In the course of more than half a century of par-
ticipation in the theory and practice of education," he writes, "I have

¢

26 . '
. Dewey makes the point on page 226 of Schools of To-Morrow and in
Article V of My Pedagogic Creed. ' :

27This is a central point in view of contemporary attacks on“Dewéy.
See The Educational Frontier, p. 312.°
' 28

. Elsie Ripley Clapp, The Use of Resources in Education (New York:
Harper & Row, 1952), pp. vii-xi.
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witnessed many successes and many failures in what is popularly known as
'progressive education,' but is also known as 'the new education,' 'modern
education,' and so on." He sees the triumph of the movement in the changed
life-conditions of the American classroom, in a greater awareness of the
needs of the growing human being, in the warmer personal relations between
teachers and students. But as with all reform victories, he see attendant
-dangers. No education is progressive, he warns, unless it is making progress.
And he observes somewhat poignantly that in schools and colleges across the
country, progressive education has been converted into a set of fixed rules
and procedures "to be applied to educational problems externally, the way musta
plasters, for example, are applied'" 1If this ovssification continues, he fears
progressive education will end up ‘guilty of the very formalism it sought to
correct, a formalism "fit for the foundations of a totalitarian society and
for the same reason, fit to subvert, pervert and destroy the foundations
of a democratic society." . .

"For the creation of democratic society," he concludes, "we need an
educational system where the process of moral-intellectual development is
in practice as well as in-theory a cooperative transaction of inquiry engaged
in by free, independent human beings who treat ideas and the heritage of the
past as means and methods for the further enrichments of life, quantitatively
and qualitatively, who use the good attained for the discovery ‘and establishmen
of something better." Dewey's sentence is involved, complex, and overly long;
but it embodies the essence of the movement as he saw it. Those who would -
“understand progressive education would do well to ponder it, as would those
who set out to build today's-.schools of tomorrow.
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THE INTERPERSONAL RELATIONSHIP IN THE FACILITATION OF LEARNING

’ . by
Carl R. Rogers

...It is in fact nothing short of a miracle that the modern
methods of instruction have not yet entirely strangled

the holy curiosity of inquiry; for this delicate little
plant, aside from stimulation, stands mainly in need of
freedom; without this it goes to wrack and ruin without
fail. -- Albert Einstein

I wish to begin-this paper with a statement which may seem surpris-
ing to some ‘and perhaps offensive to others. It is simply this:

_ Teaching, in my estimation,  is a vastly overrated function. : ,

Having made such a statement, I scurry to the dictionary to see if
I really mean what I say. Teaching means '"to instruct." Personally I
am not much interested in instructing another. '"To impart knowledge
or skill." My reaction is, why not be more efficient, using a book or
programmed learning? "To make to know." -Here my hackles rise. I have
no wish to make anyone know something. "To show, _uide, direct." As
I see it, too many people have been shown, guided, directed. So I come
to the conclusion that I do mean what I said. Teaching is, for me, a
relatively unimportant and vastly overvalued activity. .

But there is more in my attitude than this. I have a negative
reaction to teaching. Why? I think it is because it raises all the
wrong questions. As coon as we focus on teaching, the question arises,
what shall we teach? What, from our superior vantage point, does the
other person need to know? This raises “the ridiculous question of
coverage. What shall the course cover? (Here I am acutely aware of
the fact that "to cover'" means both "to take in'" and "to conceal from
~ view," and.I believe that most courses admirably achieve botb these .
aims.) This notion of coverage is based on the assumption the: what is
taught is what is learned; what is presented is what is assimilated. I
know of no assumption so obviously untrue. One does not need research
to provide evidence that this is false. ‘One needs only to talk with a
few students. , ' 4

But I ask myself, "Am I so prejudiced against teaching that I find
no situation in which it is worthwhile?" I immediately think of my ex-
perience in Australia only a few months ago. I became much interested
in the Australian aborigine. Here is a group which for more than 20,000
years has managed to live and exist in a desolate environment in which a
modern man would perish within a few days. The secret of his survival
has been teaching. He has passed on to the young every shred of know-
ledge about how to find water, about how to track game, about how to
kill the kangaroo, about how to find his way through the trackless
desert. Such knowled®& is conveyed to the young as being the way to
behave, and any innovation is frowned upon. It is clear -that teaching
has provided him the way to survive in a hostile and relatively unchang-
ing environment. '

Reprinted with permission of the Association for Supervision and
" Curriculum Dev%&Opment'and Carl R. Rogers. Copyright (c) 1967 by the
Association for' Supervision and Curriculum Development. .
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Now I am closer to the nub of the question which ekcites me. Teach-
ing and the imparting of knowledge make sense in an unchanging environ-
ment. This is why it has been an unquestioned function for centuries.
But if there is one truth about modern man, it is that he lives in an
environment which is continually changing. The one thing I can be sure
of is that the physics which is taught to the present day student will
be outdated in a decade. The teaching in psychology will certainly be
out of date in 20 years. The so-called "facts of history" depend very
largely upon the current mood and temper of the culture. Chémistry,
biology, genetics, sociology, are in such flux that a firm statement
made today will almost certainly be modified by the time the student gets
around to using the knowledge. _

. We are, in my view, faced with an entirely new situation in edu-
cation where the goal of education, if we are to survive, is the facili-
tation of change and learning. The only man who is educated is the man
who has learned how to learn; the man who hac learned how to adapt and
change; the man who has realized that no knowledge is secure, that only
the process of seeking knowledge gives a basis for security. Changing-
ness, a reliance on process rather than upon static knowledge, is the
only thing that makes any sense as a goal for education in the modern
world. _ '

So now with some relief I turn to an activity, a purpose, ‘which
really warms me -~ the facilitation of learning. When 1 have been able
to transform a group -- and here I mean all the members of.a group,
myself included -- into A community of 'learners, then the excitement
has beer almost beyoad belief. To free curiosity; to permit individuals
to go charging off in new directions dictated by their own interests; to
unleash curiosity; to open evervthing to quéstioning and exploration;
to recognize that everything is process of change -- here is an ex-
perience I can never forget. I : ianot always achieve it in groups with
which I am associated but when it is partially or larjely achieved rhen
it becomes a never-to-be-forgotten group experience. Out of such a con-
text arise true students, veal leafners, creative scientists and scho-
lars and practitioners, the kind of individuals who can live in a deli-
cate but ever-changing balance between what is presently known and the
flewing, moving, altering, problems and facts of the future.

Here then is & goal to which I can give myself wholeheartadly. 1
see the facilitation of learning as the aim of education, the way in
which we might-develop the learaning man, the way in which we can learn
to live as individuals in process. I see the facilitation of learning
as the function which may hold construztive, tentative, chauging, process
answers to some of the deepest perplesities which beset man today. o

But do we know how to achieve this new goal in education, or is it
a will-of-the-wisp which sometimes occurs, sometimes fails to occur,
and, thus offers little real hope? My answer is that we possess a very
considerable knowledge of the conditions which encourage self-initieted,
significant, experiential, "gut-level" learning by the whole person.

We do not frequently see these conditions put into effect because *hey
mean a real revolution in our approach to education.and revolutions are
not for the timid. But we do find examples of this revolution in action.

We know -- and I will briefly describe some of the evidence -- that
the indtiation of such learning rests not upon tne teaching skills of
the leader, not upon his scholarly knowledge of :the field, not upon his
curriculsr planning, not.upon his use of dudio-visual aids, not upon the
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programmed learning he utilizes, not upon his lectures and presentations,
not upon an abundance of books, though each of these might at one time
or another be utilized as an important resource. No, the facilitation
of signilicant learning rests upon certain attitudinal qualities which
exist in the personal relationship between the facilitator and the
learner. ' - N
We came upon such findings first in the field of psychotherapy, °
but incieasingly there is evidence which shows that these findings apply
in the classroom as well. We find it easier to think that the intensive
relationship between therapist and client might possess these qualities,
but we are also finding that they may exist in the countless inter--
personal interactions (as many as 1,000 per day, as Jackson [1966] has
shown) between the teacher and his pupils. ’

What are these qualities, these attitudes, which facilitate learning?
Let me describe them very briefly, drawing illustrations from the teaching .
field. : :

. REALNESS IN. THE FACILITATOR OF LEARNING

Perhaps the most basic of these essential attitudes is realness or
genuineness. When the facilitator is a real person, being what he is,
entering into a relationship with the learner without presenting a front
or a facade, he is much more likely to be effective. This means that
the feelings which he is experienciqi.are available to him,-available to
hiz awareness, that he is able to live these feelings, be them, and able
to communicate them if appropriate. It means that he comes into a direct
personal encounter with the learner, meeting him on a person-to-person
basis. It means that he is beiﬁg himself, not denying himself.

Seen from this point of view it is suggested that the teachey can be
"a real person in his relationship with his 'students. He can be enthu-
siastic, he can be bored, he can be interested in students, he can be
angry, he can be sensitive and sympathetic. Because he accepts these
feelings as his own he has no need to impose them on his students.' He
can like or dislike -a student product without implying that it is ob-
jectively good or bad or that the student is good or bad.- He is simply
expressing~a feeling for the product, a feeling which exists within
himself. Thus, he is a person to his students, not a faceless embodi- :
ment of a curricular requirement nor a sterile tubé through which, know- '
ledge is passed from one generation to the next. . .

It is obvious that this attitudinal set, found to be effectiwve in -
psychotherapy, is sharply in contrast with the tendency of most teachers

" to show themselves to their pupils simply as roles. It is quite cus- _ v

. tomary for teachers rather consciously to put on the mask, the role,

the facade, of being a teacher, and to wear this facade all day remov- 3

ing it only when they:have left the school at night.

‘But not all teachers are like this. Take Sylvia Ashton-Warner, who
took resistant, supposedly slow-learning primary schooleaéri children
in Néw Zealand, and let them develop their own reading vocabulary. Each
child could request one word -- whatever word he wished -- each day,
and she would print it on a card and give it to him. -'"Kiss," '"ghost,"
"bomb," "tiger," '"fight," '"love," '"daddy" -- these are camples. Soon
they were building sentences, which they could also keep. '"He'll get a
licking." 'Pussy's frightened." The children simply never forgot-these _ s
self-initiated learnings. Yet it is not my purpose to tell you of her
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methods. I want instead U~ give vou a glimpse of her attitude, of the
passionate realness which must have bee: as evident to her tiny pupiis
as to her readers. An editor asked her some questicis and she respon-
ded: "'A few cool facts' you asked me for....I don't know that there's
a cool fact in me, or anything else cool for that mutter, on this par-
ticular subject. I've got only hot long facts on the matter of Creative
Teaching, scorching both the page and me'" (Ash$on-Warner, 163, p.26).
Here 1s no sterile facade. Here is a vital person, with convictions,
with feelings. It is.her transparent realness which was, I am sure,
one of the elements that made her an_exCiting facilitator of learning.
She does not fit into some nea: educationai formula. She is, and stu-
dents grow by being in contact with someone who" really is.
Take another very different persen, Barbara Shiel, also doing excit-
ing work facilitating learning in' sixth graders. She gave them a
great deal of responsible freedom, and I will mention some of the reac-
tions of "her_students later. But here is an example of the way she
shared herself with her pupils -- not just sharing feelings of sweetness
and light, but anger and frustration. She had made art materials- free-
ly available, and students often used these in creative ways, but the

‘room frequently looked like a picture of chaos. Here is her report of

her feelings and what she did with ‘them.

I find it (still) maddening to live with the mess -- with a

capital M! No one seems to care except me. Finally, one day
"I told the children...that I am a neat, orderly person by

nature and that the mess was driving me to distraction. Did
they have a solution? It was suggested they could have volun=-
teers to clean up....I said it didn't seem fait to me to have
the same people clean up all the time for others =-- but it
would solve it for me. '"Well, some people like to clean,"
they replied. So that's the way it 'is (Shiel, 1966).

B

I hope this example puts some lively meaning into the phrases I
used earlier, that the fecilitator "is able to live these feelings, be
them, and able to communicate them if appropriate." I have chosen an |
example of negative feelings, because I think it is more diffidult for
mo3t of us to visualize what this would mean. In this instance, Miss
Shiel is taking the risk of being transparent ian her angry frustrations
about the mess. And what happens? The same thing which, in my experi-
ence, nearly always happens.. These young people accept and respect her
feelings, take them into account, and work out a novel solution which
none of us, 1 believe, would have suggested in advance. Miss Shiel

wisely comments, "I used to get upset.and feel guilty when I became

angry -- I finally realized the children could accept my feelings, too.
And it is important for them to know when they've pushed me.' I have
limits, too''(Shiel, 1966). ‘

"~ Just to show that positive teellngs, when they are reai, .are equal-
ly effective, let me quote briefly a college student's reaction, in a
different course. "...Your sense of humor in the class was cheering;

1For a more extended account of Miss Shiel's initial attempts, see
Rogers, 1966a. Her later experiénce is described in Shiel 1966.
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we all felt relaxed because you showed us your human self, not a mecha-
nical teacher image. I feel as if I have more understanding and faith
in my teachers now....I feel closer to the students too. Another says,

.You conducted the class on a personal level and therefore in my mind
I was able to formulate a picture of you as a person and not as merely -
a walking texttook." Or another student in the ’same course,

.It wasn't as if thére was a teacher in the class, but
rather someone wnom we could trust-ard identify as a-'"sharer."
You were so perceptive and sensitive to our thoughts, and this

~made it all the more "authentic" for me. It was an "authentic"
experience, not just a class (Bull, 1966) . '

I trust I am making it clear that to be real is not always easy,
nor is it achieved all at once, but it is basic to the person who wants
to become that revolutionary individual, a facilitator of learning.

“

PRIZINGL_ACbEPTANCE, TRUST

-

There is another att’i*ude which stands out in those who are success-
ful in facilitating learning. I have observed this attitude. I have
experienced it. Yet it is hard.to know.what term to put to it so I

- shall use several. I think of it as prizing the learner, prizing his
feelings, his opinions, his person. It is a caring for the learner, but
a non-possessive caring. It is an acceptance of this other individual.
as a saiparate person, having worth in his own right. It is a basic
trust -- a belief that this other person is somehow fundamentally trust-
worthy. -

Whether we call it prlzlng, acceptdnce, trust or by §ome_other

. term, it shows up in a variety of observable ways. The facilitator who
has a considerable degree of this attitude can be fully acceptant of the
“ fear and hesitation of the student as he approaches a new problem as
well as acceptant of the pupil's satisfaction in achievement. Such a
teacher can accept the student's occasional apathy, his erratic desires
to explore byroads of knowledge, as well as his-disciplined-efforts to
achieve major goals. He can accept personal feelings which both dis-
turh and promote learning -- rivalry with a sibling, hatred of authority,
concern about personal adequacy. What we are describing is a prizing

-of the learner as an imperfect human being with many feellnss, many po-
tentialities. The facilitator's prizing or acceptance of the learmer
is an operational expression of his essential confidence and trust in .
the capacity of the human organism.

I would like to give some examples of this attitude. from the class-
room situation. Here any teacher statements would be properly suspect,
since many of us would like to feel we hold such attitudes, and might

“have a biased perception of our qualities. -But let me indicate how this
attitude of prizing, of accepting, of trusting, appears to the student
who is fortunate enough to experience it.

Here is a statement from a college student in a class with Morey
Appell."

Your way of being with us is a revelation to me. In your
class I feel important, mature, and capable of doing things on
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my own. I want to think for myself and this néed-cannot be
accomplished through textbooks and lectures alone, put through
living. I think you see me as a person with real feelings and
s needs, an individual. What I sa- and do are significant ex-
pressions from me, and you recogu'ze this (Appell, 1959).

One of Miss Shiel's sixth graders =xpiesses much more briefly her
misspelled. dpprec1at10n of this attitude, ”Vou are a wounderful teacher’
period!! " .

College students in.-a class with Dr. ' tricia Bu11 describe not
only these prizing, trusting attitudes, but the efLect these have had on
their other interactions. ;

b . A - |

.I feel that I can say things to yéu that I can't say to
other professors...Never before have I been so aware of the s
other students or their personalities. I have never had so ‘
much interaction in a college classroom with my classmates. ‘
The climate of the classroom has had a very profound effect ' N
on me...the free atmosphere for discussion affected me...
the general atmosphere of a particular session affected me.
Thefe have been many times when I have carried the discus-
sion’out of the class with me and thought about it for a
long time.

\‘.

.I'still feel close to you, as though there were some
tacit understanding between us, almost a conspiracy. This
adds to tHe in-class.participation on my part because I
feel that at least one’person in the group will react, even.
when I am not sure of the others: It does mot matter
really whether your reaction is positive or negatlve, it
just is. Thank you.

<t

.1 appreciate the respect and concern you have for
others, including mysel#....As a result of my experienge in
class, plus the influence of my readings, I sincerely be- . i
lieve that the student-centered teaching method does . . o
provide an ideal framework for leaxning; not just for the '
“ accumulation of facts, but more important, for learning .
about ourselves in relation to others...When I think back
‘to my shallow awareness in September compared to the depth
of my insights now, I know that ‘this course has offered me. .
a learning experience of great value which I couldn't have’ /
. acquired in any other way. . . P

.~Very few teachers would attempt this method because"
. . . they would feel that they would lose the students' respect.
On the contrary. You gained our respect, through your -
ability to speak to us on our level, instead of ten'miles : o
above us, With thé complete lack of communication we see in '
this school, it was a wonderful experience to see people'
listening to each other and really communicating on-an . : e
adult, intelligent level. More classes should -afford us '
tHis experience (Bull, 1966) , T -
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As you might expect, college students are often .suspicious that
these seeming attitudes are phony. One of Dr. Bull's students writes:

.. .Rather than observe my classmates for the first few
weeks, I concentrated my observations on you, Dr. Bull. I
tried to figux: out your motivations and purposes. I was
convinced that you were a hypocrite....I did change my '
oplnion\ however. You are not a hypocrite by any means.
-I do wiﬂh the course could continue. 'Let each become
"all he 1s*eapable of being."...Perhaps my most distutbing
question, which relates.to th1s course is: When will we
stop hiding things from ourselves and. our contemporar1es7
(Bull 1966

- I am sure these examples are more than enough to show that the fa-
cilitator who cares, who prizes, who trusts the learner, creates a
climate for learning so dlfferent from the ordinary classroom that any
resemblance is, as they say, "purely coincidental," )

. /‘
§ /
EMPATHIC UNDERSTANDING ‘

A further element which establishes a climate for self-initiated,
exper1ent1al learning is empathic understanding. When, the, teacher has
the ability to understand the student's reactions from the inside, has
a- sensitive awareness of the way the process of education and learning
seems to_the student, then- agaln the likelihood of significant learning
is increased,

This kind- of understanding is sharply different from'the usual evalu-
ative understandlng, which follows the pattern of, ''I understand what is
wrong with you." When there is a sensitive empathy, however, the reac-
tion in the learner follows something of this pattern, "At iast someone
understands how it feels and seems to be me without wantivh to analyze
me or judge me. Now I can blossom and grow and learn.'

This attitude of standing in the other's shoes of vleying the world
through the student's eyes, is almost unheard of in the classroom.. One
could listen to thousands of ordinary classroom interactions without
coming across one instance of clearly communicated, -sensitively accurate,
empathic understanding. But it has a tremendously releasing effect when -
it occurs. : T = . -

Let me take an illustratlon from Virginia Axline, dealing with a
second grade boy. Jay, age 7, has been aggressive, a trouble maker, slow
of speech and learning. " Because of his '"cussing" he was taken to the
principal, who paddled him, unknown to Miss Axline. Durlng a free work
period, he fashioned a man of clay, very carefully, down‘to a hat and a’

. handkerchief in his pocket. "Who is that?" asked Miss lige. -"Dunno,!

replied-Jay. "Maybe i: is the principal. He has a handkerchief in his
pocket like that." Jay glared at the clay figure. -"Yes," he said.

Then he began to tear the head off and lcoked up and" smiled -Miss Axline
said, "Yor sometimess feel like\tw1st1ng his head off, don't you? You

get so & at him." Jay tore off one arm, -another, then beat the figure
to a pulp with his fists. Another boy, with the perception of the young,
explained, "Jay is mad at Mr. X because he. licked him this noon.'" "Then

\you must feel lots better row," Miss Axline commented Jay grinned and
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bezan to rebuild Mr. X. (Adapted from Axlire, 1944.)
The other examples I have cited also indicate how deeply appreciative

students feel when they are simply tnderstood -- not evaiuated, not

iudged, simply understood from their own point of view, not the teacher's.

1f ‘any teacher set herself the task of endeavoring to make one non-

evaluative, acceptant, ‘#empathic response\per day to a pupil’ 5 demonstrated

or verbalized feeling, I believe he would discover the potency of

this currently almost nonexistent kind of understanding.

’ Let me wind up this portion of my remarks by saying that when a

. facilitator creates, even to a modest degree, & classroom climate charac-

‘terized by such realness, prizing, and empathy, he discovers that he has
inaugurated an educational revolution. Learning of a different quality,
proceeding at a different pace, with a greater degree of pervasiveness,
- occurs. Feelings -- positive and negative,.confused -- become a part
of the classroom experience._ Learniag becomes. life, and a very vital
lifé at that. The student is on his way, sometimes-excitédly, some- -

times reluctantly, to becoming a learning, cHang1ng_beiQ§§

A

. THE EVIDENCE

Already I can hear the mutterings, of some of my so-cailed "hard-
headed" colleagues. -""A very pretty picture . -- very touching, But these
are all self reports."” (As if there were any’other type of expression!
But that's another issue.) They ask, "Where is the evidence? How do
you know?" 1 would like to turn to this evidence. It is nc over-
whelming, but.it is consistent., It is not. perfect, but it. is suggestive.

First of all, in tha field of psychotherapy, ‘Bafrett- Lennard (1962)

" developed an. instrument whereby he could medsure thee att1tud1na1 .
qualities: genuineness or congruence, prizing or positive regard, em;
pathy or understanding. This instrument was given to both client and
therapist, so that we have the percept1bn of the relationship both by
the therapist and by the client whom he is try1ng‘tp help. Tc state
some of the findings very: briefly it may be said that those c11ents
who eventually showed more therapeutic change.as measured, by vatious!
instruments, perceived more of these qualitigs in their re1at10nsh1p
with the therapist than did thcse who eventually showed less change.

=1t is also significant that this difference in perceived relationships
was evideat as early as the fifth intemview, -and predicted laker chgnge
or lack of change in therapy. Fu1tnermore, it was found-that the client'’s
perception, of the relationship, His experience of it, was _a better /pre- -
dictor of ultimate outcome than was the perception of the relationghip

by the therapist. Barrett-Lennard's original study has been amp11f1ed

and generally) conf1rmed g other studies. o,

So we may. say, cautiously, and with gualifications wh1ch would be
too cumhbersome for the present paper,/éhat if, in therapy, the clfient
perceives-his therapist as real and _genuine; as one who likes, pryizes
and empathically understands him, Se -1earn1ng and thPrapeL'l‘ ehang63
are facilitated, A

~ Now another thread of ev1dence, this time related move e]oj
. to education. Emmerling (1961) found that when h1gn school tea here
were asked to identify the problems they regarded as most urgen they
could be divided into two grjzps. Those who .regarded their mos ser1ous

a

problems, for example, as "Hedping students thihk for themselves and be
independent"; "Getting. stuéents to Qart1c1pate"- "Learning new ways, of

"helping students develop their maximum potent1a1" "Qpring students .
. . . - P ) : . w“
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~express indiwidual needs and interests'; fell into what he called the
"open or "positively oriented" group. When .Barrett-Lennard's Rela-
tionsnip Inventory was administered to the students of these teachers,
it was found that they were perceiveh as significantly motre real, more
acceptant, more empathic than the other group of teachers whom I sha11
now describe . ~
The second category.of teacherc were those “who tended to see their
most urgent problems in negative terms, and in terms of student defi-
‘ciencies and inabilities. For them the urgent problems were such as
these: '"Trying to teach children who don't even have therability to
follow directions'; "Teaching children who lack a desire to "learn";
""Students who are not able to do the work required for their grade
"Getting the children to lisfen." It probably will be no suxprise. that
when the students of these teachers filled out the Relationship Tnvend
tory they saw their teachers as exhibitiny relatively little of genu-
ineness, of acceptance and trust, or of empathis understanding. -
Hence we may say that the teacher whose crientation is toward
releasing the student's potential exhibits a hizh degree of these atti-
tudinal qualities which facilitate learning. The teacher whose orien-
tation is toward the shortcomings of his students exhibits much less of
these ‘qualities. T
| A small. pilet study by Bills (1961, 1966) extends the significance
of these findings. A group of eight teachers was selected, four of them .
rated as adequate and effective by’ their superiors, and also showing
this more positive orientdtion to their problems. The other four weré:
rated as 1nadequate teachers and alsb had a more negative orientation to
their problems, as.described above. The $tudents of these teachers were
then asked to fill out the Barrett-Lennard Relatiomship Inventory, giving
7 their perception of their teacher's relationship to them. ‘This made’
‘the students very*happy Those who saw their relationship with the ° -
.teacher as good wére happy to describe this re1ationsh1p THose who pad-
an unfavorable relatjonship were pleased ta have, for the first time,
an opportunity to spe 1fy the ways in which the relationship was unsatis-
factory.
The more effe
measured by the

3 ) ’ ! ) e

ve, teachers were raged higher in every attituhe ?

ventory: . they were sgép as more real, as having-a.
hf‘her }egel of regard for_ their students,\were less cond1tiona1 .or, judg-
mencal} in their apttitudes, showed more empacihie understanding. . Without
going into the details hi thevsfudy it may be 1flumineting to mention
that the total scotengugm;ng these atti.udes vary sharply. For example,

.. the re1ationsh1ps of a group of clients wi their therapists, as per-

B ceived,by the clients, received an average score of 10{. The four most® -
adequate high school teachers as seen by their students, received a’
stcorefof 60. The four iless adequate ‘teachers received & score of 34.

e lowest rated teacher received an average score of 2 from her students
on\the Relationship Inventory. 7
This small.study certainly suggest that the teacher regarded as
« effective displays in her attitudes those qualities I have described as
facilitative of learning, while the 1nadequate teacher 'shdws little of

these qualitiesa ' e
Approaching the problem from a diffent angle, Schmuck (1963) has

_ shown that in classrooms‘wWhere pupils perceive their teachers as under-

% '~ standing them, there is likelyte-be a more diffuse 1iking structure

among the pupils. This means that where the teacher is empathic, there .

3
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are not a few students strongly liked and a’ few strongly disliked, but
liking and affection are more evenlydlffused throughout the group. In

a later study he has shown that among students who are highly involved:
in their classroom peer group, ''significant relationships exist between
actual liking status on the one hand and utilization of abilities, atti-
tude toward self, and attitude toward school.on the other hand" (1966, p.
357-58)." This seems to lend confirmation to the other evidencs by '

indicating that 'in an understanding classroom climate ‘every student

tends to feel liked by all the others, to have a more positive attitude

toward himself and” toward school. "If he is highly involved with his

peer group (and this appears nrobable in such a classroom climate),

alsc tends to utilize his abilities more fully in his school achievement.
But you may still ask, does the student actually learn more.where

these attitudes are present? Here an interesting study of third gra-

‘ders by Aspy (1965) helps t~ round out the suggestive evidence. He

worked in six third-grade classes. The ‘teachers tape-recorded two full
weeks of tlleir inteéraction with their students in the periods devoted

to the teaching of reading. These recordings were done two months apart
so as to obtain an adequate sampling of the teacher's interactions with
her pupils. Four-minute segments of these recordings were randomly
selected for fating Three raters, working independently and "blind,"
rated each segment’ for the degree of congruence or genuineness shown by
the teacher, the degree of her prizing or unconditional positive regard,
and the degree of her empathic understanding. . .

The Reading®Achievement Tests (Stanford Achievement® were used as
the criterion. Again, omitting some of the details of a carefully and
rigorously controlled study, it may be said that the children in the
three classes with the highest degree of-the attitudes described above
showed a significantly greater gain in reading achievement than those
students in the three classes‘'with a. lesser degree of these qualities.

So we may .say, .with a certain degree of assurance, that the atti-
tudes I have endeavored to describe are not only effective in facili-
tating a deeper learning and understanding of self in a relationship
such as psychotherapy, but that these attitudes characterize teachers
who are regarded as effective teachers, and that the students of these
teachers learn more, even of a conventional curriculum, than do students
of teachers whe are.lacking in these attitudes e

I am pleased that such-evidence is accuiulatlng It may help to

"JuStlfy the revolution in education for which I am obviously hoping.

But the mpst striking 1earn1ngs of students exposed to such a climate

are by no .means restricted to greater achievement in the three R's

The significant learnings are the more persoual ones --: 1ndependence,

self-initiated ‘and responsible 1earning, release of creativity, a ten-

‘dency to become more of a persofi. I can only illustrate this by picking,

almost at randcr, statements from students whose teachers have endea-
vorec to create a climate of trust, of prizing, of realnzss, of under-
starling, and ibove all, of freedom.

Again I must quote from Sylvia Ashton-Warner one of the central

.+ ffects of such a climate.

.The drive is no longer the teacher's, but the child-
ren‘s own....The teacher is at last with the stream and not
against it, the stream of children's inexorable creativeness
(Ashtor-Warner, p. 93). 1

65

176



If you need veriflcation of this, listen to a few of Dr. Bu11 s
sophomore students The first two are mid- semester comments.
"/

This course 1is proving to be a vital and profound ex-
perlence for me. This/unlque learning situation is giving
me a whole new conception of just what learning is....I an
experiencing a real growth in this atmosphere of construc-
tive freedom....The_whole»cxperience is very challenging....

.I feel that the course has been of great value to me.

I'm glad to have had this' ‘experience because it has made me
: think....I've never been so personally involved with a course
before, espec1a11y outside the classroom. It's been frustra-
Lting, reward:ng, enjoyable and tiring!

i

The other comments are from the'endlof the courée.

.This course is not ending with the close of the semes-
ter for me, but continuing....I don't know of/any greater
benefit which can be gained from a course than this desire
for further knowledge.[..i : /

.

.I feel as though this.type of class sftuation has stimu-
lated me more in making me realize where my responsibilities
lie, especially as far as doing required work on my own. I
no longer feel . as, though a test date is the/criterion for
reading a book. I feel as though my future/work will be
done ‘for wnat I will get out of it, not just for a test mark.

.I have enjoyed the experience of be ng in this course.
I guess that any dissatisfaction I feel at|this point is a
disappointment in myself, for not having taken full advan-
tage of the opportunities the course offered.

.I think now that I am acutely aware pof the breakdown
- in - .sunications that does exist in our sotiety from seeing
what happened in our class .I've grown immensely. I know
that I am a different person than I was when\ I came into that
class....It has done a great deal in helping\me understand
myself bette ...... Thank you for contributing tp my growth. ;
My/ldea of education has been to gain ipnformation from °
the teacher by attending lectures. The emphasis and focus ‘
were on |the teacher....One of the blggest changes that I
experiented in this CluSS was my outlook on eduqatlon Learns
ing is something more than a grade on a report tard. No !
. -~ ‘one can measure what you have learned because it'\s a per-
sonal thing. I was very confused between learning and memori-
zation. I could memorizé very well, but I doubt if I ever
learned as much as I could have I b-lieve my atthtu'
toward learning has changed; from a grade- centered outlook to
a more personal one. \




. '
.I have learned a lot more about myself and adolescents
~in general.,.I also gained more confidence in myself and my
"study habits\h%erealizing-that I could learn by myself with-
out a teacher Ieadirg me by the hand. I have also learned
a lot by listeaing to my classmates and evaluating their
opinions and thoughts....This course has proved to be a
- most meaningful and worthwhile experience ..(Bull, 1966):

If you wish to know what this type of course seems like to a sixth
grader, let me give you a sampling of the reactions of Miss Shiel's
youngsters, misspellings. and all.

..I feel that I am learning self abilty. .I am learning
not only school work but I am iearning that you can learn °
on your own as well as someone can teach you.

.I have a little trouble in Social Studies finding
things to do.’ I have a hard time working the exact amount
of time. Sometimes I talk to much.

..My parents don't understand the program. My mother
‘say's it will give me a responsibility and it will 1et me go
at my own speed. .

..I like this plan because thire is a lot of freedom.
e I also learn more this way than the other way you don't have
to wate for others you can go at your on speed rate it also
takes a lot of responsibility. (Shiel, 1966).

Or let me take two more, from D. Appell's graduete class.

.I have been thinking about what happened through
this experience. The orly conclusion I come to is that
if I try to measure what is going on, or what I was at
the beginning, I have got to know what I was when I started --
and I don't....So many things I did and feel are just lost...
scrambled up inside....They don't seem to come out in a
nice little pattern or organization I can say or write...
There are so many things “left unsaid. I know I have only
scratched the surface, I guess. I can feel so many
things almost ready to came out...maybe that's enough.
It seems all kinds of things have so much more meaning now
than ever before....This experience has had meaning, has
done things to me and I am not sure how much or how far
just yet. I think T am going to be a better me in the fall.
That's one thing I think I am sure of (Appell, 1963).

..You follow no plan, vet I'm learning. Since the term
began I seem to feel more alive, more real to myself. I
enjoy being alone as well as with other people. My rela-
tionships with children and other adults are becoming more
emotional and involved. Eating an orange last week, I
peeled the skin off each separate orange section and liked
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it better with the transparent -hel® off. It was juicier
and fresher tasting that way. . tegan to think, that's
how I feel sometimés, without z ct+an:parent wall around
me, really communicating my feelin,s. I feel that I'm
growing, how much, I don't:know. I'm thinking, consi-
dering, pondering and learning (Appell, 1959).

I can't read these student statements -- 6th grade, college, grad-
uate level -- without my eyes growing moist. Here are teachers, risk-
ing themselves, being themselves, trusting their students, adventuring
into the existential unknown, taking the subjective leap. And what
happens? Exciting, incredible human events. You can sense persons
being created, learnings being initiated, future citizens rising to meet
the challenge of unknown worlds. If only one teacher out of one hun-
dred dared to risk, dared to be, dared to trust, dared to understand, we
would have an infusion of a living spirit into education which w?uld, in

* my estimation, be priceless. |

‘ I have heard scfentists at leading schools of science, and scholars
in leading universities, arguing that it is absurd to try to encourage
all students to be creative -- we need hosts of mediocre tecnnicians and
workers and if a few creative scientists and artists and leaders emerge,
that will be enough. That may be enough for them. It may be enough to
suit you. I want to go on record as saying it is not enough to suit me.
When I realize the incredible potential in the ordinary student, I want
to try to release it. We are working hard to release the incredible
energy in the atom and the nucleus of the atom. If we do not devote
equal energy -- yes, and equal money -- to the release of the potential
of the individual person, then the enormous discrepancy between our level
of physical energy resources and human energy resources will doom us to

~. a deserved and universal destruction. -

I'm sorry I can't be coolly scientific about this. The issue is/
too urgent. I can only be passionate -in my statement that people count,
that interpersonal relationships are important, that we know something
about releasing human potential, that we could learn much more, and that
_unless we give strong positivé attention to the human interpersonal side
of our educational dilemma, our civilization is on its way down the
drain. Better courses, better curricula, better coverage, better teach-
ing machines, will rnever resolve our dilemma in a basic way. Only
persons, acting like pecsons in their relationships with their students
can even begin to make a dent in this most urgent problem of modern
-education. , ’ .

I cannot, of course, stop here in a professional lecture. An aca-
demic lecture should be calm, factual, scholarly, critical, preferably
devoid of any personal beliefs, completely devoid of passion.: (This
is one of the reasons I left university life, but that is a completely
different story.) I cannot fully fulfill these requirements for a pro-
fessional lecture, but i. me at least try to state, somewhat more
calmly and soberly, what I have said with such feeling and passion.

I have said that it is most unfortunate that educators and the
public think about, and focus on, teaching. It leads them into a host
of questions which are either irrelevant or absurd so far as real edu-
cation is concerned. '

I have said that if we f.cused oi the facilitation of learning --
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how, why, and when the student learns, and how learning seems and feels
from the inside, we mig"t be on a much more profitable track.

I have said: that we have some knowledge, and could gain more, about
the conditions which facilitate learning, and that one of the mos%* im-
portant of these conditions is the attitudinal quality of the inter-
personal relationship between facilitator and learner. (There are other
conditions, too, which I have tried to spell out elsewhere [Ro,ers,
1966b]) . '

Those attltudes which appear effective in promoting learning can be
described. First of all is a transparent realness in the facilitator, a
willingness to be a person, to be and to live the feelings and thoughts
of the moment. When this realness includes.a prizing, a caring, a trust
and respect for the learner, the climate for learning is enhanced. When
it includes a sensitive and accurate empathic listening, then indeed a
freeing climate, stimulative of self-initiated learning and growth,
ex1sts

- 1-have tried to make plain that individuzls who hold such attitudes,
and are bold enough to act on them, do not simply modify classroom
methods -- they revolutionize them. They perform almost none of the
functions of teachers It is no longer accurate to call them teachers.
They are catalyzers, fac111tators, giving freedom and life and the oppor-

- tunity to learn, to students.

I have brought in the -cumulating research evidence. which suggests
that individuals who hold such attitudes are regarded as effective in the
classroom; that the problems which concern them have to do with the,re-
lease of potential, not the deficiencies of their students; that they
seem to create classroom situations in which there are not admired child-
ren and disliked children, but-in which affection and liking are a-part
of the life of every child; that in classrooms approaching such a psy-
chological climate, children learn more of the conventional subjects.

But I have intentionally gone beyond the empirical findings to try
to take you into the inner life of the student ---elementary, college,
and graduate -- who is fortunate enough to live and learn in such an
interpersonal relationship with a facilitator, in order to let you see
what learning feels like when it is free, self-initiated and spontane-
ous. I have tried to indicate how it even changes the student-student
relationship -- making it more aware, more caring, more sensitive, as
well as increasing the self-related learning of significant material.

Throughout my paper I have tried to indicate that if we are to
have citizens who can live constructively in this kaleidoscopically
changing world, we can cnly have them if we are willing for them to be-
come self-starting, self-initiating learners. Finally, it has been my
purpose to show that rhis kind of learner develops best, so far as we
now know, in a growth-promoting, facilitative, relationship with a

person.
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DEBATE WORKSHELT
\
Points I intend to make in my part Points I expect the opposition to make
of the debate: - . in their part of the debate:

Points I will make in rebuttal tu 7"’ of tli=z
/. .

Special Notes

Your name ‘ 3010 3040
: ‘ ; (please circle one)

TURN THIS WORKSHEET IN AFTER THE DEBATE
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Take this Worksheet completed to the Debate

-DEBATE WORKSHEET

Points I intend to wsiie in my part Points I expect the opposition to make

" of the debate: in their part of the debate:
1. - 1. B
2. | - 2.
3 3
4 4
5 5

\
Points I will make in rebuttal to those of the opposition:

1.

2. ' -

4, . o

Sources I have used in preparing for this debate:

Aufhor : Title . ‘Special Notes
1. j
2. i
3. -
; 4. _
Your name | 3010 | 3040

(please circle one)
TURN THIS WORKSHEET IN AFTER THE DEBATE
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STUDENT EVALUATION OF MODULE

Please circle the appropriate information:

MODULE I i 111 v A VI

i'*\"‘

s

Level of competency'worked for this module: A

1. Lid working in this module capture and hold ybuf in

/1 /2
low

high

2. Did this module serve yaér career

/1 ' /2 /5

low

high

3. Were the readings and actj} ate level of difficulty for you?

/1

low

high

. gi? 4, Has this module st to know more about the topic?

/4 , /5

high

/4 Is

-high

TURN ‘IN AFTER COMPLETING MODULE
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STUDENT EVALUATION OF MODULE

Please circle the appropriate information:

MODULE I 1I III v A VI

Level of competency worked for this module: A B C

1. Did working in this module capture and hold your interest?

/1 . /2 /3 /4 /5
. low f _ high -

2. Did,this module serve your career goals?

/1 /2 /3 /4 /5
low ' ) ' ] high

\ .
3.. Were the readings and activities of an appropriate level of diffichlty for you!

/

A /2 /3 [4 /5

low T high

4, Has this module stimulated your éuriosity to know more about the topie?
L 3

/1 /2 - /3 i ~ /5

low : : _ . “high
5. My overall reaction to this module.

‘/ .
/1 /2 /3 L] /5 ‘
low high

Suggestions for improving

TURN- IN AFTER COMPLETING MODULE N
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MODULE III - ADMINSTRATIVE STRUCTURE AND FINANCING OF PUBLIC EDUCATION

W

Rationale

2
s

_Education in the United States in its formal sense has been institution-
alized. This means that a bureaucracy has been developed over the years.
It is logical that anyone who is going, to‘be a part of that bureaucracy
know something of its organization administration, structure and
financing, The general purpose |0f this module then is to familiarize
the future teacher with the administrative power structure.

Y

6bjectives

After completing this module the student should have an understanding
of the responsibilities and dutiés of the various levels of educational
administration and supervision. 4

Materials
Brubaker” Dale and Nelson, Roland, Jr., "The School As a Bureaocratic
—  Organization" E ' l

Van Til. Education a Beginning (Textf

- Tape (hHeadsets and recorders located in Center)

Worksheet - "A Self Inventory of Beliefs Concerning Peroses and
Functions of Schools

Suggestions for Developipg an Interview Schedule--

- Environment

Center

A school setting in the student's home community

A classroom in Duncan Hall ) e e

>

Activities and Assessment

UC"_level of competency

All students will:

. Read Van Til, Chapter 11, fllf 240-263;
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af\ completed;
Q. Listen to the tape;
. ) 4. Pass Test..C.
"B" level of competqugv:

Read Brubaker and
Nelson, pages 191-=
202, and complete
the included
activities. Tren
in the worksheét

All

;lAll

-

stud?nts will:

1. _ﬁead Van Til, :
Chapter 11, .o o
pp. 240- 263

2. Relad Brubaker and Nelson _pages 191-202, ‘and complete the
in¢luded activities. Turn in the worksheeL completed

3. Listen to the-tape; _

4. Pass Test C; - v

5. Dev;lop an ‘Interview Schedule for 1nterv1ewing an

administrative officer or school board member in your
home\community. Include the schedule,K of questions you
developed; . ,

o and t T
Summajize the interview in a written paper.
include information about time, place,
official title.

t

\

level of competency

Be sure to
person and his/her

o

All

Q
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of #1-5 abovs plus:

6. Partlulpate in a group discussion w1th an administrator
or school board member at a designated. time and place in
order to contrast your findings and others findings
from the interviews with the speaker's’ v1ews (the time

“ard place to be announced on the bulietin board);
Synthesiz: rour ideas as a result of all the experience

of this module in a paper (5 typewritﬁen page limit).

Y

| 1
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THE SCHOOL AS A BUREAUCRATIC ORGANIZATION o

-

T ¢ by ,
Dale Brubaker and Koland Nzlson

o /

Although you, the%ecision maker\, have been a membe'r/o-f sek}'al “
bureaucracies since birth and will be until death, you have probably
not studied bureaucracies, 1nclud1no the school, 1n~a systemﬁtlc manner.
Our intent is simple and straight-forward: whethe y d are basically
satisfied with schools as they are and advocate ot} 'y inor changes or Lo
whether you think that radical changes are needed in our schools, 1t
is to your advanta e to know how schools presently onerate.
SCHOOLS AS GOVERNMENTAL ORGANIZATIONS ' - cooe T

A N . .

‘Part of -the folﬂlore concerning. Tour schools is the belief that Lhey

are primarily concerned with meeting the’ immediate needs of their clients,

the students. We often hear, for example, that studerts should as a<te- N

sult of their schoollng develop ‘to their full potential, recognizg/ their
own worth as individuals, and, become p*oductlve citizens in a dem cracy.
In fact, this bit of folklore is a half-truth. -1t is true Lo the’extent
that the school gs a bureaucracy tries to meet students' needs within a
predetermined and larger; context—a context with its own value commitments;
techniques for reaching such commi tments, and evaluative procedures which
indicate whether or not such commitments are béiny reachced. p
.~ . We have slmply identified this larger context as the UOV°rnmental
context. That is, we can best undexstand the school and its operations
if we-view the school as a governmental organization.. By this we mean
that the schools are des1yned to implement the oEFEctlves of state, local,
and federal aovernments and as such are an expression of thcse gOVcrnments-

The three goveﬁh@ent, oy governing bodies provide the_financial gupport

~

for school operation:s and designate for all practical purposes how, when,

and where the money will and will not be spent. Furthermore, governmental
bodies decide how many days schcol will be open each year, what subjects
will and will not be taught, and who is qualified Lo teach such subjects.
In shqrt the governmenfal bodies interested in formal\ education control
both the entrance 7nd-exit of members of the school as™a secio- pol1t1cal
system and also influence the qualltv of existence: between ‘the entrance
and exit points.' Though teachers and- other school, personnel may 1nfluexcc
such decisions, final authority always rests with one of the three gov=:
mental bodies—1local, state, or ﬁederal ' d

Here are some of. the ways a f@rst year teacher who is ccncerned with
the needs of students has a'ready had her role prescribed by three govern-
mental b&lifs. ‘First, let us look at how university reparaticn of teachers
is lnfluéhced by povernmantal bodies. _The prospective teacher's certifi-
cation is granted by .the state which in tura~has prescrlbed a course of
study for the future teacher. 1In the:event that a prospective teacher may
need financial support whlle doing university study, the federal govern-.
ment may lend such support. . S

\

N .

R A

- “ v
&

Reprirted by permissiow of the authors from Introdugtion to Educa-
tional Decision Making, l'ubuque, Iowa: Kendall Hunt Publishers, 1972.
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The Leachxng situation in the first year teacher's school is even
more rigidly prescribed by local, state,; and federal governments. For
example, the follow1ng are soge of the things tha* have been decided for
the tedcher: : ’

. s

J. The minimum number of days, houfs; and minutes shetll
"~ spend with students regardless of each student's individual®

needs and desires (state governfgnt influence) ; 3
2. .the SUbJOCtS to bt taught (mainly state government influ-

ence) ; / . .

3. most of the ap—-oved" teaching materlals such as textbooks

(state and local government influence); '

4. the way student progress or lack ot progress is to be reported

(local -government 1nf1ucnce) and '

5. the currlculum (state and local government 1nf1uence)

It is true.that there arc some p0551b1e varigtjons as to how our
first year teacher can meet thL individual needs of students, but as the
preceding [ist indicates, time, place, and to a large extent the means
for meeting students' nceds have been prescribed hy goverumental acts.

As a decision-maker, you mignt at this point say, "So what!! I
already knew that governments influenced schools."  In our view, the most
important point is that 'the great distinction between government and other
organized undertaking is to be found in the wholly political character of
government. vl rhe political character of government dictates that the - °
order of a particular decision is a result of a political evaluation through

7nant1c1pat10n of -popular reaction. The level in the organization at which |

a.decision is made, therefore, will vé determined by an.evaluation of the
degreo of controversy the decision is likely to geﬁerate The overriding
variable in the dec151on will'be the assessment of public reation to ie

rather than its fflcacy or soundness from an educatlonal standp01nt The
following anmple 111ustrates thls pr1nc1p1e

S -

‘A senior Enwlxsh teacher after asse551n° the needs and the-
availaoility of current novels appropriate to thosefneeds and in~-
tercsts decides to assign Catcher in the Rye. Her colleagues in
the English department fully concur in her -selection, but many of
the students' parents are upset with language in the book_ and pro-
test to school authorities including the local school board. The
school board rules that since there are many other books dealing
with the life of an‘adolescent—books less likely to disturb the
public—Catcher in the Rye is rot the best selection for required
reading in the English =lass. | ‘.j

i

PREN
¥

’

1Paul H. Appleby, Policy and Administration (Un1vers1ty, Alabama:
University of Alabama Press, 1949), p. 12 .
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This exanple clearly demonstrates the extent to which schools are
influenced by public reaction and in turn how decisions about curriculum
are much more than educational decisions made by p-ofessionally qualified
educators. Such decisions are always viewed- olitically within the schooi
organization by the school board which is immﬁdiately subject to public
. reaction because of its elective nature. Thobe who fail to reckon with
the political nature of decision-making in schools run the risk of being
both politically and'educatimally ineffective. . _
.In the previous exarple the level of coﬁtroversy was contained within
‘the community and the decision was made by a;local government—-the‘school%
board. -There are numerous examples of decisions directly affecting the
school curriculum apnd instruction because the level of controversy was:

.  wider in scope thus touching the state and local governments. The following
focuses on state government:

i

Legislators in the State of California were bombarded with létters
from their constituents about the morality of youth in the state. ‘
" Congressmen and others made political hay out of this interest in their
speeches and passed the following legislation concerning schools' re-
sponsibility for teaching manners ang morals:

Each teacher shall endeavor to impress upon the minds of the
pupils the principles of morality, truth, justice, patriotism,
and a true comprehension of the rights, duties, and dignity
'of American citizenship, to teach them to avoid idleness,
profanity, and falsehood, and to \instruct them in manners °
and morals and the princip}es of a free government.
Principals in California must sign affidavit's saying that instruction
in manners and morals occurs in their schools.

This decision by the California legislature demonstrates that the
manners and morals problem was viewed by the public to be of such conse-
_quence that it could not be effectively handled at the. local level alone.:
The essentiaily political nature of the decision as opposed to the educa-
tional nature of the decision is indicated in the immediate charge to the
schools to deal with the manners anc¢ morals problems among youth. Profes-
sional educators we .e not the primary group involved in this decision to
have the schools deal with the manners and morals problem. . They were like-
wise not the group who decided that this was a legitimate functionjof the
school as compared to other social agencies, whether this was a top priority
matter compared to other priorities in the school curriculum, or whether
teachers were qualified for such instruction. (A construction crew, for
example, might be better prepared to teach youth to avoid idleness.)
Drivers' training courses, home economics courses, and drug -abuse courses

uizEducation Code. Sacramento, California: State of California, 1963,
vol. I, p. 356ﬁ ’ / ' - S
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¢t

serve as other examples of issues and problems state’ legislatures have
directed schools to. include in the curriculum. ‘ \

The federal government is also actively involved in dedisions that
affect education in.the schools. Most recently the federallgovernment

has exhibited much concern over busing childrcn out of their neighborhoods

in order to balance ethnic compositions of schools.
standpoint, there i

from bgsing.3

From an educafional
s little evidence to indicate good or i1l that Results
Busing, however, is a volatilesr national pOllt]Cal issue
and both Congress and the President seem detérmined to act on the bagis
of their perceptions of public reaction. Thus the. decisioniis taken\out
of the hands of .educators and their role becomes one of reacting to \
sovernmental legislation.: o : ! o

We have made the following points with regard to sc¢hools as goverh-
mental organizations: ‘

: \
1.

A
i
decnsxons in governmental organizations such as schools are \
politigal’ dec1SLons, which simply means that such decisions \
are structured by an assessment of public reaction}
2. i

the anticipated public reaction determines the level at which \

-
a décision is made, which means that the more intense the re-

\
action is projected to be, the hlgher the level at which the
decision will be made, and conversely; and finally, .
3. the kind ‘and quality of docisions made by governmental organ-

izationg’ are influenced primarily by anticipated public reaction
rather"than by their educational quality or soundness.

™~ i

but rut Politically viable:
ian '

_vicés appropriate to such pupils;

si
by

Starn

lhe following alternatives, for example, may be sounder educationally

(1) triple the expenditures'for.pupils“inm-
r city and distressed area rural schools and provide many special ser-

(2) provide that no federal funds can

be ysed for housing congtruction “unless occupancy is based on a ratio con-
u p y

stent ith the city's racial mix; and/or implement a voucher, plan where-
tudents may elect to attend any school of their ch01ce.
\ I

"The inconsistency of the federal oovernment, paFtlcularly the United

EducaLLon for the gifted, creativity, inte-
ion, compensatory education, vocational educatlon, the right to read,

untability, and behaviotral objectives were key cauch-words of the last
it is little wonder that educationists are accused of fadism,

for
reflect the fact that political winds blow from: alternatlng dlrectloné/
with}{ different intensity from year to year. . -~ }
¢ ‘ / ‘ - //
. . N - : a . //' ’
? L ]H8i) 42/ﬁ“4,
’ v . 3 . : // - 1 .
: ' 194 ' ;A// '
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es Ofiice of Education, with regard to,plans and programs most deserving
_. suppprt serves as an example.
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BUREAUCRATIC AND PROFESSIONAL ORGANIZATIONAL MODELS AND THEIR

APPROPRIATENESS FOR GOVERNANCE, CURRICULUM, AND INSTRUCTION IN SCHOOLS

Thus far, we have demonstrated that the objectives for our schools
and the functions they are expectud to perform are primarily determined
by political forces in the form ot local. state, and federal governments.,
As form follows function, it is now nccessary to describe the particular
form of organization that our schools, take. We have identificed this form
as that of a bureaucracy.

The Bureaucratic Organizational Model
i

It is little wonder that schools arc primarily organizcd as burcau-
cracics, for bureaucratic organization seems to be the most effectige
crganizational scheme for carrying out the functions of government. ”

The term "bureaucracy" has a negative connotation in the minds of
most people in our society, for they cquate it with endless reds tape, gross
inefficiency, administrative inflexibility, dchumanization, and a host of
other equally unattractive characteristics. But to the social sciontist,6
bureaucracy is one means of organizing human’activity, a type ol formal
organization with the following characteristics: . .

1. the detailed sub-division of labor, such labor to be performed
by many different highly trained specialists;
2. general rules and regulations to insurc objective and impersonal
t treatment of the organization's clients and to-coordinate the
efforts of the organization's specialist workers to promote an
- orderly, systematic, and rational means of providing services; and
3.  hierarchical relgtionsnips designed to insurc the coordination of
efforts .of the specialists by providing_cl<ar and rational allo-
cation of authority and responsibility. ‘ :
. -
Why.then are schools as gdvernmenLaf orsanizat fons orianizoed burcau-

“cratically? The first reason ‘is that burcaucracy provides for disciplined

compliance with rules, regulations, and directives [rom superiors. ‘There
is no need for debate and discourse about who has the authorfitLy to makc

decisions and direct the activitics of others. The superintendent clearly

o
.

.

'SOne might disagree with the cffcctivennss of burcaucracy as a {orm
of government organization, but one cannot argue as to the universality of
the bureaucratic model. All governmental organizations arc simply organized
bureaucratically. ’

o

«

6See Max Weber; et al., The Theory of Social and Economic Oryaniza-
tion (New York: Oxford University Press, 1947). '

7Bertrém M. Gross, The Managing of Organizations (Glencoe, 1lltinois:
The Free Press of Glencoe, 1964), p. 49. -

~

[

181 .

195.



O

ERIC

Aruitoxt provided by Eic:

has the legal authority to direct the activities of the principal, the
principal has the legal authority to direct the activities of the teachers,
and the teachers clearly have the legal authority to direct the acfivities
of the students. :

Secondly, the hlerarcblcal o ganization of a bureaucracy provides
clear lines of authority and respcasibility so that indiv’duals can readily
be held accountable for their actions. 1In ahy organization prlmarlly con-
cerned with public reactlon, such fixing of responsibility appears to be
essential. Somebody's '"head has to roll' when things go wrong.

A third reason for organiZing schools bureaucratically is that bu-
reaucracy séems best suited to organizations whose ends zre discreet and .
measurable, whose objectives are clear and generally agreed upon, and '
whose causal relationships between means and ends are readily domonstrable.8
At the risk of oversimplification, the end of those in power in government
is to maintain their power, the means to maintain that power ®s favorable
public “reaction to governmental acts. and the causal relationship between
means and ends is an obvious once: you)don't stay in power if the people
don't generally approve of what you are doing. .

But does this really apply to schools _as governmental organizations?

Do we really have agreement on objectives for the schools? And, do we

know the means to use in order tq achieve such objectives if they are agrped
upon? In other words, do we krow what is good education for a particular
child and do we know how. to achieve such an education?

In order to answer these questions, we need - > make a distinction
between governance and curriculum and instruction. Governance encompasses-
(and translatea) fhe foimal, legal rules and regulations which ‘cont¥ol the
overall operacion of the organlzatlon. In other words, governance decisions
proviage a framework in which daily decisions are made. Curriculum and in- ~
struction refers to that area within the school as a socio-political system
where learning experiences that students encounter occur. For our purposes
in this look we arc not making fine distinttions between curriculum and in-
struction altkough we recognize that such distinctions exist. In order to
clarify the distinction between governance and curriculum and instrugtion,
we hav. outlined some of the decisions that fall into each of the categories:

Governance Curriculum and Instructien

Rules concerning health and safe- The chojce of course titles and ,
ty in the school. content for such courses.
Directives concerning the main- Sequence and scope of the cur-
tenance of buildings. riculum. .

The decision to initiate a bond Choice of textbooks and other
issue and particular issues‘to be instructional macerials.

voted on. : ‘The establishment of seminars

9

.

8Pcte: M. Blau and W. Richard Scott, Formal Organizations (San Francisco:
Chandler Publishing Gompany, 1962), pp. 206-210.




Particular accounting procedures for honor students.

for the receipt and dispersal -of  Decisions with respect to ability
funds. grouping.

The formation of committees de- The decision to adOpr team teach-
signed to maintain a working ing as ar alternative in ninth grade
structure for the year. - English. ; ‘

Governance as discussed previously is appropriately a function of a
bureaucratic organization. That is, when the primary -or:zern of the organ-

ization is public reaction, bureaucracy provides the :-::ropriate sitructure
for dealing with such reaction, for disciplined complia~ . hierarchial
arrangemeﬁts, and a causal relationship between means arr - - all exist.

If we are to judge the appr-priateness of the bureaucr.-  model for -
schools by their stated objective- <t is obvious that sc ™ . -:del falls
short for curriculum and instruct .. sud in fact the educac: ..&¢ .-dcess
itself. Commonly cited 2ducationa: gc:ls include the folliwin,: «ffective

citizenship, command of the fundament:. - rocesses, worth:y nom: waim .« -3
worthy use of leisure time, the develuu: nt of ethical ch.. act.r, and "nre
promotion of good health.? It should ae & ' arent that thoge genaral, ab-
stract objectives are not most appropriztaiy or efficiencly carriezd suvt
under the bureaucratic model. The reas: for this is that th2y caanct be
achieved keeping in mind the character::wics ¢f a bureaucrazy, for with
such general objectives:

1. the ends are not dlscreetly measurable due to the abstractuess
of the.objectives; '
2. the means for reaching the objec:ives are not abreed Lpon;
and
3. the causal relacionship betwéen means and ends is not readily
' or concretcly demonstrable.

~As Blau and Scott indicate. "When tbk: overall vesponsibility ¢f the organ-
ization cannot be broker. :iown into fairly rrutine specialized tasks...

. (such as) research, care of the i:1, case work services, expert judpgments
Jlof professionals rather than.disc »lined compliance with the commuods of

" superiors must ¢&v.rn operations in the interest of etficiency.”10 (pParer-
theses ours) Twu-«s designed to meet the general edura.ional ohjectives
_such as worthy hume membership and effective citizensaip cannot be bridken

. down into routin-., special'zed tasks. Hence, professional judymert ratcher

than disciplined compliance with orders from superiors.is the appropriate -
pattern for reaching™more general, absrract cbjecti es. Consequerily, if °
these general obJectlves are the ones sc! o0ls avtually brne to re .ch, the

'

9qee, for example, The Central Puggpse of Americ'n Education quoted
in the National Education Association Jou*nal Sepr 1761,
o= 10

Blau gnd Scott, op. cit., p. 297.
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bureaucratlc model is both inefficient and ineffective. .
But it still remains true_ that schoois do employ the bureaucratic
model for instruction and development of urriculum as well as governance.
The ultimate judges of what good instruc.ion is or what curriculum should
be are the chief administrators in the school system rather than the
teachers.!l Chief admini.trators control the reward and sanction system
for the most part rather then fellow teachers. RN
Let us now examine thz actual cbjective(s) for schools as determined
by the operation of schools. According to the Educational Policies Com-
mission of the National £ducation Association and the American Association
of School Administrators, "There is a unique, central role for the rational
powers of an individual, hcweve:, for ypon them depends his ability to
achieve his personal goei:n and to rfulfill his gbligations to‘society."!2 v
- The natural extension of thisﬁceh.ral role for education is for the school
to produce successful students.-—Suctessful students are easily mecsured
for they make A's and B's rcther ~han D's and F's, they score kigh :n
standardized tests, and they conform to school rules and regulacions. 1In
other words, they learn to beliav2 well in the role of student.
The bureaucratic model is anpropriate for schocls when they have as
.»their primary goal the production of ircipient scholtrs,13 for the end is
¢ measurable (the production of successful students), tiie means are known
" (reach courses in such a way that s_udents can complete successfully exam-
inations and standardized tests), causarion is known since only students .
who take courses and do well on (xamii<rions are successful students, and
7individuals' perceptions of their progress are of little use compared tc
their actual performance on standardized (tests and the like. )
'In summary, the bureaucrztic moc:l is test suited for curriculum and
instruction- if the overriding objec' 'we <f “hc schools is "» produce the
professional student. However, schouls daim that their objectives are
much broader than this, and in our julgment they sihould be.. Yet, ag in-
dicated before, general, more abstract objectives do not lend themselve:
td the bureaucratic model. - This then raise, the question zs .0 wiat modal
is appropriate {or meeting those broad ob_ ctives that go bLcyond producing
incipient scholar '« ‘What .iodel would "2 in “1sive enough to suppert obtjec-
tives like the foiiowing ones cited t: well-known curriculum th:ocrist James
B. Macdonald: '

- Schools should foscer the develcpme -+ of human beings so that th -

1. are committed to the value snd wc:-th of eack and ever; umap
being—as the central value of existence,

-

11
As indicated prev1ously, governing bo-ies and their representatives,.

tﬁé admlnlstrators, set the conditions or establ;sﬁ the *asic enviromment

for curriculum and instruction. They determine class s. e, s-udent composi-
tioa in classes, number of days of instructicn, the schedule ror such instruc-
tion, and who will teach.

12The Central Purpose of American Education, op. Cit., p. 9. .

3Beglnnlngscholars. 184 -
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2. are aware of potentiality which lies within themselves, and
the social, intelléctual, physical, and emotional poscibilities
of their environment for furthering and creating poter-iality,
and . _

3. are aware of the possibility of transcending their present per-
sonal and social situations, and are skilled in the processes or

seeking transcendence?l -~

. ¥ .
The Professi?nal Organizaticnal Model : )

The professional organizational model is probably less familiar to
'you, the reader, but it iz found in organizations such as hospitals, univer-
sitiés, and research institutes. The following three characteristics differ-
entiate the professional model from the bureaucrati-. model.

First, the professional organization is prim.rily concerned with the
discovery or application of knowledge. Consequently its basic functions
cannot be programmed and, therefore, cannot be carried out efficiently by
hierarchical arrangement and compliance .with administrative orders.

Secondly, professional organizations may Have within them many non-
professional and semi-professiona. workers who may be organized in the
traditional bureaucratic manner, put basic decisions about functians are
made by the professionals themselves.

Thirdly, professional organizations emphasize achlevement of objectlves
rather than disciplined compliance to a highly programmed process for
achireving objectives. Processes used in professional organizations can

_therzfore be highly flexible and individualistic as the profegsionals' judg-
men: dictates. _

The critical distinctions between the professional and bureaucratic
models will be even clearer when viewed 'side by side:

/ Bureaucratic Model Professional Model
1. » bureaucrat's foremost re- 1. The professional is bound by
»nsibility is to represent a norm of service and a code
d promote the interests of of ethics to represent the
his organization. welfare of his clients.

2. The bureaucrat gets his au- 2. The professional's source of
thority from a legal contract authority comes from his
backed by the rights and technical competence and ex-
privileges of his office. pertise and knowledge.

3. The bureaucrat's decisions 3. The professional’'s decisions

are governed by disciplined
compliance with directiv~s
from superiors.

are governed by Mternalized
professionai standards.

/ . .

*James B. Macdonald, "The High School in Human Terms:
Degign,'" in Humanizing’ the Secondary School,
and J. Galen Saylor (Washington, D. C.:
Curriculum Development, 1969), p. 48.
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4, - The court of last resort for 4, The court of last resort for

appeal of a decision by a - appeal of a d-cision by a pro?
* bureaucrat is higher manage- fessional is his professional
ment. - colleagues.
b

Figure 2-1. Bureaucratic Model \ : Professional Model.15

Let us now look at the difference it makes if a decision is made pri-
marily according to the bureaucratic or professional model. We ask you, the
decision-mak=r, to place yourself in the position of, a visitor-inquirer in
a school with which you are familiar. Place a check in the column which
indicates that & particular decision is made for the most part by a teacher's
colleagues (the professional ‘model) or the school administration, that is,
supervisors, principals, superintendents (the bureaucratlc model): o

" Teachers  Administrators

1. The gqualifications for the assignment
of teachers to aischool. (Who should
teach at what school?) . ' )
2. The evaluatiom of a teacher's effec-
tiveness as it relates to receiving ten-
ure and getting salary increases.
3. The decision as to which texts. are to
be used in the classroom.
4. The decision that Johnny Jones .
would profit more.from six weeks ~
study in libraries and museums rath-
. er than in school. -
~ 5. The decision to experiment with giv-
ing no grades and having no report . ]
. cards for one school term. / ’
6. The decision that Jimmy Jack .on
should forgo reading groups for t~on ) s
weeks since he has developed such a -
negative attitude toward reading.
7. The decision to depart radically from
T the state curriculum guide for a
' group.of seventh graders for whom
‘the guide in’"the judgment of the
teacher seems totally inappropriate.
8. The decision to invite the Chairmau
of the local Black Panther Party to

address the students in an eighth .
grade class. v ' )
15 -"

+ €
Blau and Sco:zt, op. cit., p. 297.. : .
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9. The decision as to whether or not a L. _ .
teacher has pxoperly handled a dis- . ‘ - .
cipline problem. : . f - ) r
10. The decision as, to whether or not a '
novel selected by -a .tenth grade Eng- ) -
-  lish ‘teacher is appropriate reading for ’
the students. - : . . e
1t should be clear if the reader studiés more than one school that
schools vary as to the degree of professionalism and bureaucratization
that exists in them. It is, however, our contention that most schools
will 1%%n more toward the bureaucratic model than the professional model. b
(Most of your checks were probably placed under administrators rather. ‘
than teachers.) This is to be exptcted since all schools are government
organizations and \as such are organized bureaucratically for instruction
since their primaJ; objective is to produce '"good' students or incipient
scholars." ' : ' . .

A New Organizational .Model for Schools

In our discussion of bureaucratic and professional models, we noted
that schools are primarily organized bureaucratically to respond appropri- -
ately. to public reaction. Howevet, we .eriously questioned whether or
not schools should be organized bureaucratically for curriculum and in-
struction if they are to do more than to meet the simplistic objective of
producing good students or incipient scholars. Our bias is obvious for
we.believe schools should do more and this section of the book proposes a
new organizational model for-schools which combines the professional and
bureaucratic models. Such a combination is necessary if schools are to
do justice to theix clients and meet the needs of the inner city, suburban,
and rural child in our society. ' ' -

First., let us recognize that you cannot eliminate bureaucracy from
the schools for it is a requisite of governmental organizations and as
noted earlier, schools are governmental organizations. And yet, the bureau -
cratic -nodel is patently inappropriate for meeting the needs of a student
population as diverse as the one we have today. If schools are to achieve
the kinds of objectives recommended by James B. Macdonald, cited previously,
and others, then the professional model is mofe appropriate than the bureau-
cratic model. We are in fact faceg with an --ganizational dilemma which
cannot be resolved but can be reconciled or endured. An example of this
dilemma on' a more personal plane is the young person whose religious beliefs
differ radically from his parents'’ beliefs. At the same time, he loves his
parents and they love him. " The close relationship with-his parents is
something he does not want’to relinquish nor can he in all conseience sub-
scribe to their religious beliefs. This dilemma cannot be resolved for he
cannot accept their beliefs and his parents cannot accept his beliefs. The

dilemma can, however, be reconciled if parents and son tacitly agree to open- _

ly avoid-conirontation over rellglous bellefs and respect the—prlvaty “of .
each others' beliefs. e U -

e -—An example of" such a reronc111at10n between the bareaucratlc and pro- "~
fessional models is found in publlc hospitals. The public hospital is de-
pendent: Gpon the local and/or state, and/or federal governments fdr support,
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and accountable,;to those governments for compliance with their rules and
regulations. At the same time, the public hospital provides treatment thr
its patierits within a model more professional than bureaucratic. The .
medical profession itself decides who cap practice in the hospital, what
treatments are appropriate -for what patienfs, and the competence.of their
colleagues, the medical doctors. ° -
The challengéfﬁo those’of us in education is to reconcile the didemma
of the bureaucratic versus the professional model in a menner similar to
the way that the dilemma has been reconciled in public hcapitals, and other
governmental organizations. - As:a public organization, public reaction is
the critical Factor since support of, the organization is dependent on favor-

.able public reaction.. The organization which is professional decides first

what is good practice and then convinces the public of the efficacy of that -
practice. The organization which is bureaucratic. weighs public reaction
first and then institutes those practices least likely to cause public furor.
It is aur contegtion that schools tend to adopt the latter rather than the
former position. For example, too often the superintendent attempts to

"influenze instruction and curriculum so that they will meet the least re-

sistance from the publlc rather than accepting the professional judgments |

of his teachers about the soundness of curriculum and instruction practices,

after which he is ready to meet any adverse public reaction.
R 4

CONCLUSTON S , | S

- ®We have made the following points: . (1) schools are goveérnment organ-
izations and consequently are organized bureaucratically; (2) as govern-.
ment ;organizations, schools must anticipate and deal effectively with pub-
lic reaction; (3) the bureaucratic model is appropriate for the governance
of uchools but less than satisfactory for curriculum and instruction matters;
(4) the professional model is more.appropriate for the curriculum develop- .
merit and instructional aspect of.school organszation; and (5) what ‘we need
is a new model for Sur schools, a model that effects the marriage of the
bureaucratic and professional models.

SUMMARY 0UTLIN§ OF THE SCHOOL'AS‘X ‘BUREAUCRATIC ORGANIZATION - .
Schools as Governme;tal Orggnizgtiéns B - / |
Local, State, and Fedefal Governméﬁté.and,Their Influence‘on Schools
“Government~l Organizations Base Decisions on*Anticipation of Public

Reaction : ) : : ; '

T
s »

Bureaucratic and Piofessional Organizational Models and Their Appropriatness
““for Governance, Curriculum, and Instruction in Schools

The Bureaucratic Organizational Model

-

v

- '

The Professional Organizational Model

A New Organizational Model for Schools : _ . o
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SUGGESTTONS FOR DEVELOPING AN INTERVIEW SCHEDULE

X A person who wants to elicit information from an expert and who reaL/Zés-
. ~that personal interactién facilitapes the implementation of this objective,
wiil do well to prepare carefuliy for an interview. !The_individual to be
interviewed should be chosen thoﬂghtfully. The interviewer éhould expect ;o

"feel cumfpftablg" with the expert sé that.rapport can be established.
o

44 ; ' \
Here are some steps to kéep in mird:
1. Think about whom you want to interview. Try to get someone wﬁo is
‘knowledgeable aﬁout the overall picture or who is concerned with ycur
» 'particular area of concentration.
/- ¥ 2. Construct your:questions carefully, aézlding whether you are seeking

yes or no responses or open ended responses. Open, ended responses® a

will tell you more. o
4

3. Chogse your words carefully. Do not be too formal or informal.
4. Avoid leading questions such as, ""Should. the cownty begin'to plan for

eventual consolidation of the schools, since consolidation is inevitable

Make your ques;idns neutral énd oéen”endEd,
5. Limit.eaéh questidn to one idea, i.e. ask one question at a time.
' 6. Practice the interview quéstibn ~n someone, such as a member of this
) ;( » class; to see if they are clear and uﬁdersfandable.
7. Be polite and respectful. Drésé appropriately. Limit your time in
s - _ ‘ :
the administracor's cffice; remember, the person who is an administrator

usually has a full agend1 for the day.

’ 189 \ L | " v
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s , . A.SELF INVENTORY OF BELIEFS CONCERNING
PURPOSES AND FUNCTIONS OF SCHOOLS
!
‘,' by o :
Dr. Dale Brubaker and Dr. Roland Nelson .

e

To record your responses to the following statements write the code on.
right side of the page. If vou strongly agree with a statement, write ‘SA beside
its corresponding number on the sheet; if you agree, write A if . you disagree,

. write D; apd if you strongly disagree, write ‘SD. o . s
1. The teacher is primarily an independent person who can do for the
) most part what he or she pleases once\the classroom door is closed.

2. Schools are foitunate compared to many other organizations for they
are subject té little influence for government(s). . -

" 3. Since schools and teachers are largely independent, the major hurdle -
to making changes in schools is teachers' perceptions, perceptions
that are conservative with respect to change.

4. School administrators are usually bureaucrats for they cater to tho%e'
governmental officials, such as the school board, immedately above

them on the bureaucratlc ladder. y

5. Unlike adm1nlstrators teachers are professionals who deal h pub11c
reaction after they make ‘their decisions rather- than~ant10 pu ing ..
pub11c react1on

()Y

School adm1nlstrators have more in common w1th pol1t1c1ans in the1r
occupational role _than do teachers

7. Fortunately for local school districts, the state government has a good
deal of influence on them but federal laws have® litt1é®or no effect.
on them. : o ot

.

8. The greater the influence of - government ou an organ12at1or, the more
t ireaucratio.the organization will be. :

9. It is of little value for the decision-maker in schooIs to make a dis-.
e tinction betreen governance functions and curriculum and-instruction
i . g L ; . v. ’
10. Séhools, like hospitals, have bureaucrat{ic and.professional structures,
operating side-by-side with the pxofessional structure clearly having *
the prime authority. : : e :

11. Students should be involyv~d in the setting of obJectives but not in
) establishg the means for reachlng objectives. L ¢

12. All organizaticus confine their members which simplv means that thejﬁ
force thefn to be in certain places for a specified perlod of t1me 7
regardless of . thelr personal: wishes. *

13. Teachers, like other professionals, tailor their.confinement prac-
tices to the individual needs and desires of their clients. -\

A

- s «
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} - ” - \ B |
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14. Administrators usually interpret school- board decisions more lib-
eral]y than the school board would and teachers in turn interpret
. .~ administrative decisions mpre liberally than do administrators.

15. " Teachers usually define traintng skills such aé‘reading, writing, -
specking; and modes of thinking in much the same way as their
students do with sucH skills adjusted to the soc1o economic and

. family oackgrounds '0of students. ~_

. - 16.. Curriculum matexrials such as textbooks rarely reflect the real
A interests of students

'17. “Minority ‘group students meaning those students who do not have
the background or interest to become “successful students in schools,
should nevertheless be forced to learn such skllls in order to
"get ahead" when théy graduate.

© T |8, Indoctrlnation (the act of 1nf1uencing a pers0n in such a way that
he behu:ves.as you want him to behave without questioning whether
or ngt that is the way he 'want tc behave -or should behave) is em-

. ployed in. highly rigid organwzatlons such as the armed forces but
PR rarely used-in- schools. i

. i@ L —
19. Students have a good deal to say about “he way they are sorted or
classified in schools tor the "cream'" in any organlzatlon tends
to ris€ to, the top. .

N H . B

20, The confinement, 1nd0ctrinatlon,'sorting, and tra1n1ng functlons ) !
as practiced by schoois gre consistent with the obJective of pro-
- wviding -the conditiens for personal or oelf development as defined
by, most students. - N
, . ; \
{
!
{
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*

.

”~

Wiy a8 . _.,;,";\_ R v

v
«

\)'E . - ' .. ﬁff—TfN o : ”.Au // . | Lo - _ ﬂ:“
]ERJ!: - . , . : il — _ . ,

Aruitoxt provided by Eic:



f v o ’ . :
STUDENT EVALUATION OF MODULE, - L

<

' Please circle the appropriate information:

v .V VI

N MODULE I  II  III

Level of competency woked for this module: A
i
[

?ur»u¢-
]

| | |

| _ .

; 1." Did working in this module capture arnd hold y e
| - _ :

o /1 /2 /3

f' ‘ low j'

; , 2. Did this module serveﬁypur career goa s ‘

-‘! / - ‘ . ‘. .‘
i Y} | 2% /5

C high

low
;
4 . ‘ o - ) /

S S

3. Were the readings and act Qpriate level of difficulty gbr

i

—

|
| - i
. . low

‘4 Has this module s§
: S . -
‘ 16 /5 .
. \ ‘ T high ’
[4 /5
high
‘. . ( " . ) X 'l
v _
/1

~ TURN IN AFTER COMPLETING MODULE .
- 192 D SR
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STUDENT EVALUATION OF MODULE -

Please circle the appropriate information:

MODULE 1 11 111 AR VI

o

Level of competency worked for this module: A B C

1. Did Qorking in this module capture and hold your interest?

- /1 - )2 /3 i /5

low ~high
. 2. Did this module serve your career goals? ' B
/1 /2 S | S /5 i
= low “ : high

3. Were the readings and activities of an appropriate level of difficulty for you?

: /1 /2 /3 [ s
. i low f; : C ' . high

4., Has this module stimulatéﬂ\your curiosity to know more about the topic?

/1 /2 . ‘ /3 - /a /5

low nigh
‘ 5. My overall reaction to this module. .

R '.\‘ ‘ Yo ‘

/1 Y /3 /4 /5

low 8 - nigh

Suggestions for improving

) , &,
TURN IN AFTER COMPLETING MODULE ‘ -

v

< 193

209




MODULE IV - CURRICULUM/INSTRUCTION!

Rationale

Curriculum development in the public schools has witnessed vast
change in recént years. Although much of this curricular evolution
is merely verbal, many progressive schools have actually actempted
to implement new designs and new ideas into their overall curriculum
structure.

It is the purpose of this unodule to acquaint future teachers with the
various- types ¢f curriculum organizations in ovder that they may
develop rational decisions comcerning the advantages and disadvantages
of each type, and to examine current concerns in the area of curriculum
and instruction. ST

Ob jectives
The student will be able, after reading from designated sources and

. vigiting an elementary school, to demonstrate his/her knowledges
concerning concepts and basic forms of school organization. ‘

Materials

Abramowitz, Mildred W. "How to Start an Alternative School and’Where
To Go From There"

Jones, Rolland W. '"We Move Toward Options’ in Schooling"
C s . .
McEwin, Kenneth and Joyce Lawrence. "The Middle School: An Emerging
: Concept" : - ' :

Proctor, W.A. "llewark Living Studies Center: A School for Disruptive
Students"

Ragan, Wilson, and Ragan. "Organizing to Maximize ‘Learning,'" Chapter 5 from
Teaching in the New Elementary School (.ext) ‘

Resnick, Henry. '"High School With No Walls: It's a Happening in Philadelphia"
School Visitation Form
> Selected Bibliographie§
Humanistic Bibliographies
Middle School
Open Education
Environment
Library

194
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Elementary School in Watauga or nearby cbdunty; schedule of times
and .dates to be posted., In Watauga County,; ASU policy insists
that students must go with the group at scheduled times. See
posted schedule of visit times.

‘Room for discussion group - time and dates to be posted.

dctivities and Assessment

"C" level of competency . )

All students will:

1. Read pages 91-109 in Ragan, Wilson and Ragan;
2. Read:

Abramowitz, pages 215-223.

Jones, pages 221-223.

McEwin and Lawrence, pages 225-227.

Proctor, pages 229 231.
3. Take Test C.

A

"B" level of cémpetengx

All students will:

1. Read pages 91- 109 in Ragan, Wilson amd Ragan;
2. Read: ”

Abramowitz, pages 215- 223.




Jones, pages 221-223.
McEwin and Lawrence, pages 223 227.
Pro:tor, pages 229- 231
3. Take Test C;
4. Visit a school and complete the "School Visitdation Form within.
¢ . ' one day-of the visit; . -
5. Read Resnick, pages 223-2,8. '
6. Write a descriptive paper on the f0110w11g kinds of school
organizations: vertical, horizontal, iater-class, and intraclass,
"no walls'" groupings (2 typewritten pages). )

"Al level of competency

All of #1-6 above, plus:

- “7. Working with a partner read articles of your choosing in the
Belk-Library on "Open Education" or on "Humanizing Educatioen.”
Each partner‘will have read at least two articles. Find a
partner by signing up on the bulletin board;
8. Then, a paper will be jointly written:

N PO

"If the paper is on open education, it should relate to the
following: - R
What is open education? | . :
In schools implementing open education, discuss.use of
space, grouping, staffing, and curriculum organization/
instruction.

If the paper is on humanizing ‘éducation it should relate to the
- following:
Is the term, "Humanizing =ducation' synonomous w1th open
education? Why or why not? Explain.
How are some school systems humanizing the middle/junior”
S . high, and seccendary schcol? Be specific. .
"7 How might an effort to humanize the classroom affect the
curriculum/instruction of the classroom?

196 R
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- the major demands of first class citizenship -- the speaking, writing,

L4

HOW TO START AN ALTERNATIVE SCHOOL AND .WHERE TO GO FROM THERE

by
Mildred W. Abramowitz

The school was a Junior High Schoollin an area of the Bronx from
which Jews and Italians had fled and which now had a student body com-
posed of 65 percent Puerto Ricdn and 35 percent Black. I had been its ~
principal for six years. When I arrived I had’ found the school floun-
dering and shaky because it had not adequately coped with the.great
change in its school population.” Most of the staff members had béen
there for quite some time and they were doirg what they had done when-
the school had been very different five years before.

I spent the first two years working wich some of the excellent
school pegple I found on the staff and with'a very supportive super--
intendent™ to achieve order, system, quiet, and a sense of standards and
a sense of purpose. As a result of our efforts, even after only two
years we had reversed our neighborhood reputation so that some parents
and guardians were falsifying addresses and lying about home situations
in order to get their youngsters into our school or not be transferred
from it because of changes in address. - .

Althoigh I found this most gratifying, I felt very uneasy in that
we had nrier and system and purpose and appreciation on the part of stu-
dents, parents, 2nd ~eachers but we did not seem to be making signifi-
cant headway in rroducing youngsters better equipped to deal with one of..

and reading of standard English. Therefore I spent the next four years
iA’two major directions: (a) building a staff of persons who would feel
dissatisfied with conditions as they were, and (b) educating and encou- °
raging the staff to try new ideas of motivation within our usual con-
straints of lack of funds and of'much overcrowding.

_Building the staff was extremely difficult as we were living in the

_ days of acute teacher shortage and our school was comparatively so -

unattractive, inaccessible, and uncomfortable for teachers. We hapdled -
this problem by working closely with some.-local college.profeésors to

" make our school itself the place for the college tlassroom and to use-
our own young teachers as recruiting agents to pring in others_who

were interested in trying to change things. ! =
We also involved ourselves, myself activel included in the teach-

'1ng process. We took the young teachers we had already invested so

much timeé in and the recruits they brought and; the student teachers as

Reprinted with permission of the Association for Supervision and
Curriculum Development and Mildred W. Abramowiitz. Copyright 1974 by

the Association for Supervision and Curriculum Development.

]W1111am W. hiies Junior High School, 11$, Bronx, New York.
2Superintendent Charles M. Shapp, District 10, New York Citv.

3Professors Lilyan Ruderman and Charles hanks of Lehman College,

Bronx, New York. - _ |
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our staff so 'that eventually one-third of our fagculty was acquired in
this way. A considerable portion of our more ‘experienced teachérs also
elected to join us in trying many alternatives, to ‘the traditional pro-
c gram -- exéhanges with a suburban school,? securing full scholarshipse
“and support for our~eighth and uinth grade pupils in private preparatory
high schools,? teaching .through drama,® a bilingual échool-within-a
school,7 consumer education,8 bringing New York City's first-class.
music, .art, dnd ballet into our school, 9 citizenship voting educatlon,10
Hunter Friend program; 11 training in inquiry and research writing, 12
Career Days,l3 graduation eXerc1ses that would reflect the -accomplish-
ments of youngsters and the "warmth" that existed between teachers and
administrators with students, values clarification as a teaching tool, 14
open classroom technlques, four consecutive half-day teacher- run‘work-
shops every January, cluster teaching, more concentrated time spent on
. science and art,. planning a way to make all industrial arts a center of
curridulum for both sexes on an equal basis. '

-

. ADAPTING IDEAS TO NEEDS

These are some of the things we did and these years helped to give
. . a gobd segment of our teachers as well as some of our administrators the
experience and security needed to be open to try new ideas and to adapt
© ' these ideas to our needs. I was continually loaking for teachers who
"~ would say, "I have an idea!" or,- preferably, "We have an idea!" When
these statements, finally began to come, it was important to treat them
with respect, cep51derat10n, and proper planning, and to get them

launched -- even if they were to fail. None of them really failed (some
.ended when the interested teacher left the school) but we did manage to
convey that it would not matter if they did. > -

+ Finally in the early spring of my sixth year as principal four
teachers came to see me to express thelr dissatisfaction with everything

(3
o

QGreat Neck North Jgnfor High Schgol -- the exchange lasted seven

years. _ ) L

2

- ' 5A Better. Chance (Roskefeller Foundation) and Exetér.

5 6Phoenix Theatre Project using Niles Junior High School.

7o - . : . .
Science, math, and social studies tayght in Spanish.

o)

Ninth grade social studies made Consumer Economics.

Harkness and Metropolitan Opera Ballets, New York Philharmonic.

0, . . . . o
Using real voting procedures to conduct school government elections.

11A "big sister' or 'big brother” coming every day from Hunter (now

Lehman) College.

12Three-yearfdevelopment program through social studies classes.

Bringing the Bronx community into the school to open the world of

jobs and careers. ' .

14 ; -
WOrkshop conducted on school time with volunteer teachers, demon—
stration classes. -

. 1938
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we had. already tr1ed and to say they wanted to. do,”mare“and that they

would like to work as a group. I had been interested in the alternative

school development in the white affluent suburb of Great Neck, New York.

After describing this development to che four teachers, we went ‘to visit

it along with the assistant principal who was put.in charge of the pro-

gram. 15° The six of us then spent several "talking sessions' with the )
idea. One of the four teachers was made leaderl6 and from then on the -
teachers met by themselves to draw up their purpose,- methods: to accomplish

it, and evaluate what they had done. We were all aware that the project

could not depend upon any more teachers or facilities from the local

board of education. This meant that my job was to reallocate existing Te-
sources and to get support from the community for extras that would

develop in the initial stage. The teachers decided to make their

purpose better school atterndance and more excitement about going to .

_school on the part of youngsLers who they already knew had the potential

to be educated for a better life than the one for which they seemed to
be headed. .
I agreed to t%@ir purpose and made it clear that they were in charge
of which youngster¥ enteréd and_stayed in the program and how to go about
selecting these students and getting them in. The curriculum planning
they were to do with the.assistant principal in charge of the "school-
within-a-school.” On their own“they approached the rest cf the faculty
for nominations, interviewed all suggested, conferred to make their se-
lection, and visited each home of a child who wished to try the new type
of school, taking the ~hild with them for the conference with the parent.
In this way they got their enrollment of 45 with a waiting list of 10.
They then planned to meet over the summer, to participate in some summer
workshops, to visit more alternatlvcschools and then to survey our own

e

. building for a lgcatlon.

" down directly to the lunchroom and backyard.

The assistant principal and I helped w1th all this. We‘degided on
a school-within-a-schocl where 45 youngsters would have.their entire

'aay with the four teachers who represented the disciplines of math,

'science, social studies, and English. The rest of the staff was reallo-
cated.to make this pupil-teacher ratio possible and the decision was
made to cldse down one home econcmics foods shop that was next to a
smaller room that had once been a family living room. Both rooms were
located at the end of a hall near a btack stairway of the school that went = - -

All" of these decisions were made by May. Over the summer I pre-
pared a statement of purpose and means of accomplishment within our’ re-
sotirces and plan of evaluation for our superintendent and community
board of education. I did ask that the superintendent's staff *help. us
with the evaluation and with funds fdér supplies, transportatlon and
that, if we were successful, he gonsider asking Albany to help«us get
located outside the regular school the following year. The: -teachets
were assured that they had the right to fail and that they would not be

]

15{rs. Claudia C, Macari who also taught the values clarification
“‘workshop with me. - . .

16Eugene Scher was trained in sociology and also had the tempera- Lo
ment neéded to lead. The others were Susan Fauer, Rlchard Acosta, and
Paul Bablbve.
E / o 199
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be evaluated by reading and math.tests in June.l’ N .

The assistant principal and I met with the four teachers before
school opened the next fall to assess what we had done over .the summer.
The teachers de¢ided to piesent the problem of room arrangement and
decoration (the main-room was filled with antiquated cooking equipment)
to the students who, in turn, made decisions, painted, built furniture,
and brought things in. The students also decided on a'name -- Camelot --

- as an expression of what they felt: the school could mean to them. «They
~ helped the teachers make initial plans for such. things as individual

\
\

!

diagnostic testing in each subject area, 18 ‘how to structure their day,
how to group, how long:to stldy something, and what "rules" of behavior
to follow. .

The teachers ate 1unch together, spent many Sunday &fternoons to-
gether, and met,with the assistant pr1nc1pa1 at least once a week and
with me once a month. They quickly adjusted to the idea of counseling
individual pupils and.flexibly gtfouping the pupils for better instruc-
tional purposes in different subject areas. It was not long before
they were excited, too, about the idea of pursuing subjects never before
in our curriculum: anthropology, ancient history, photography, guitar
playing, newspaper reading, TV analysis, ceramics, model building, gour-
met cooking, etc. These ideas came from the students and then our
Camelot teachers began to invite in various members of our own faculty
who could he1p in these areas.

A CONTINUING ASSESSMENT

Staff members had much more of a preblem in adjnstment ir getting

'used to the lack of the usual teacher structure, a curriculum to follow,

.and the idea that they were free to ignore bells and could use any place
in the entire City of New York as their classroom. It really took the
lentire first year to get them to begin to use the freedom they really

ad. Dur1ng the second year they began to lgave the building and build
é r1cher more flexible curriculum. During the school 'year certain
youngsters were dropped from the program either at their own or at their
parents' request, or because the teachers felt the program was not
.dping enough for the pup11 Substitutions were then made from the
waiting list. -

The teachers did not wait until June to evaluate and neither did
the students. They were constantly evaluating and .continually excited
by the progress they saw. We knew we had accomnlished our stated pur-
pose -- better attendance and enthusiasm about going to school -- by
dain observation. - Even as early as November, an evening meeting was
held to which parents were invited and to which they came in, unpre-
cedented numbers. Camelot students were the speakers and answered any °
quéstion posed by the audience. One not- so-friendly parent said, "1

ﬁ

- .

% ' °

{

‘ 171 knew, of course, that should we subsequently get a grant from

Albany we would have to be evaluated by reading and math tests.

1
8The students themselves.asked for such tests and for periodic

testing so that they could "see" their progress

200 S -
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simply do not believe that these students, could have been 'turned on'

“1like this in 'so short.a time! This mist have been rehearsed!" v

No one wanted to stay home even when he was really: sick. Parents
who never came to! school before took time off from work to come and : 9"
see what was "going on there.' Students would never be absent even if
the parents insisted that they mind a younger child., Youngsters who
never read begaﬁ/to read; those who had never’ spoken up before adults
began to do soJ/those whom we thought could not express their ideas and
feelings in writing began to do sd;- some who were rated as "Crade 4" in
math were d01ng Algebra; and those whom we had thought never'bould be -
interested in ‘anything not glrectly connected with their own lives were
_enthusiastic about such things as Greek history, anthropology, and archi-
tecture. : \ "

We did not need standardlzed tests or evaluation teams to tell us
fhat Camelot was a success. .(Maybe these instruments would have 'failed"
‘us.) The teachers and the parents knew these -children "before" and -
"after" and I have found these judgments to be mast reliable.' I kmew ; “
personally, too, because 1 held values ciarification seasions with Came-

‘lot once a week and could thercfore watch growth.. I was able to get a

. local epartment store to contrlbute money to get the whole group!to

the country for a wintsa weekend along with the exchange group . from the

‘white affluent suburb.

We also spent this seccnd year persuading our new buperintendent21
to support our idezvof getting funded to establish ourselves in a sepa-
rate building with money for more transportation to move to areas of
learning inside and outside of our city. The assistant principal and I
wrote the proposal and, with the Camelot . teachers, we combed nearby

areas in the Bronx and were able tc recommend several sites. The-super-

intendent supported our proposal and Camelot did receive operational

_funds during its third year although it was never able to move to a

separate site.

WHAT WE LEARNED ' o -
v L . N\ .

At the end of Camelot's-second year I left to become .a high school
principal and this decision naturally caused me to put_together: what I
had learned from my.eight years-at-Niles Jinior High School and also.
what I had learned about alternative progtams. I felt confirmed in my
feelings that: .

1." The teachers should volunteer to be in such a program, and those
selected should be experienced as really good teachers in the traditional
program who are-dissatisfied with their results and want to #ry other

methods. - They should also be. people who have empathy and sensitivity
to.pupils, who know what they believe about teaching, 2ud who are:apt to

2

19 ptexander's Department Store. . d .- S
20Thls was a unique venture in the State of New York and is a tribute
to the trust the alternative school and the exehange had a1ready inspired
in both sets of parents,
1
Dr. Theodore Weisenthal. 201
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in the program . : v

. . . . N 9 Pl . e
be self-revealing persons. . It is also essent 1 that there be_.no
"prima donnas,' no matter how good they are.. They mus§ be ablé to plan
and work together and they must .also like and admire and respect each

other. Without" the'"right" teachers it is best not to have a program.

2. The’teachers selected should be allowed tosmake the decisions _
regarding the “student body and together with their students on the curri-
culum to work toward. The latter, however, must be done cooperatively
with the administration so as to provide for continuous growth for the
pupils and fer the teachets in the program. For example, if the Camelot
program in Niles Junior High School as I knew it in 1970-72 was essen-

._tially the same in 1972-74, I would say it was a failure. If a child is

going to be in Camelot three years, his or her learning must grow se-
quentialiy in these threenyears ‘The same rust be true of the teachers

-

3. Until the beliefs of the rest of‘@%e staff change to accep the
reasons and understandings for alternative schooling as an option for
some students, it is better to have-the alternative out of sight and
out of close contact with the rest of the school. Otherwise teachers,.
feel threatened either that they are not doing as well or that they are

"next" whether they like it or net and this ‘can lead to sabotaging in
subtle but quite devast@ting ways. , . .

4. - Alternative schooling is not fdr all students -- sc _many are
doing well in .traditional methods and programming -- but there is a sig-

- nificant percentage of stidents and parents who need and want options.

5. Alternatives can take .any purpose from more rigidity to less
rigidity, from emphasis on the "3 R's" to mazking street life the curri-

- culum, from less freedom to more freedom. 'The important thing is for

the alternative school to know why it exists and what it is trying to

do. . . . -

6. Alternative schooling opens new vistas sxch as the value of
giving school credit- for what pupils learned outside of school and using
community resources as extensions of school. * Our school -systems are

.not.- yet,; ready to accept such ideas but we :an be thinking about them.

~
N
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WE MOVE TOWARD OPTIONS 1IN SCHOOLING
.- by : - ,
P Rglland W. Jones - ‘ ’ .
d .

Much about schools in the past can be characterlzed as un1form1ty
and standardization based on the way te~chers teach and administrators
manage. The fresh breeze blowing toward the future 1nd1cates a d1vers1ty
and individualization based on the way children learn. “

I do not see options in schools as a reform of something that is Tl
wrong but rather as a natural evolut: on-:toward more mature and respon-
sible educational programs. The basic 1ngred1ent of options in educa-
tion is choice, but to choose, one must bave worthy choices and the
ab111ty to choose.: The obligations of teachers and administrators alike
_are obvious here.

In Charlotte- Mecklenburg, North Carolina we have as of *his writi?g
eight optional schools as well as rumerous optional programs in our con
ventional schools scheduled for implementation during the 1974-75
school year; two open elementary schools, one open middle .chool, one -
open high school, a street academy, a school for teen-age parents or
~ pregnant students, a night school, and @ traditional, academic elemen-
tary school. We also have numerous optional programs w1th1n our-conven-
tlonalfschools. . .

. S - A4

A TOTALLY OPEN SCHOOL R ' _ ’ s

¢

At the Irwin Avenue School, hundreds of teachers have come to see a
totally open K-6. elementarijschool )
Irwin Avenue opened more tHan a year ago with ah enrollment of 650
" students and a staff of 25 teachers and one principal. The school was.
located in an old junior high school building. Summer was spent knock- ,
ing down walls and repainting the building, providing in-service training -
to the staff, rounding up pakent volunteers, and ‘helping parents orga-
nize car pools. s
The school openedonly after a full year of planning by the princ1pL
central staff, several teachers, and the parents who had spearheaded
the_ movement for an open school. Consequently, by the time school opened,
there wa$ general agreement among the school community about what LT
kind-of school Irwin Avenue would be. THis time for thrashing things
out and developing congehsus has been a vital factor in Irwin's success.
"Thé school has also effected change beyond its walls. Parents now
look at their children differently, they see them being more capable
rrow. ,And visiting parents and teachers fram other -schools have asked,
"If I¥win can’ do it, why can't we?" We ar® seeing an ever-groying in-
terest in open education in #his community. "
That growing interest goes beyond a mere catch-pha&e. ~Parents and ,/~
teachers throughout our county are now! becoming advoCates for continfious
p*obress for. indrvidualized instruction.

- Reprinted with permi'ssion of the Association: for Supervision and "
Curriculum Development anc Rolland W. Jjones.. Copyright 1974 by the
Association for Supervisicn and Curriculum Development.
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Almost from >the beginning, hundreds of ch11dren have ben" on Irwin's
waiting list. : .

As all school administrators know, opén education can be a very
controversial subject. We avoided much of the controversy by making our
program optional. Teachers in some conventional schools still experi-
‘ment with open education; we decided,: however, to make some of our
schools totally open.and optional,

The only controversy we had over open education emerged in the spring

- 0of 1973, when the board of education was deciding whether to give the go
- SR ahead for Irwin. One conservatlve board member said at the time; I don't
' ' want to send my child sto_an open_school,_hut_l don't want’ to tell my

‘neighbor-he-can't “send his child to the school he wants." The optional

approdth won the day. ‘The same approach .can work in other kinds of .

schools. . . : . . ‘

e

THE STREET ACADEMY EXPANDS

Two years ago, 2 former teacher started on he own a program-for
junior high school students who had been- expelled from the public schools"
Called the Street Academy, the program usually had about five students.
The school system assumed responsibility for the prjgram in early 1973,

A{\-. expanding it to-include some 12 to 15 youngsters. A year ago, we
N opened it up on a much expanded basis.. By the middle of the last
Qb*j? school year, we had more than 100 youngsters in the program. In expanding.
.'\' o y 1 o =
the program, we took in youngsters who had not beer expelled. Many had
. quit or had remained-in school as spiritual dropoutd, We set .up a small

teacher-pupil ratio, about 1 to 10, and let the prlncipal and the staif
“plan the“kind of program they wanted to run.

We had frared that the -Street Academy might become a 'dumping
ground " the place for 'problem children." Our fears did not materialize.
The very fact that the Street Academy is optional had helped in this
regard. Students are not sent or sentenced to the Street Academy. They
decide” to go on their own, usually with the advice of their parents or
of a'couynselor. .

* Many of the prcdblerys of young pepple cut across ethnic or socio-
economic lines. Consequently, the Street Academy is thoroughly dese-
gregated in both racial and socio-economic terms.

The excellence of both the program and that staff has provided the
environment in which young people at . & Street Academy can change --
and' they have. Rather than_ being ca11ed a dumping ground, the Street
Acadeﬁy now has a commun1tyw1de image aS'Ehe place which breeds success.
In the spring, we opened two satellite centers; but there still is a
waiting list of 130, that is .equal to the capacity of the sch001

\ Neither this. school system nor any but the richest can ever expect
v to be able to afford a series of Street Academleé despite the clear
need. The only way out, then, is to change the regylar _schools, so that
more Street Academies/will not be needed. The Street Academy is helping
us accomplish.this reform, Visiting teache s have seen how science can
be made more concrete, how social studies can be individualiz-d for °
'vslow as well as fast ach1evers, how the*embarrassment of a non-reader
can be overcome -- and in rhe process teachers are undergoing self-
renewal.
We‘used the optional approa ~h in another school we opened earlier
. this year. “Students who hove dropped out or for various reasons cannot_
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“disadvantage.
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' .
attend day programs can attend school at night and varn their high
school diploma. About 100 students are in the program, and nearly ull

seem to be well-motivated. Their fine attendance records at the nio
school have pleasantly surprised their former counsclors.

A CHANCE TO SPREAD ONE'S WINGS

In the Street Acadefy and in the Evening School, the optional
approach has given us a chance to try out new ideas, to prove that no
youngstér is a lost cause. Those two schools are full of successful
students who previously had known only failurec. Likewise, the Irwin
Avenue Open School has given bright children a chance to wove taster
than they ever had before, and children who lcarn more slowly a chance
to learn more tham anyone had previously: thoupht them capable of
learning. '

. The optional approach need not be confined to a whole school con-

¢ept. We have started working Within school options at all levels.
Ranging from offering parents and children a choice between open and.
;:aditioﬁél classrooms, to our occupational mix program in high school.
- The optional approach gives teachers -and principals a chance to
spread their wings and be a part of a laboratory for learning. They

* give students and parents a chance to be pdft of something, because

they.made the decision to come into the program. They facilitate the

.building of. a school ecommugity. -

Staggering changes in students and society have already made some
parts of today's schools obsolete and irrelevant. ‘these parts have an
adverse’efféct-on the total program. In a school system set up to help
individuals, the whole is only as good as each of its parts. )

Our '‘problems involve more than the explasions of population, know-
ledge, and technology, more than the det«rioration of thc stable old

‘basic. units of home, church, and community, mure than the‘eibansioq of

large bureaucratic institutions, more than money and materialism.
Qur problem is more than cop-outs, drop-outs, drugs, and, communes;

~more than violence, demonstrations and sexuality; morc than boredom,

depression, and alienation; more thapy isolation, discrimination,.and

Our task is the reordering of the educational entcrprise from top
to bottom and, as we put our house in order, to remember that it was
built for people.
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THE MIDDLE- SCHOOL: AN EMERGING CONCEPT

by - : e
C. Kenneth McEwin and Joyce V. Lawrence

The American middle school concept has "arrived" as an important &
educati >nal movement in terms of numbers and recognition. From a modest :
beginning of less than 200 in 1960, there are now an estimateéd 5,000 middle
schools in the United States. A recent survey shows that there are now
. functioning middle schools in all 50 states.

Many factors have influenced this rapid growth pattern. Overcrowded
buildings, desegregation patterns, and factors associated with administrative
convenience, have had an effect on the development and rapid growth of the
movement. The disenchantment with the American junior high school and the
desire for curricular improvement are also key reasons for the adoption of the
concept. Although many of the original goals of the junior high school move-
ment are identical or at least similar to those proported by the middle school
concépt, the junior high fell into the trap of becoming a "mini-high school'.
Of major importance, however, is the contribution mdde by junior highs to the
idea of having a special school designed to meet the needs of those young
. people in the middle. In many ways the middle school mdvement is a refinement
and redefinitionof the original goals of the junior high school movement.

The most typical grade arrangement found in the middle schools is the
6-8 plan, although there is great variety to be found in school systems.
Some systems utilize a 5-8 plan, others a 5-6,"4-7, 4-8 5-7, 6-9 or possibly
a 7-9 arraﬁgement.- Although many authorities prefer the 5- 8 plan, the others
may be equally successful. The implementation of a sound educational plan
based on the needs of the learners is of greater importance than actual grade
levels contained in the school. ' :

The middle school c¢oncept provides for a student-centered curriculum,
designed around three major concerns: personal development; skills of
continued learning; and the introduction to organized knowledge. The overall
goal of the middle school is to provide a school for students sho are making
the transition from childhood to adulthood. These,students are often called
"transescents" a term described by Donald Eichhorn as .

&

- the stage of development which begins prior to
the onset of puberty and extends through the early -
stages of adolescence. Since puberty does not occur
for all precisely at the same chronological age in .

‘

1 Eichhorn, Donald H. The Middle School. New York: The Center for
App11ed Research in Educatlon, Inc., 1966.
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human development, the transescent designation

is based on the many physical, social, emotional,
and intellectual changes in body chemistry that
appear prior to the time during which the body
gains a practical degree of stabilization over
these complex pubescent changes.

Irn order to reach its goals the middle school attempts to design a unique
program adapted to the needs of the pre- and early adolescent learner. A wide
range of intellectual, social, and physical experiences should be provided.
Many opportunities for expleration and the development of fundamental skills
needed by students are provided and special provisions are made for the
individualization and personalization of instruction of all students. Unique
learning programs are especially important to this age group as they develop
and emerge into adolescence. The effective middle school offers transescents
many opportunities to make a smooth educational transigion by providing an
environnent where the child, not the program, is the most important component.
The opportunity to succeed is ensured for all, not just a selected few.

Elements found in most middle schools includec provisions for guidance,
team teaching, individualized instruction, continuous progress, cvxploratory
programs, independent study plans, and flexible methods of scheduling and
grouping. The trend to use multi-age grouping is growing and in the opinion
of the writers offers an excellent opportunity for instruction to be based on
the needs and interests of the students rather than on chronological age.

The trends mentioned above did not occur by chance, but have developed
out of attempts to base the curriculum of the school on what is known about
the nature of the period of transescence. The transescent is a unique person
and the only common characteristic found in this group is change itself.
Although as a group transescents have many things in common, thcy are very
different from each other and within themselves. They may be operating at
different levels in such areas as physical development, emotional development
and intellectual development. The major traits and chdracteristics of
transescents should be carefully taken into consideration when designing
a curriculum for the middle school. They are:

1. Increased intellectual abilities and mental prowess;

2. Physical change -- with notice that these changes are occuring earlier
than in previous years; :

3. Craving for peer acceptance;

4. Need to master a new b&dy;

5: Need to assert independence and autonomy;'
6. Emotions strong and offen changing;

7. Need to restructure systems of values.
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When thesé characteristics are taken into account the effective
middle school program can offer opportunities for students to develop their
maximum potential. Ap,i.ropriate instructional strategies requlre the diagnosis
of educational needs of cach sLudent prescriptions of options to meet those
needs, and the evaluation of student progress toward the prescribed objectives.

If this new educational movement is to reach its full potential, it is
paramount that teacher preparation inctitutions have special programs to
prepare tcachers who have knowledge concerning this age group and who are
committed to the importance of providing appropriate learning experiences
for them. Although only approximately 5% of teachers now teaching in the
middle grades have had special preparation, several universities are now
developing plans for the.special preparation of mici1le and junior high school
teachers. The College of *earnlng and Human Development at Appalachian State
University at the time of tiiis writing is the only state supported institution
in North Carolina who offers a middle school griduate degree program. These
special programs.are essential to the ultimate success of the middle  schoo!
movement .

An effective middle school makes an attempt t¢ meet the needs of all
students. It is not an elementary school nor a ser~ndary school, but attempcs
to provide a bridge between the elementary ‘school and :he sccondary scnool .

It is particularly important to emphasize that the parti-.ilar gradc organization
contained in the building is not the crucial factor, tut that the program
contained in the”organizat%onal plan is the key factor.

oL <

The middle school movement provides hope for a quality instruccional
program for a very special developmental period of our youth. The final
destiny of the movement remains to be realized. It does, however, promise

to be a real and lasting educational force that has the potent1a1 of

revitalizing education in the middle gradga
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NEWARK LIVING STUDIES CENTER: A SCHOOL FOR DISRUPTIVE STUDENTS

by
W.A. Proctor

Educators and parants are most fortunate in “hzt the vast majority
of students prcfit uausually well from current educztional treatment.
However, many students sustain themsdlves in th« public school ‘by sim-
ply coping minimally with the demands\or exp «::tions of the educational
anvirorment. To a degree, this involves a confl’ct in ' fe style, needs,
and learned behavior that is 1ncon515tent with similar asp2cts of the
schooi itself.

Historically, alternative responses of the schools have been limit-
ed and noncreative in that most children have been expected to ‘adapt
to the perceptions of the school in.order to survive or become defen-
sive and not survive. What the schools need is a better understanding
of all students in terms of life style, needs, and learned behavior
in order to foster an ecology conduclve to effectlve lwdrning with a
concomitant of social competence

CURRICULUM MODEL

In many children, ‘linguistic or language development is adequate
or more than adequate to handle the basic skills. 7These are children
who feel extremely comfortable in .situations that provide cultural
and academic stimulation of a formal nature. As a rule, these students
are highly conforming and relate well to a person in a position of autho-
rity. They are interested in achieving good grades or receiving other
symbols of achievement. While they may be inadequate in practical or
social situations because of fears, they often resort to academic work
as a compensation.

These are students who need little scoldlng and preaching Their
ability to acquire theoretical knowledge is superior. Long range goals
are excellent and the students work with perseverance, with good results.
They are well disciplined-and under good self-control. Concentration,
organization and use of time and energy are well developed. They are
independent and can make up their minds quickly. Their approaches to
problem solving are highly systematic and basically analytical. Most
important, these children have the tools to learn, can be aroused, will
persevere, and respond to normal reinforcements.

DISRUPTIVE CHILD

- E
"

Many students operate.gﬁih a reduced level of aspiration. All ver-
bal organization of ideas is a chore and often resented. Attitudes are
nonconforming, and there is a basic problem in relating to authority..
Interaction with people and things is accomplished in an aggressive
manner. Learning séems to take place best through concrete manipulation
of materials. Unfortunately, most of the children are deficient in self-

Reprinted with permission of the "Association for Supervision and
Curriculum Development and W.A. Proctor. Copyrlght 1974 bj the Associ-
ation for Supervision and Curriculum Development.
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control and possess little ability to assume responsibility. Lack of
sustained attention to assigned tasks- or routine assignments is most
evident.

They tend to give up easily, are impulsive, and demand immediate .
rewards. Distractibility.is a deterrent to their learning.- Their frus- *

“trat{oh tolerance is rather low. These students operatc on interest and

often are unwilling to put forth effort in teacher-directed tasks.
They may be so dependent that they are unable to make decisions or so
independent that they constantly want to do what they want to do, when
they want to do it. .
Another group may manifest disordered perceptions of reality.
Thought end cognition interfere with day-to-day success in school.
These children often learn the basic skills, but they are unable to
apply their knowledge in the typical classroom situation. In the area

_of reality, many children develop an attitude of insecurity and fearful-
~ness. They often lack confidence and feel unaccepted. Self is sometimes

not accepted as being worthy. Their ability to interact with others is
limited because of a feeling of not being accepted. They do not under-
stand themselves or others. Tensions, fears, uncertainties, and in- \
feriorities lead to a strong defensive reaction to: social situations. \
Cognition is disturbed by deflections of thought processes from the main
topic into irrelevant details. There~is much emotionality in thdughts
with an‘inclination to jump helter-skelter from beginning to end. Mood
variabilaﬁy ranges from extremes of elation to d ession. In short,
they exaggerate or ignore the meanings of success and failure.
The preceding descriptions of students are not to project needs for
a track program, but simply to.observe peeds so that common elements
may be derived from tlie organism. Only so can we bring the environment
into focus by enhancing our own knowledge of children's capacity for
growth and pleasure. We can also foster children's sense of dignity
effectively through a teacher-child relationship that is humanistic in
nature and based on a high degree of sensitivity to the teacher's role
in dealing with specific aspects of the .whole child in & selective
learning environment. # '

- M

NEWARK LIVING SFUDIES CENTER

The Newark Living Studies Center, operating in a warehouse leased
by the Newark, Delaware, School District, attempts to improve the quality
of educational experience currently available to exceptional children at
the middle school level. »

The working hypothesis of the program is that, as the curriculum
becomes more relevant for the target population, observable changes in
the behavior of the experimental group, as compared to the control group,
will occur. .

The central aim of the Living Studies Center is the development of
a dynamic curriculum based on high interest accivities outside the .con-
ventional school environment. A balance among direcéy.model, and indi-
rect levels of experience is maintained.

Prochures drawn from modern instructional technology are utilized
in the ongoing analysis of curriculum. Continual recording of pupil
reaction to curriculum as it is developed serves as a guide to completion
of the curriculum plan. However, only the dé&tails of study units are
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negotiable; the guiding principles may not be altered.

Theoretically, the program extends the.Fremack Principle to- .make
¢urriedlum its own sufficient reinforcement; that is, instead of using
high interest activities to reinforce the occurrence of low interest ac-
tivities, the pgogram attempts to build "living studies" directly into
the high interest\activities themselves.

The nature of the Living Studies project does not permit construc-
tion of a strict sequence of activities to be follqwed throughout the
year. Curriculum is largely determined by patterns of interest deve- -
loped by the youngsters as the project progresses. This means that the
activities at point C will be influenced by the results of efforts at
earlier points A and B. To provide a detailed curriculum plan would be
contrary to the central method of the projéct and would be the surest way -
to take the life out of "Living Studies."

The program began its third year in September 1974. Over.one hun-
dred students have been-served during the past two years and returned
to the mainstream. Significant improvements for the experimental group
as compared to the control group have beeun observed in the areas of rea-
ding, spelling, mathematics, attendance, reduced disruptive behavior,
and inecreased task-relevant behavior.

While the "Living Studiés Center" appears to be a viable program
for the disruptive student, much still must be learned relative to-
long-range programming for this populatlion.

<3
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HIGH SCHOOL WITH NO WALLS - IT'S A"HAPPENING IN PHILADELPHIA

by ;
Henry S.- Resnik "

‘In_the great jungle of public education, the high -schools are open
game these days, and the onslaughts of the critics, from respected acade-
mics to long-haired student activists, are having a devastating effect.
The $everest criticisms define the typical American.high school as,a
.prison-and-factory, but even establishment insiders have admitted that
most high schools are several generations behind the times. Everybody,
it seems, is lqoking for ‘altermatives, and the school system of Philadelphia
has found what many educational reformers consider a truly exciting possi-
* bility: an experimental high school called the Parkway Program.

’ A year-round happening, the program is a school without grades,
marks, arbitrary rules, authority figures, a building -- or, its advo-
_cates claim, boredom. T .

The locale is in and around central Philadelphia: in offices,
museums, science centers, hospitals, theaters, department stores; in’
luncheonettes, in the Automat, on streat.corners and stairways, Stu-
dents can opt for such courses as: law enforcement at the administra-

tion building of the Police Department, library science at the public
library, and biology at the Academy of Natural Sciences. In fact, with
all of Phniladelphia as a resource, Parkway students are free to study
just about anything that may interest them. '
" When most administrators want-to boast about a new high school,
they produce drawings of a $14-million edifice that took three years
to build; the best picture of the Parkway Program is an~aerial view of
Benjamin Franklin Parkway, a mile-long boulevard lined with cultural
institutions that begins at City Hall and culminates in the Greek-
revival Museum of Art on a hill overlooking the Schuylkill River.’
The Parkway Program brushes aside the traditional notion that learning
. must be acquired within four-walled boxes called classrooms and acknow-
ledges that life and learning are all part of the same ongoing process.
The city itself is the classroom, and the life of the city is the
curriculum.

u

NO LID TO BLOW . -

‘ There are no dropouts here. Parkway students linger long after
scheduled classes are over and often volunteer to come in for various
weekend activities. As far as the program is concerned, no administrators
are worried that "the 1id-will blow." There is no lid. R '

Perhaps most important, the program is structured to acknowledge the
value and uniqueness of every individual. For most of the people the pro-
gram serves -- teacher and students as well -- school has become a portal
to self-fulfillment. .

Philadelphia's "school without walls" began as a brilliant gimmick
for decreasing overcrowding -- at virtually no cost to the school system
-2 and publicizing the climate of innovation that a new Board of Edu-
cation had been trying to establish since the beginning of 1966.

)

Reprinted by permission from Think maggziﬁe, published by IBM,
Copyright 1969 by International Business Machines Corporatiom.
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According to local legend, a board official looked out his office
window in the board's Parkway headquarters one day, saw the huge palaces
of culture -- the Free Library, the Franklin Institute, the Art Museum
and dozens of others -- that line th® Parkwav for most of its length,
and said, '"Why not use all this'as.the campus of a high school?" When

-the proposal.was announced in February 1968, it was_the talk of Phila-.
‘delphia -- the combination of economy and rnvelty lent the idea an

almost irresistible magic. Several leader:. of Parkway institutions
complained that they had not been consulted and that their participation
was far from guaranteed, but these objections were lost amid the general
din of rosy publicity.

0ld guard administrators at the Philadelphia Board of Education
still maintain, as they did at the beginning, that the program is no
more than a good job of public relations on the part of the reformist
board and the liberal administration of Superintendent of Schools
Mark Shedd. It is indeed good copy, but, more than any other single
experiment in Philadelphia's huge reform movement, the Parkway Program
delivers the basic educational changes that Shedd promised when the board
hired him early in 1966. Although the program hag a good deal of sur-
face glltter and seems so much a merely slick idea, it questions basic
assumptions about the structure of schools. Its supporters believe that
its potential for effecting change is virtually unlimited.

"THE RIGHT MAN"

In retrospect, it is clear that the possibilities of the proposal
might never have been realized if it had fallen'into the wrong hands.
For months after the board's announcement, traditionalists within the
school system limited their reaction to questions about how adminis-

trators could ever coordinate the activities of so vast and sprawling

a cgmpus. For them, the proposed '"Parkway High School" was merely a
difficult exercise in scheduling, a nightmare vision of shuttle buses
jamming the parkway and harried vice principals-i@pldring systems ana-
lysts to help them out of the mess. If.this attitude had prevailed,
the program could easily have amounted to a bizarre variation on the
usual theme.

“But then, in June 1968, the board announced the appointment of
42-year-old John Bremer as the program's director. An Englishman and
a born rebel, Bremer had roughly twenty years of educational experi-
mentation to his credit. Nine of these he had spent in England, prin-
cipally in connection with che Leicestershire Schools, which are now
being widely hailed as models for reform in elementary education
throughout the United States: Most recently, after emigrating to
America and teaching education at the university level, Brewer had been
unit administrator of New York's Two Bridges district, a tempest- torn
effort at decentralization and ‘community control. - Bremer was so soft-
spoken and mild-mannered that sﬁﬁe\gbservers within the central adminis-
tration wondered in the beginning whether he could handle the politics
of the job. Soon, however, their fears.were set firmly to rest, for it
became clear as time went on that, in theé\words of an educational con-
sultant close to the program, Bremer has been "the right man in the
right place at thé right time." G

Typical of Bremer's approach wzg his insistence, from the earliest
days of his appointment, that, contrary to popular belief, there would
be no shuttle buses connecting the various parkway inst{rutions --
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students would have to find their own way oi getting-from one place to
another, no matter what the dista ée. The decision reflects a philoso-
phy that has come to dominate the program and to determine its basic
shape and style: Bremer is committed to individual growth, creativity
and autonomy; he is an enemy of bureaucracies that tell people exactly
what to do and think (or how to get to a destination); he delights in
public criticism of the educstional establishment. At the opening of
the summer session in July 1969, he told a group of students entering
the program for the first time, "In terms of behavior and attitudes,
you're going to have to unlearn everything you've learned in your public

3

‘school education so far, as quickly .as possible.”

The pilot "unit" of-the Parkway Program opened in February 1968,
with approximateiy 140 students, among whom half were black and 20 -,
were from Philadelphia suburbs; nine full-time teachers; another ten or
so student-teachers or undergraduate interns; and a huge second-story-"
loft headquarters two blocks from City Hall. - A second unit was opened,
in rented office space five blocks from the first, at the beginning of
the summer session, enrolling another 130 students. In September 1969,
a third unit, about ten blocks from the first, was opened in an-old
schocl building. This consists of an elementary school for 130 children
in kindergarten through fourth grade, modeled on the libertarian British
infant schools that Bremer helped to pioneer, and a high school for 130
students who participate in and study, among other things, the entire
operation of the elementary school. A fourth unit, again with 130 high
school students, has just_opened. The original plan called for a high
school of 2,400 students, and although Bremer has considered such modi-
fications of the plan as a "non-geographical school district" encom-

passing much larger numbers of students throughout the city, each unit

in the growing program has been modeled on the same basic pattern.

One of the greatest attractions of the Parkway Program for students
is the tremendous freedom it allows -- some observers believe that the
program is merely chaotic. Bremer insists, however, that he has provided
a tight "internal" structure. While each unit has taken on a distinct
character of its own, at any rate, certain structural elements are common

~ to the entire program:

LIKE A FAMILY

Tutorial Groups

These groups of about flfteen students and two teachers are the
principal base, rather like a family, of each student's Parkway career.
In the tutorial group, which meets for two hours four days a week, the °
student plans his schedule, receives personal counseling, and makes up
deficiencies in such basic skills as reading and math. Some tutorial
groups plan parties and outings; others organize informal athletic events;

others agree to study a subject of mutual interest. The tutorials are

also responsible for the extensive written evaluations of both students'
and teachers' work that take the place of grades. .

Selection by Lottery

One of Bremer's educational axioms is, "Anything that can be mea-
sured is educationally worthless." Consequently, the-Parkway-Program- -
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bypasses standardized tests as a basis for admission and favors the
totally random method of drawing names from a hat. There were 10,000.
applications for the 130 places in the second unit; some teenagers
burst into tears when they missed their chance at the public drawing.

" HOW TEACHERS ARE CHOSEN

Faculty Selection by Committeg. )

o Most teachers in the Parkway Program are selected by committees
consisting of unive ity students, parents from the community. visiting
teachers, and stud. s and teachers from other units: After the initial
*interviews, a few dozen of the most promising applicants are assigned
the task of deciding what process of elimination they should use in
filling the limited number of openings, and are then observed by Bremer
and key advisers as they thrash out the problem.

Institutional Offerings

~

Each unit is responsible for enlisting the aid of the various down-
town institutions, both public and private, in-the- form of courses and
other projects, which range from discussion and planning groups to paid
employment. So far, each unit has managed to line up more than thirty
offerings. The Parkway catalog lists 90 "¢ooperating institutions.'
Faculty ﬂfferings . !

Since the program operates only within general requirements for the

" high school diploma in the State of Pennsylvania, the permanent faculty

members have been able to.explore many stbjects and.courses of study
that the traditional high school would never allow. During the first
session, for example, students could choose from such unusual fare as:
Psychology ‘and Personal Problems," "Multi-medfa Journalism,'" "Film-
making," "Vagabond Sketching," "Kite-flying," numerous workshops in
creative writing, and courses in 10 languages.. » '

Town Meetings

Sometimés shouting sessions, sometimes orderly public debates, the

“program s weekly town meetings have emerged as the principal form of

“‘government in each unit. Discussions range from such basic questions as

what kinds of rules and philosophies the unit should adopt to such mundane

matters as the filling out of forms, but the emphasis throughout is on
total parvticipatory democracy. :

"EVERYBODY'S YOUR FRIEND"

What may be the most important factor in the program 8 success,
however, "is.the emphasis on community that ‘has comé to motivate the
behavior of most participants as if it were a religious force. The
various structural elements have certainly encouraged this sense-of
community, but it seems to derive as much from Bremer's inspiring, al-
~most charismatic vision as ‘any other single factor. According to Mario
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. Fantini, the program's liason with its initial sponsor, the Ford Founda-
tion, "John Bremer made the program human.' Most teachers are known, at
"~ any rate, by their first names only, and students usually describe the
warmth and intimacy of the program as if they-can scarcely-believe they
have found such things in a place called school. "Here you get the
_feeling that everybody's your friend" is a typical reaction.
' Bremer insists that the almost randon selection of students and
faculty has neutralized his power to create a private fiefdom; neverthe-
less, it is clear to any visitor that he has set the tone for the entire
operation and that this tone is almost always informal apd ‘spontaneous.
Members «f the first unit were so friendly and drew so close, in fact,
that they may have lnadvertently perpetuated a certain anti- esxabllshment
cliquishness. - &
"The first day of the program," reports one teacher who had had*
more than a decade in the traditional system, "one of the' students said
'What do you want to be called? Some of the teachers are called "Mr.'
r "Mrs." Some are called by their first, names.' I said 'You call me

'MrS. After 10 days' time I didn't want anybody callingme 'Mrs.' again."
Another teacher defines what seems to be the most important factor -
in the self-education of everyone in the Parkway community: 'One of the

things.I've gotten,'" he observes, !'is a sense of pewer.. In the regular
school situation you have it within the confines of the classroom, but
here I'm rea'lly in control of myself and the program as it affects me
and the people I'm working with. There's always the sense that the kids
are teachirg you and you're teaching the kids." '

"My kid hud already dropped out, even though he was still .going to
school," says the father of a Parkway student. "They discouraged him
at his old school; they discouraged his musical talent, one of his main
interests. He's a much different person now -- he's interacting with
the other kids and the-faculty to a far greater extent...."

Constantly attracting such testimonials from throughout the city,
the Parkway Program flaunts its own inability to be evaluated in tra-
ditional terms. :

"It's founded on a new principle of what education is," says Mario
Fantini, who is also one of Ford's leading educational theorists. ‘The
existing system isn't working. If you look at the student unrest as a
symptom of the 1nab111ty of the educational system, forged in another
century, to be responsive to the concerns of this generation, it seems
that many of those concerns would be addressed in a Parkway like school."

MORE PARKWAY PROGRAMS

Some educators across the country seem to agree. By the fall of
1969, similar programs were under way in at least four major cities;
several commun{ty‘groups in Philadeiphia were eager to' align themselves
. with Bremer and his philosophy; the Board of Education had voted to
‘inerease the size of the student body in 1969 to 700; and Bremer had a
pledge of ‘$500,000 from the school system's operating budget. For once,
it seemed, a school had managed to please just about everybody.

There have critics, of course. -The program has been attacked as
just another of the board's fancy experiments and there have been threats
to block city funding. Yet the Parkway Program costs no more thau what
the board would need to educate the Parkway students in regular high

schools. = 2160
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Some observers argue that despite his emphasis on individual
initiative, Bremer has often been hypocritically, arbitrarily authori-
tarian. A few teachers contend, moreover, that the most important
advantage of the program is not its structure but the intimacy provided
by a smaller teacher-student ratio -- an intimaby that Bremer may hav::
trouble maintaining as the program grows.

Though riding the crest of a wave, Bremer appreciates what he often
refers to as the "messiness" of learning. He is almost proud to admit
" that the first sessions were not without their problems. Principally,
too many students have not received the (raining in basic skills which
is supposed to be & primary function of the tutorials. He 'is confident,
however, that the problems will be solved -- solving educational prob-
léms, is after all what the program is about.

]
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4 Q, Name __ -
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OBSERVATION OF A SCHOOL

- v

I. GENERAL QBSERVATIGNS‘FROM THE SQHOOL
(Record data objectively)

Organization:

.
A

Physical Environment: . _ ’ ¢

Classrooms~- .{
Ca%eteria- | g
Office- S R
Halls- ‘ |
Library and/or Media Center- -
Personnel: | : ~t R
Admjinistrators-
Supervisoés-'
Paraprofessionals-

. Service Help=
(Custodial, Cafeteria) . ..

II. OBSERVATIONS FROM ONE CLASSROOM/AREA | B

(Classroom _. )

How many children? ,Teachers? -Aides?

Visual check

s

more than one level of textbooks?

N

indication of children working at different leve

-~
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Clerical Help- T .
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varieﬁy of materials?
evidence. of groupingQE | _ - .
evidence of provisionw}or individud..difféfences?
e;idence of childreﬁ}s explorations?/
o evide;ce of>fostering creaiivity? inquiry?
Aural check:

- evidence‘of teacher-child interaction?

evidence of children interacting with oné another?

noise level reflect productive, activity or study?

Other Observations:
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Please circle the appropriate information:

" STUDENT EVALUATION OF MODULE

MCDULE I 11 111

Level of competency worked for this module: A

Did working in this module capture and hold your

/

v

/3

LV

VI

/1 ]2

£ low

Did this module serve your career go

/4

/5

high

/1 /2

low

'

Were the readings and acti,

/1

low

Has this module s¥

[4

/5

late level of difficulty for you?

/5

high

to know more about the topic?

high

/4

/4

/5

high

TURN. IN AFTER COMPLETING MODULE
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STUDENT EVALUATION OF MODULE

Please circle the appropriate information:

MODULE I II III Iv v VI

. Level of competency worked for this module: A B c

1. Did working in this module capture and hold your interest?

/1 /2 /3 /& /5
low ‘ ' J high

2. Did this modyle sérve your career goals?

- /1 /2 /3 o /5

low v _ ‘ high

T 3. Were the readings and activities of an appropriate level of difficulty for you?
/1 : [2 /3 (4 /5
low high

4. Has this module stimulated your curiosity to know more about the topic?

1

/1 /2 [3 Vi /5 .
low : : .. high

5. My overall reaction to this module.

! /2 /3 /6 /5
low . ’ high -

Suggestions for improving

TURN IN AFTER COMPLETING MODULE
224 : /
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MODULE V - STUDENTS WITH SPECIAL NEFDS* »
¥
Part I - Students of Varying Cultures

Rationalef
America has had the traditional reputation of being the melting pot

of the world. While it is true that this continent has accepted immigrants
.from every major culture of the world, the predominating culture traits

are Anglo-European. The melting pot theory has not worked. As teachers
you will .be confronted with cultural differences which must be understood,
dealt with, and respected.

Objectives

v . .
Upon completion of this module the student will be able to demonstrate
through written examination 'a minimal level of understanding of the role
of cultural differences in our society and identify these group differences
and to understand, through simulated experiences, ways teachers deal with
classroom situations.

Materials

Cruickshank, "Inner-City Simulation Laboratory" (in‘Center--to be used
in group activity) ‘

Gussow, Joan. '"Bodies, Brains and Poverty"

Seymour, Dorothy. . "Black English'’

Silberman , Charle’s. '"Education and Equality", Chapter 3 from Crisis in
the Classroom (on reserve, Belk L1brary) :

*

Tenenbaum, Samuel. "The Teacher, the M%ddle Class,.the Lower Class""
Environment L~
Center o L

"Classroom (to be announced on bulletin board)

Activities and Assessment

""" level of competency

All student  will:

*There are two parts to this module. Both must be completed at same level
of competency. : '
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. Read Gussow, pages 263-273. ~ v
Read Seymour, pages 249-254,

Read Tenenbaum, pages 255-261.

Pass Test C.

FLON

"B" level of competency

All students will:

Read Gussow, pages 263-273.

Read Seymour, pages 249-254.

Read Tenenbaum, pages 255-261;

Pass the Test C on the thrée readings above;

Read Silberman's "Education and Equality," Chapter 4 from
Crisis in the Classroom (on reserve, Belk Library)
"Attend seminar to discuss "Education and Equality."

P WwWN =
. . .

(o))

"A" level of coﬁgetenqy

All of #1-6 above, plus: : : : ,

7. Take part,in scheduled activities using Cruickshank's "Inner -
City Simulation Laboratory." ' '




BLACK ENGLISH

Ghetto speech is not '"sloppy talk" or '"bad énglisw'
but a dialéct with a form and structure of its own.

by
Dorothy Z. Seymour
"Cmon, man, les git goin'!" called the boy to his companion. ‘ ’
"Dat bell ringin'. It say, "Git in rat now!''" He dashed into the. school
yard.
"Aw, f'get you," replied the other. "Whe'Richuh? -

Whe'da'muvvuh? He be going to schoo.'"

/

"He in de' now, man!" was the_ answer as they went through the door. L

In the classroom they made for their desks and opened their books.
The name of the story they tried to read was "Come." It went: '

Come, Bill, come.
Come with me.
Come and see this.
See what is here.

The ‘first boy poked the second. "Wha' da' wor'?"

'~ "Da' wor' is, you dope."

"Is? Ain't no wor' is. You jivin® me? Wha' da' wor' mean?”.
"Ah dunno. Jus' is."

To a speaker of Standard English, this exchange is only vaguely
comprehensible. But it's normal speech for thousands of American chil-
dren. 1In addition it demonstrates one of our biggest educational prob-
lems: children whose speech style is so different from the writing style
of their books that they have difficulty learning to read. These children
speak Black English, a dialect characteristic of many inner-city Negroes.
Their books are, of course, written in Standard English.. To complicate
matters, the speech they use is also socially stigmatized. Middle class
whites. and Negroes alike scorn it as low-class poor people's talk.

Teachers sometimes make the situation worse with their attitudes
toward Black English. Typically, they view the children's speech as
"bad English" characterized by "lazy pronunciation,"” "poor grammar,'"
and "short, Jagged words." One result of this attitude is poor mental
health on the part of the pupils. A child is quick to grasp the feeling
 that while school speech is "good,'". his own speech is "bad," and that by
extension he himself is somehow inadequate and without values  Some chil-
dren react to this feeling by withdrawing; they stop talking entirely.

Reprinted with permission of the author.
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Others develop the attitude of "F'get you, honky." 1In either case, the
psychological results are devastating and lead straight to the dropout
route.

It is hard for most tedchers and middle-class Negro parents to
accept the idea that Black English is not just "sloppy talk" but a dia-
lect with a form and structure of its own. - Even some eminent black edu-
cators think of it as "bad English grammar" with ''slurred consonants"
(Professor Nick Aaron Ford of Morgan State College in Baltimore) and
"ghettoese" (Dr. Kenneth B. Clark, the prominent education psychologist).

Parents of Negro school children generally agree. Two researchers at
Columbia University report that the adults they worked with in Harlem
almost unanimously preferred that their children be taught Standard
English in school.

But there is another point of view, one held in common by black
militants and some white liberals. They urge that middle-class Negroes
stop thinking of the inner-city dialect as something to be ashamed of and
repudiated. Black author Claude Brown, for example, pushes this point

‘of view. -

Some modern 1inguists take a similar stance. They begin with the
premise that no dialect is intrinsically "bad" or "gocd," and that a non-
standard speech style is not defective speech but different speech.

More important, they have been able to show that Black English is far
- from being a careless way of speaking the Standard; instead, it is a
rather rigidly constructed set of speech patterns, with the same sort
of specialization in sounds, structure and vocabulary as dny other
dialect.

Middle-class listenérs who hear black inner-city. speakers say "dif'

- and "tin" for "this" and "thin" assume that the black speakers are just
being careless. Not at all; these differences are characteristic aspects
of the dialect. The original cause of such substitutions is generally
the carry-over from one's original language or that of hisimmigrant
parents. The interference from that carry-ovVer probably caused the sub-
stitution of /d/ for the voiced "th" 'sound.in this, and /t/ for the
unvoiced "th" sound in thin. (Linguists ‘represent language sounds by
putting letters within slashes or brackets. )  Most speakers of English
don't realize that the two "th" sounds of English are lacking in many
other languages and are difficult for most foreigners trying to learn
English. Germans who study-English, for example,\are surprised and con-
fused about these sounds because the only Germans who use them are the
ones who lisp. These two sounds are almost nonexist? t in the West
African languages which most black imigrants brought with them to America.
Similar substitutions used in_Black English are /f}\ a sound similar
‘to the unvoiced "th" in medial word-position, as in birfday for birthday,
and in final word-position, as in roof for Ruth, as well. as\/v/ for the"
voiced "th" in medial position, as bruvver for brother\ These\sound sub-
stitutions are also typical of Gullah, the language of black speakers in
the Carolina Sea Islands. ‘Some of them are ‘also heard in Caribbean
.Creole.  Another characteristic is the lack. of /1/ at the end of words,
~ sometimes replaced by the sound /w/. This makes a word 1ike tool” sound ’
like toe.. N
One difference that is startling to middle-class speakers 1s the .
fact that Black English words appear to leave off some consonant sounds
at the end of words. Like Italian, Japanese and West African words, )
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they are more likely to end in vowel sounds. Standard English boot is
pronounced boo in Black English. What 1is wha. Sure is sho. Your is yo.
This.kind of difference can make for confusion in the classroom. Dr.
Kenneth Goodman, a psycholinguist, tells of a black ‘child whose white
teacher asked him to use so in a sentence -- not 'sew a dress" but "the
other so." The sentence the child used was "I got a so on my leg." "

A related feature of Black English is the tendency in many cases not
to use sequences of more than just one final consonant sound. For exam-
ple, just is pronounced jus', past is pass, mend sounds like men and hold
sounds like hole. Six and box are pronounced sick and bock. Why should
this be? Perhaps because West African languages, like Japanese, have
almost no clusters of.consonants in their speech. The Japanese, when im-

porting a foreign word, handle a similar problem by inserting vowel

sounds between every consonant, making baseball sound besuboru. West
Africans probably make a simpler change, merely cutting a serles of two
consonant sounds down to one. Speakers of Gullah, according to one
linguist, have made the same kind of adaptation of Standard English.
Teachers of black children“seldom understand the reason for these
differences in final sounds. They are apt to think that careless speech
is the cause. Actually, black speakers aren't "leaving off" any sounds;
how. can you leave off something you never had in the first place? i
Differences in vowel sounds are aiso characteristic of the nonstan-
dard language. Dr. Goodman reports that a black child asked his teacher:
how to spell rat. "R-z-t," she replied. But the boy responded. ''No

.ma'am, I don't mean rat mouse, I mean rat now." In Black English right

sounds like rat. ‘A likely reason is that in West African languages,
there are very few vowel sounds of the type heard in the word right.

This type is common in English. It is called a glided or dipthongized
vowel sound. A glided vowel sound is actually a close combination of

two vowels; in the word right the two parts of the sound "eye" are

really "ah-ee." West African languages have no such long, two-part,
changing vowel sounds, thelr vowels are generally shorter and more stable.
This may be why in Black English, time sounds like Tom, oil 1like all, and
my like ma. e

. Black English differs from Standard English not only in its sounds
but also in its.structure. The way the words are put together does not
always fit the description in English grammar books. The method of
expressing time, or tense, for example, differs in significant ways.

The verb to be is an important one in Standard English. It's used
as an auxiliary verb to indicate different tenses. But Black English
speakers use it quite differently. Sometimes an inner=-city Negro says
"He coming.": other times he says, '"He be coming." These two ‘sentences
mean different things. To understand why, let's look at the tenses of

West African languages; they correspond with those of Black English.

Many West African languages have a tenmse which is called the habitual.
This tense is used to express action that 1s always occurring, and it is
formed with a verb that is translated as be. '"He b€ coming." means

something like "He's always coming,” '"He usually comes," or "He's been

coming." . S o . I o
In Standard English there is no regular grammatical construction -

_for such a tense. Black English speakers, in order to form the habitual

tense in English, use the word be as an auxiliary: He be doing it. My
Momma be working. He be running. The habitual tense is not the same as

|
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the present zénse, which is constructed in Black English without any
form of the werb to be: He do it. . My Momma working. He running.
(This means the action is occurring right now.) e

There are other tense differences between Black English and Standard
English. For example, the nonstandard speech does not use changes in
grammar to indicate the past tense. A white person will ask, "What did
your brother say?"' and the black person will answer, "He say he coming."
"How did you get here?" "I walk." This style of talking about the past
is parallelled in the Yoruba, Fante, Hausa, and Ewe languages of West

\ Africa.

Expression of plurality is another difference. The  way a black child
will talk of "them boy" or "two dog" makes some white listeners think
Negroes don't know how to turn a singular word into a plural word. As a
matter of fact, it isn't necessary to use-an s to express plurality.

For example, in Chinese it's correct to say "There are three book on
the table." This sentence already has two signals of the plural, three
and are; why require a third? This same logic is the basis of plurals

~ in most West African Languages, where nouns are often identical ‘in the
plural and the singular. For example, in Ibo, one correctly says those
man, and in both Ewe and Yoruba one says they house. American speakers
of Gullah retain this style; they say five.dog.

Gender is another aspect of language structure where differences
can be found. Speakers of Standard English are often confused to find
that the non-standard vernacular often uses just one gender of pronoun,
the masculine, and refers to women as well as men as he or him. "He is a
nice girl" and even "Him a nice girl" are common. This usage probably
stems. from West African origins too, as does the use of multiple negatives
such as "Nobody don't know it." .

Vocabulary is the third aspect of a person's native speech that

- could affect his learning of a new language. The ‘strikingly different
vocabulary often used in Negro Nonstandard English is probably the most
obvious aspect of it to a casual “hite observer., But its vocabulary .
differences den't obscure its meaning the way di ferenr sounds and dif- -

- ,--—-— . - ferent structure often do.
Recently there has been much interest in the féican origins of i
to

words like goober (pednut), cooter (turtle), and totk (carry), as well as

others that are less certainly African, such as ig (possibly from the

Wolof degan, "to understand"). Such expressions seem colorful rather

than low class to many whites; they become assimilated faster than their - .

black originators do. English professors now use gig in their scholarly ~

articles, and current advertising has enthusiastically adopted xap. :
Is it really possible for old differences in sound, structure and

vocabulary to persist from the West African languages of slave days into

present-day inner-city Black English? Easily. Nothing elge really ex="

plains such regularit] of language habits, most of which persist among

black people/in various parts of the Western Hemisphere. -Fer a long

time scholars believed that certain speech forms used by Negroes were

merely leftovers from archaic English preserved in the speech of early

English settlers in America and copied by their slaves. But this theory

has.heen greatly weakened, largely ‘as the result of the work of a black

linguist, Dr.. Lorenzo Dow Turnmer of the University of ( Chicago. “Dr. Tuthmer — —=—

studied the speech of Gullah Negroes in the Sea Islands off the Carolina

coast and found so many traces of West African languages that he thoroughly

230

252 - | e

Y




_discredited the archaic-English theory. ’

When anyone learns a new language, it's usual to try to speak the
new language with the sounds and structure of the old. If a person's
first language does not happen to have a particular sound needed in the:
language he is learning, he will tend to substitute a similar or related
sound from his native language and use it to speak the new one. When
Frenchman Chirles Boyer said "Zees ess my heart," and when Latin American
Carmen Miranda said, "Souse American way," they were simply using sounds
from their native languages in trying to pronounce scunds in English.-

West Africans must have done the same thing when they first attempted
English words. The tendency to retain the structure of tne native lan-
guage is a strong one, too. That's why a German learning English is
likely to put his verb at the end: '"May I a glass of beer have?" The
vocabulary of one's original language may also furnish some hoi@pvers.
Jewish immigrants did not stop using the word bagel when they came to
America; nor did Germans stop saying sauerkraut.

Sccial and geographical isolation reinforces the tendency to retain
old language habits./ When one group is considered inferior, the other
group avoids it. FjL many years it was illegal to give any sort of in-
struction to Negroes, and for slaves to try to speak like their masters
would have been unthinkable. Conflicts of value systems doubtless ve-
tards changes, too.] As Frantz Fanon observed in Black Skin, White Masks,
those who take on white speech habits are suspect in the ghefto, because
others believe they are trying to act white. Dr. Kenneth Johnson, a
black linguist, puf it this way. "As long as disadvantaged. black children
live in segregated| communities and most of their relatilonships are confined
to those within thieir own subculture, they will not replace their func- A
tional nonstandard dialect with the nonfunctional standard dialect."

Lihguists have made it clear that language Systems that are different
are not necessarily deficient. A judgment of defitient can be made ‘only
in comparison with another language system. Let's turn the tables on
Standard English for a moment and look at it from the West African point - . -
of view. From this angle, Standard English (1) is lacking iq,eertain?
language sounds; [(2) has a couple -of unnecessary language -sounds for
which others may'serve as good substitutes; (3) doubles and dra®s some
of its vowel sounds in sequences that are unusual and difficult to imi=-
tate; (4) lacks ;a method of forming an important tense; (5) requires’an
unnecessary number of ways to indicate tense, plurality and gender;
and (6) doesn't mark negatives sufficiently for the result to be a good
streng negative statement. : e

Now whose 1anguage is deflcient? ' .

" How would the adoption of this point of view help us? Say we &accep-
ted the evidence that Black English is not just a sloppy Standard but an:
organized language style which probably has developed many of its featyres
on the basis of its West African heritage. What would we gain?

The psychological climate of the classroom might -improve. if teachers
understood why many black students speak as they do. But we still have
not reached a solutiom of the main problem. Lues the discovery that
Black English has pattern and structure mean that it should not be tam-
pered with? Should children who speak Black Englisﬁ'be excused from
“learning-the Staqdard‘inﬂschoolzq_Should they perhaps be e given books in .
Black English to learn from? ) - T s ety
Any such accomodation would surely result. in a hardening of the new . o
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separatism be1ng urged by some black mllitants. It would probably be
applauded by such people as Roy Inngs, Director of C.O.R. E., who is cur-
-rently recommending dual autonomous education systems for white and black.

s And it might fac111tate learning to read, since some experiments heave
indicated that materials written in Black English syntax aid problem
readers from the inner city.

But determined resistance to the 1nt‘oduction of such printed ma-
terials into schools can be expected. To those who view inner-city
speech as bad English the appearance in print of' sentences like "My
'mama .he work" can be as’ shecking -and repellent as a ‘four-letter word.
M1dd1e-c]ass Negro parents would probably mobillize against the -move.

Any strategem that does not take “into account such practicalities of the
o matter is probably doomed to failure. And besides, where %ould such a

: permi'ssive policy on tanguage get these children in tie larger society,

and in the long run? If they want to enter an integrated America they: -~
. rust be able to deal with . on its own terms. . Even Professor Toni Cade .
of Rutgers, who doesn't want\"ghentu accents" tampered with, advocated
mastery of Standard English becahse, as she puts it, "If you want to get
ahead in this country, yousmust master the language of the ruling class."
This has always been true, wherever there has been a migority group.

The problem then' appears to be one of glving thése children the .abil-"
ity tc speak (and read) Standard English without denigrating “the verna-
‘cular and those who use it, or even affecting the ability to use: it. The
only way to do this is, to officially .espouse bidialectism. The result '

" . would be the ability *o use either dialect equally well -- as Dr. Martin
" Luther Kirg did -- depending on the time, place, and circumstances. Pupils
. would have to learn enough about Standard English to use it when necessary
.+ and teachers would have to learn ‘enough "about the inmep-city dialect to )
understand and accept it for what it is -- not just a '"careless" 'Véislon
" of Standard English bub a different. form of English that's appropriate
"at certain times and places. . . o ,

Can we accomplish this?  If we can't, the result will be the contin-
ued alienation of a large section of the population, continued dropout
trouble w1th,consequent loss of earning power and ecgnomic contribution.
to the nation, but most of all, loss of faith in America as a place

- where a minority people can at times comtinue to use those habits that
remind them of their link with €ach other and with their past.
. n . v P .. .
?
, o
& k=
/ N
- 232
: N
7. .
A ) : . e e
T L : . + )
~ e S . . X
. S > \ —
N - L 254




THE TEACHER, THE MIDDLE CLASS, THE LOWER CLASS

by
sawuel Tenenbaum

I live on the West S .ce of Manhattan in a rather solid middle-class
house with doorman and all. My neighbors have been complaining for a
long time that the neighborhood has been running down. But the building
I.live in has held like a bastion, a ‘strong fifteen- story fortress. My
neighbors felt safe and protected once within its high walls, until a
hotel . * . opposite side of the street began to be used by the city re-

"lief Ageucy to house indigent families. - The hotel, a great affair, once

magnificent, in bygone days probably catered to people of substance This
is the way, 1 suppose, of an American city. It represents the great
human flow and ebb, the tidal waves of a dynamic culture that puohes
people and fortunes around endlessly. -

But this is not really my story. I meant to speak of how these
lower-class people affected us, the middle-class people in our house;
and what I myself learned in terms of my own feelings as a teacher. If
I am a little roundabout, forgive me. o

First of all, in what,se med almost overnight (and in actuality was
not more than.a month), this once great hotel was seething with life and
ferment and energy. This comparatively quiet block took on all the as-
pects of a slum block and some of the aspects of 'a_perpetual carnival.
Hordes of children, like milling cattle, cluttered the once empty street;
children of all ages, from one year to -- well, they looked like eighteen
and twenty. Boys and girls mixed in pagks, and it was difficult to think
of them as single, individual children. They shouted, they screamed,
they pushed they fought. In the midst of play, they would suddenly get
into individual fights and collective fights. Violence, aggression,
play, and friendliness seemed all mixed up. Every wall on the block was
used, either to play ball on or to throw things on. The streets became
cluttered with debris, especially broken glass. Where they got all the
glassito break is beyOnd me. The area around this hotel became one vast
accumulation of litter. Also, it was quite common for children to throw
things from the windcws at passersby. The parents apparently did not ob-
ject, for I never saw a parent reprimand a child for this. The children
resemt ted an uncontrolled, undisciplined herd, doing what they wished,
with neither mother nor father in sight to curb, admonish, or chastise.
In fact, when these lower-class children moved in, some of the motherly
women in our building occasionally attempted to discipline a child, in-
variidbly with frightening results. A cluster of febrile humanity arose
like spontaneous combustion to repel the invader, and these well-inten-
tioned women felt lucky if they escaped unharmed. Such'incidents only
increased my neighbors' sense of helplessness and fear. In the end, my

middle-class neighbors, threugh painful experiencé, learned to look on

aloofly and distantly as children of six and seven smoked and young
boys and girls openly engaged in physical contact. Attracted- by such
scenes, almost glued to them, these neighbors of mine expressed by bodily
demeanor and by speech their shock and disapproval. .

'
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The parents of the children themselves acted strangely. 1In all
states of undress, they hung out of windows, ‘while below mixed adult
groups, and groups including children, congregated, drinking beer, S
joshing, pushing each other about and carrying on in a merry and bois-
-terous way through all hours of the night.

The tenants of our building, guarded more carefully than ever by
. doormen, made it a point never to loiter outside (which seemed to them
a confession of 'idleness and lack of industry). They were in the habit
of going -in and out of the building with scarcely anyone seeing or
hearing them; they were quiet, inconspicuous, and rarely communicated
with neighbors, even though they may have lived together for a quarter
of a century. . '

. In contrast, the welfare families lived outside, on the street,
conspicuously, loudly, openly. Their social life centered almost exclu-;
sively around those who happened to live in the same building. That did
not mean it was a serene kind of neighborliness. We never knew when"a
fist fight or some loud fracas would start and it ‘was not unusual for
the occupants of our building to be awakened by a horrible commotian --
even the, firing of bullets -- at 2 or 3 o'clock in the morning. Some
of my neighbors were infuriated by such behavior and indignantly called
the police, demanding that something be done immediately.

' . There was one type.of behavior, however, that affected my neighbors
beyond all others. I cannot say that they liked to see childremn smoking
or engaged in open sex play; it violated their sense of morality. But
they could somehow stand that. What they couldn't stand, what frightened
them, was the violent, hostile way in which lower-class families found
their amusement. An almost palpable atmosphere of aggression and violence
hovered over the street. The children would attack an automobile --
literally attack it as locusts attack a field -- climb on top of it, get
inside, and by ¢ombined, co-operative effort shake and tug until they
left it a wreck. - The older men would strip 'the tires from a car and
sell them. A three-wheeled delivery bicycle from a local merchant pro-
vided a special holiday. The children gathered from nowhere and every-
where, piled on the delivery bicycle, end drove it up and down the.
street loaded down with humanity. When they made no dent in the vehicle

" by this misuse, in disgust they poked -at it and pushed it in an effort
to make it come apart. I have never 'seen young people work so assidu-
ously as they did ‘riding, .,pushing, and shaking the cart. They didn't
give up until it was completely destroyed. I have seen children, seve-
ral of whom could not have been more than seven or eight years old, at
this job of destruction past 10 p.m.; and they all appeared to be hav1ng
the merriest time. Even their innocent, friendly play was violen%. Sud-
denly, strong, tall, gangling adolescent boys would dash pell-mell down
the street, like stampeding cattle, shrieking and screaming, pushing,
shoving, mauling each other.

Of course, this hotel where they lived was not meant for families
with many children. Since it was enormous in size, at least fifteen
stories high, it probably represented the most concentrated slum of all
times, greater than could possibly prevail in Harlem. You might say as
I did: "What can you expect? Children have to play. .Here they are
growing up without a mother, or a mother who never seems to make her
presence felt, like animals, without love or warmth, pushing out for
some sort of 1ife on the street. Are not these unfortunate children
more sinned against than sinning?"

234

256



So I spoke to my neighbors. Yet I knew that was not the whole
truth. Nearby, within a few blocks, were two magnificent parks:
Riverside Drive and Central Park. There “they could have green fields
and space and freedom. Yet none made a move to play there. Alchough
I believe I understand many other facets of their conduct, this aspect
remains a mystery I cannot fathom. .-

- Broadly, this gives you some notion of what happened to a quiet,
respectable block when invaded by the lower classes. What happened. to
my neighbors? "First there was general, immediate, universal consterna-

tion and some took direct action. Posthaste some moved out; they wouldn't

live, they said, with such trash. A second group remained. This group
didn't mind the shenanigans, the broken glass, the commotion, but they
experienced an awful fear of personal attack. Many of them became so

frightened by the invaders that they stayed home at.night. The sense of

physical peril was~probab1y the most frightening and demoralizing as-
pect of the situation, though I never heard of anyone being attacked
or molested. There was a great deal of damage to parked cars, and we
soon learned to avoid that side of the street. It was peculiar to see
the gaping empty spaces near the hetel curb, when all around were cars
choking for an inch of space.

After the first shock had passed, the tenants of our building took
aciion. The mwiddle c-uss is not without power, which it exercises in".
its own way (generally .wf course potite, prouper, and without violence).
A committee got up a petition and collected signatures asking that a
policeman be stationed on our street twenty-four hours a day. A tenant
wi.. political conunections began to put them to work. I hear that the
matter has reached the mayor himself, and that ‘the welfare agency.plans
‘to remove families with children from the hotel since, after the peti-
tion, the Powers~That-Be agreed that it is an improper place for them.

But these lower-class people are still across the street and the
fear remains. Even worse, my middle-class neighbors are convinced that
these new people are trash, some monstrous excretion of mankind, a
lower order of animal, apart from the human species. So long as such
attitudes persist, thesc unfortunate newccmers. =- poverty-stricken; ig-
norant, addicted to vice, drink, violence, and brutality =-- will never
be understood in terms of what causes such living: their bleak, help-
leés, and hopeless state; their lack of identity and purpose. My
middle-class neighbors will piously continue to stay aloof, judging
them; and this Judgmental attitude itself makes the gulf wider. It is
inconceivable that' our middle-class house W 11 ever join in friendship
or good will to these lower-class ‘invaders. :

What I was witnessing had enormous meaning for me as a student of .
education and as one who teaches future teachers. I thought I knew the

problem of the lower-class student; it is all explained in the tegtbook-

Like other instructors, I have discussed the problem in polite, academi
terms. But this experience made me see clearly and vividly, as notaing
else has, how farfetched and remote is our present school system for
these children -~ in philosophy, methodology, approach, values, and

. meaning.

In contrast to the lower-class children, how preciously kept is
each child in our house; how carefully clothed; how carefully guarded;
how often admonished by parents, grandparents, relatives, and friends.
In the elevator, the icy tone of the father to his seven-year-old son:
"Is that hat glued to your head, John?" How quickly and politely that

’
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hat comes off. How often are they shown pride and love. '"My son is the
valedictoridn of his class., He plans to go to Harv- d, get his Ph.D.,
and teach chemistry." Even our doorman, hard and brusque and violent
with lower-ctlass children, takes on a different tone and manner with
the building children; to them he is gentle and tender @nd protective.
The children themseres for the most part are loving and lcvable. As
.they imbibe attention and. love, as these qualities ars poured into them,
they have them to give out. If at times the children become rambunc-
tious, the doorman finds it sufficient to threaten them with parental
-digclosure and they fall in line. There is no ‘discipline problem. . From
infancy on, they experience discipline.
' These children have pride and are conscicus of family position.
Even if you are a stranger, they will inform you that their father, a
lawyer, is involved in some famous current trial; or he has been called
to Washington on an important mission; or that their father or grand-
father owns this well-known establishment or business. And they tell
you. with equal pride what they themselves plan to be; and they act as if
they have already achieved it and have a right to all the honors thereof.
On school holidays our building takes on a festive air as the chil-
dren come home from out-of-town schools and colleges. You see a little
boy with a ramrod figure sporting a magnificent uniform; he attends a
military academy. Parents take special pride in introducing children
all arocund. For these holidays parents have a well-planned schedule -~
theaters, lunches downtown, visiting and inter-visiting, parties that
their children give and parties that they go to. The bpilding is full
of young people coming and going; it is really most. pleasant and exciting.
Yes, the children in this middle-class building are-solicitously
nurtured. Just as the parents seem to have purpose and direction for
themselves, so the children seem also to have imbibed purpose and direc-
tion. Some of them, still in elementary school, speak of college and
careers. Coming home in the afternoon, they hold their books tightly
and neatly; for it is obvious that for them books represent important
and powerful tools for the future.
What a stark contrast are these children on the opposite side of
the street! These children seem to have nc purpose, no objective; they
seem to live for the moment, and the big objective is to make this mo~
ment pass away as amusingly and excitingly as possible. And no matter
what, they seem a lot more bored and idie than the middle-class chiidren.
They hang around, in gangs or small groups, and in boredom they poke at
one another or get into mischief; they are ready for any or everything,
but mostly nothing happens and there they are, hanging around in idleness. -
Even when playing near the house, the children in our building go
to the parks already referred to, and they participate in organized
~games, or if not, they telephone to a friend or friends to meet and play
together. In contrast, the children on the opposite street have many of
the characteristics of neglected alley cats, growing up in a fierce,
hostile jungle. The children from the two sides of the street never mix.
" Since the invasion of this new element, the children in our building are
more closely supervised than ever; they are so apart in thirking and
feeling that functionally they are like two different species.
As I saw these two groups first-hand, I understood how easily
middle-class children fit conventional school systems; how almost from
" infancy they have been trained for the role of a good, conforming mem-
ber of this institution; and how easily and naturally their middle-class
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teachers would'respond with understanding and affection.

Also, I could see how wrong, how incongruous and meaningless this
school was for lower-class children; how their very being was an irri-
tant to it, and it to them; how ill-prepared they were for the demands
of the school; how what they were and how they lived would elicit from
their middle-class teachers scorn, resentment, rejection, hostility, and
. =- worst of all -- how these children would create in their teachers
fear, a physical sickening fear, as thirty or forty of them crowded
together in one room-tour after hour, day after day. This was the most
demoralizing ure of all. For once fear sets in, you can no louger
unde;igand//gppreciate or help; what you want is distance, separation,
safety; or if this is impossible, you want the backing of superior
strength or a counter fear; and one cannot educate or help another human
teing through force or fear

As I thought of what was happening to my block, I was astonished to
realize how in nearly all respects our teachers respond to lower-class
children just as my house neighbors do. They cannot understand their
idleness, their purposelessness, their lack of ambition. They regard
such traits as some  congenital evil. ‘Llke my neighbors, they are indig-
nant and shocked by their sexual frankness, and are astonished and cha-
grined by parental indifference to children's progress in school. When
parents do come to school they may even side with the child against the
teacher. Like my neighbors, teachers remain in a perpetual state of
fear of these children, at their acting out, their defiance of disci-
pline, their destructiveness and vandalism. 'Look at what they did!"

a teacher will say, pointing to a desk ripped open or shattered panes
of glass, speaking as if some holy altar had been violated. Looking
at these lower-class children distantly, unapprovingly, and judgmen-
tally, as my neighbors did, many teachers feel trapped, frightened,
heipless. Like my neighbors, when a child gets into trouble with the
law, they often take a smug satisfaction in the tragedy, as if their
original judgment had been vindicated. "I knew he would come to a bad
end." Middle-class virtue is written all over them.

A good case can be and has been made that the only purpose of our
educational system is to inculcate middle-class valwyes, to create a
middle-class person; and its purpose is not at all to transmit knowledge
and subject matter. If this is true, and I am beginning to feel that it
. is, the main task of our schools, to repeat, is to train children in
the proprieties, the conventions, the manners, the sexual restraints,
the respect for private property. of the middle class; and also to pro-.
mote such middle-class virtues as hard work; sportsmanship, and ambition
-- especially ambition. The aim becomes to create a gentleman, & person
‘striving for high achievement, so that he can attain the middle-class
ideal: money, fame, a lavish house in the suburbs, public honors, etc.

" I now perceive more clearly why ‘lower-class children AEe such prob-
lems in school, why theéy do so poorly, why they stand out like sore
thumbs. Bluntly put, they don't fit in at all with what the schools
and teachers demand, want, and expect.

I now understand why even bright lower-class children do not do/
nearly as well in school as middle-class children of equal and even
lower ability; why bright lower-class children drop out of school even
when intellectually capable of doing the work. They never feel part of
the institution, their school is not theirs, their team is not theirs;
their classmates are not theirs. _ -
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Just as the children in my building did not mix with the children on
the hotel side of the block, so they do not mix in school. But here 'in
school middle~-class children are on home ground; it is their school, their
teachers, their clubs, their team, their classmates. Parents of lower-

" class children also feel strange and remote from the institution, frighte-
ned by its conventions. Sometimes a lower-class child, through the in-
fluence of some good, lov1ng, middle-class person, generally a teacher,

/ begins to aspire to middle~class status. The parents, instead of rein-
forcing middle-class values, may resent these new feelings in the child
and fear that he is being alienated from them; they will try to keep the
child in their own class. I know a fine and able studen“ who applied

. for a scholarship and was accepted by a prestige college. Her father,

a laborer, was incensed at the whole idea. We were turning his daughter's
head. A good girl should get a job, come home, help her mother; and get
married. When he was told that college and marriage are not incompatible
‘he showed every doubt that the two go together. Then he took another
tack. Deep study in dollege, he said, affects the head, and his daughter
had fragile health; he didn't want her tpo become rattle~-brained. Finally
he trotted out his last argument: he wasn't going to have his daughter
gallivanting off and mixing with those snobs and. good-for- nothings. The
father won out. .

It also happens, undoubtedly with greater frequency in America than
in any other .major culture, that a lower-class child does breéak out of
his group to enter the middle class. A play, "The Corn Is Green,' deals
with this .theme. It is the true account of a Welsh boy whose teachér,
Miss Cooke, out of dedication and devot3on, held the youth steadfast
in his studies. After many trials, the young wman passed his examina-
tions and won an Oxford scholarship. The son of & nursemaid and a sea-
man, he became an eminent playwright, actor, and director, and, inciden-
tally, the author of "The Corn Is Green."

It sometimes happens that a member of the middle class will flunk
out of his class also, although this is quite rare, as a review of your
own experience will indicate. Middle-class parents wiil Bo to any ex-
treme to save their children for middlé-class status. How would an
eminent and respected professional person regard his son who worked as a
janitor or as a laborer, although the young man might be quite happy with
his work and the work right for him? Middle-class parents attempt all
kinds of shenanigans to keep their offspring in their class. We all know
of the student who fails at a good university, whereupon the parents
find a mediocre school where he can obtain the degree. The parents re-
joice, for the boy is now a college graduate; he has achieved middle-
class status and need not disgrace the family.

I am beginning to feel that if we want to help lower-class children

"we will have to reorient our thinking and philosophy. We will have to
adopt fundamental reforms, radical and crucial in nature, so that the
school as an institution will be more nearly in conformity with the cul-
tural and behavioral patterns of this class. I am beginning to think
that it might be best if we would enlist in this task the more able and
brighter lower-class members, with the hope that they will be better
able to cope with the lower-class child. Little good can come to any
child when a teacher relates to him with fear and condemnation.

What has long been a national fetish, almost religious in fervor,
is the effort to shape all children, regardless of their state or con-
dition, in the middle-class mold. It would appear that the chief end
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of man is to glorify the middle class. When teachers fail at this task,
they regard themselves and the school as failures. I believe that until
now we have done a remarkable job in converting this "melting pot" ma-
terial into a sort of middle-class stew, although- frequently of ques;
tionable taste and quality. :

I raise this question: Should all people strive to become middle-
class? Hasn't our middle-class culture produced a society with more
than its share of tensions, anxieties, neuroses, and psychoses? How
many souls have been blighted, twisted, and distorted by its impossible
demands! Middle-class culture, it is true, stresses ambition and achieve-
ment, but does it not leave altogether too many of us feeling and thin-
king of ourselves as failures, even when we have striven mightily and
have done our best? And how many, after high achievement, still feel
discontented, unhappy, striving ever higher? For there is no end goal
to achievement; the goal is almost by definition unattainable. As a
clinical psychologist who has seen men and women in travail, I can only
say that I have nothing but sympathy for the middle-class child; the
demands made on him by parents and his sub-culture are often unbearable.
I think of him as frequently caught in a vortex, the victim of uncon-
trollable forces, so strong that they may destroy him. .

In our sanctimonious way, We have assumed that this, our middle-
class culture, represents the best of all possible worlds. We have
never examined lower-class culture with the view of asking: 1Is there
perhaps something in another way of life to alleviate our own sickness?
Like my house neighbors, we have regarded every deviation with moral
condemnation. Even if all these feelings about middle-class values are
right, even if we should continue to force lower-cla:. children into
middle-class molds, shouldn't we recognize that for some children this
can never be achieved? It isn't for them, as a duck Zsn't for running
a race with a rabbit., In this world isn't there a need and an honorable
place for carpenters, plumbers, and, yes, laborers? Aren't we doing in-
"finite harm to children by our insistence that they be something they
cannot be, and then making them feel like failures bec 1se they have not
achieved what they cannot achieve? Wouldn't it be betrer if we found
out what they can be, and then set about changirg our schools so that
we can help them, not to become middle-cla3i, but to berme the best
selves they are capable of becoming? B
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BODIES, BRAINS, AND POVERTY

by
Joan Dye ‘Gussow

Perhaps it would be useful if for the moment we again thought of
"disadvantaged" children simply as poor. It is undeniable that the major-
ity of the children whose educational problems have proved most intract-
able come from families who are poor--many of them come from families who
are vety poor--and poverty is demonstrably much more than a social or a
cultural condition....Indeed, defining the problems qf our impoverished
children as "social disadvantage' no less than defining them as "cultural
deprivation' has encouraged us to ignore .the fact that poverty is first of
all a condition of the body, not of the mind. Fundamentally, being poor
means having too little money to maintain an adequate standard of living;
poverty affects what people eat and what they wear, where they live and

' .. what vermin they live with, whatfdiseases they are exposed to and what fi-

nancial, physical, and emotional resources they possess for battling all
these things. Poverty is a material fact of life and has a significant,
often lasting, impact on the physical as well as the mental health and
well-being of impoverished individuals, especially those unfortunate enough
to be born to it. - 1

On the lists of current best sellers is a book of popular physiology
entitled The Body Has A Head.l What educators ought to keep firmly in
mind is the opposite proposition, namely, that the head has a body. As
specialists in learning we forget at our peril that the capacity to learn
is a characteristic only of a living organism; that children, as learners,
are living organisms, not all of whom have been put into. physical environ-
ments equally supportive to their well-being. That these obvious truths
have implications for education is the message of a recent book in whose
writing I shared, Disadvantaged Cchildren--Health, Nutrition and School
Failure.2 b Y - o

It is the major burden of this book that there is an urgent need for
a new formulation of the problem of educational handicap among the poor,
a formulation "in which the child is seen as a mind in a body, in a world
that is buth physicallv and psychologically hazardous.'" Though "cultural
disadvantage" is reail, "it is but a fragment of the threat which a poor
environment offers te the intellectual development of a child....The poor,
from conception until ceath, are also at differential risk with respect to
a vhole spectrum of physicel hazards, any one of which may be productive
of intellectual deficit and educational failure.3

>

IRCD Bulletin, vol. 6, No. 3 (Sept. 1976). Reprinted by permission
of Teachers College, Columbia University. S

1Gustav Eckstein, The Body Has a Head (New York: Harper & Row, 1976).

2H.G. Birch and J.D. Gussow, Disadvantaged Children--Health, Nutrition
and School Failure (New York: Harcourt Brace Jovanovich, Inc.--Grune &
Stratton, 1970), 322 pp.

31big, p. 10.
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In demonstrating the proposition that the physical hazards associ-
ated with "living poor" must count among the significant educational
handicaps of poor children, we sought to ask -‘and answer two kinds of
questions: Is there evidence that poor health among mothers and their
children is associated with decrements in the mental development and
school achievement of those children? and Are there commonly present
among the populations which have been characterized as disadvantaged,
health conditions sufficiently poor to produce such a decrement? The
book concludes that both these questions must be answered in the affir-
mative. o

Since the data and the arguments which support these ahswers are nei
ther straightforward nor easily condensed, I want merely to indicate the
nature of the evidence on which we drew and to discuss the conclusions to
which this evidence points. I should then like to consider some of the
implications of these conclusions for the schools and the children they
are attempting to serve,

The assertion that there exist appalling conditions of nutrition and
health among many groups of poor families in this country has in the last
year or so become almost a commonplace. That poor children are starving,
are being bitten by rats, are disproportionately falling ill with infec-

"tious diseases, are dying for lack of hospital care-~-all these are cir-

cumstances which, like war-protests, pollution, and overpopulation, have
come to sporadic public attention through the popular press. But such
accounts are anecodotal--hard facts are more difficult to come by. The
set of facts with which we began are those about the deaths of infants;
for in any population infant deaths are tide markers indicating the level
of health hazards to which that population is exposed..

CHILDREN WHO DIE . o

In the United States just over fwo out of every one hundred children
born alive die before their first birthday. This is a relatively poor
showing--in fifteen other countries babies are safer at birth--but among
some groups in this the richest country in the world, life in its first-
year is even riskier. On a nationwide basis, nonwhite infants die at al-
most twice the rate of white infants ¢a fact which helps ro explain the
much higher mortality rates of the Southern states). Yet shocking as
this differential is, it is actually deceptively low if what we aie look-
irg for is the deadly mark of poverty. For vital statistics ir this coun
try are not usually divided by social or economic class. In courtries
where they are, there is a definite pattexn cf increasing infant death
with decreasing economic class; that is, poor infants are.more likely to
dic than well-off ones.

In the United States, where statistics are dichotomized by ‘'color,'’
the economic pattern jis more difficult to discern. All shades of people
classed as "nonwhite" (Indians, Eskimos, Aleuts, Filipinos, Hawaiians,
Orientals, and blacks) are lumped together without regard to economic

<

4As of 1970, this gfoup is designated as "all other."
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\\ while the median birthweight of whites remained constant, the median
\\\ birthweight among nonwhites went down....
- We went on to examine at some length the question’ of how poverty
. produces such excessive reproductive dysfunction among poor women, and
\\ concluded that as a result of her economic and ethnic status, and the
adverse social patterns associated with it, the poor woman falls on ‘the
risk side of the ledger in regard to a whole constellation of factors
which can adversely affect reproductive per¥formance--not the least of
these being her chronic lessér ‘access to methods . for limiting her. family.
Compared to women in the middle class, poor women "tend to be less well
grown, and less well cared for before they reach childbearing age. When
they reach it they begin to bear children younger, more rapidly and more
often, \and they continue to bear them to an older age. When such a-
mother is pregnant both herlnutrltlon and her health will tend to be
poorer than that of a woman who is better off, but she will be far less
likely to get prenatal care and: ‘ar more 11&e1y to be delivered under sub-
standard condltlons
_ Thus, it is as a result of their own exposure to a ‘complex-of unfavor-
able conditions, that poor women experience high rates of. reprpduc;ive ab-
normalities; theg~ e2bnormal ‘reproduc’ive events in their turn expose poor
children, even before they have dra:: breath, to abnormally high lrvels of
biologic risk. - i\\ . :

”,

THE HAZARDS OF INFANCY'

For such children risk is compounded at delivery. Often smaller and
in poorer condition at birth than children of the more affluent, infants
born into poverty are set down, young and vulnerable, into the same sur-
roundings which have been unhealthy for their mothers. Their urgent need
is for a maximally fostering environment--but this need can seldom be
met in the substandard and often overcrowded housing available to their
families. They are, like all infants, rapidly growing organisms with a
primary tequirement for adequate nutrition; yet for a variety of reasons
the mothers of these infants are often unable to feed them adequately....
Data {rom the Naticnal Nutrition Survey and a similar study of preschool
children have now confirmed on a representative sample of the poor that
children in, impoverished families are often malnourished from early in-
fancy on, sometimes severely so. The fact is now established, as Dr.
Arnold Schaefer, head of the National Nutrition Survey, reported recently,
that "the poorer you are the more likely you are to suffer from serious
malnutrition," and 'such malnutrition is particularly serious among young
children. _

But malnutrition is not the only postnatal hazard to which these
children are sungct. As a group, poor children receive little or no well-

. baby care and are thus less likely than children from better-off homes to
- have been immunized against infective illnesses. Yet their poor nutri-

tion and their generally poor living conditions enhance their vulnerabil-
ity, while the high levels of infectious disease in the communitiecs in.

' which they live put these children at/special risk of exposure to infec-
tion. Not surprisingly, in.many cities certain severe infectious ill-
nesses occur almost exclusively in ghetto areas, and it is in these same
-overcrowded and underserviced neighborhoods that epidemic flare-ups occur.
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- have been immunized against infective illnesses. Yet their poor nutri-
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Moreover, despite the fact that poor children--and poor minority

" group children in particular--are sick more oftefi and more seriously than
children who are not poor, they are less likely to stay in bed, to see a
doctor, or to be hospitalized for illmess than are chiddren in bettetr-off-
fam111es, and atrschool age they are less likely to stay out of school -
because they are sick. Among such. families, medical cdre is likely to be
sought’, as is dent8l care, only whenh an emergency demands it. Thus,
chronic handicapping conditions often go untreated, and teeth go unfilled;
eyes and ears go untested, vision and hearing uncorrected." Even on the
basis of the scattered but provoking zvidence that is available, we can
fairly infer that there exists a vast though 1arge1y uncharted region of
undernutrgtlon malnutrition, and disease among the poor)chlldren in this
country.'"S.. v B .

\

HEALTH AND LEARNING

It is a truth beyond disputing that such sorry conditions of life
ought not to exist for any of.the children of the richest nation the world ¢
has ever known. Since they do, however, it is important to ask what the
implications are, for education, of this pattern of poverty-induced ill-
‘health. -In order to answer such a question it is necessary to consider
the different mechanisms whereby the biological hazards of poverty may
induce intellectual handicap, since each of these may imply -a different
response from the schools.

There are at least three different major routes by which poor child-
ren's exposure to hunger and ill-health might affect their school' achieve-

ment. We can begin to consider them by asking a question framed as follows:

Can we expect some cxcess number of poor children to suffer actual physi-
cal o neurological damage as a consequence of their excessive exposure to
(1) abnormalities of the reproductive process, (2) hunger, sickness, and
poor health care during the preschool years, or (3) both of -these sets of
hazards consecutive1y7... . '

In regard to the aftereffects of rep;%ductive complication, certain
facts are clear. Compared to normal pregnancies and births, pregnancies
marked by complications or illnesses, and births which are difficult or
premature (or both), will result in the production of an excess number
of children who suffer from major physical or neurological damage--cere-
bral palsy, blindness, epilepsy, severe mental defect. Poor children,
exposed as they are to their mothers' higher rates of reproductive 'abnor-
mality, will thus experience higher rates of such severe damage than will
children whose mothers are not poor.

In addition, the kinds of hostile postnatal environments to which we
have already alluded will also produce 2 certain number of major casual-
ties among the children exposed to them. ''Children overexposed to acci-
dents or illness, or to the effects of early or persistent nutvitional
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deprivation, are éiearly‘more likely to suffer- direct interferences with
either the development. or the integrity of the nervous system, whether
from a variety of infective agents, nutrient lacks, or biochemical ab
malities an are children leading more protected, well-nourished, an
medlcally supervised lives. nd To give but one very current example: In-
gested lead can cause serious brain damage. During the first four: ‘months
of 1970 there were 260 cases of lead poisoning in New York City alone,
dlmost e: iclusively among small children from families in poverty areas

of the city who had eaten ledd-containing paint flaked- off from the walls
of the decaying buildings which were their homes. It has been estimated
that between 225,000 and 300,000 ghlldren in the United States have ele-

* vated 1evels of lead from such sources in their blood; and chronic lead.
poisoning “is simply one of the more exotic hazards to which the brains
of children living: in 1mpoverlshed circumstances are exposed.

To acknowledge thaf poor children have been. dlsproportionately ex-
posed to high levels of risk both before and after birth is to* recognlze
that" they have doubtless suffered a disproportionate share of serious
physical or neurological damage. The shape of the school's obligation to

such seriously handicapped children has already been denied--as-'"special
education"--even if it has not to date been successfully met. In view

of the schools' present limited success with remedial programs notwith-.

. standing, it is clear that mamy handicappe& chlldren, even those with. .
 significant.degrees of brain damage, can be brought to.relatively high

levels of competence if thelr degree and_type of dysfunction are mapped

and appropriate educational measures are devised to "wérk around" their

Ihandicaps and exploit their atreas of strength.

.e To.-guarantee that all children who need special education get it,

- and that they get what they need within it, will requlre careful assess-f
ment of every pupil who exhibits a learning deficit. ’Ideally, of course,
every child we seek to educate--not just those with learning problems--
should have his special characteristics as a learher carefully assessed. -

T We live, alas, in a less than ideal world; given the nature of the en-
vironments in which disadvantaged children grow fromconception onward,

we must at least attend carefully to the possibility that among these *

children educatlonally ‘significant neurolog1ca1 or physical handicaps

mdy underlie some problems which have heretofore been defined asideriv-

ing from a globally defined "lov I1Q" or from inadequate or- inappropri-

ate socialization:

\
N ) . »

DAMAGE AND DEFICIT

<
<

It is important to recognize, however, that even if, as a result of
such a redefiniton, substantial numbers of children were newly classified
as neurologically handlcapped, this kind of handicap would still account
for a relatively small percentage of the learning retardation which con-
cerns us....The critical issue is not only whether somewhat more children
than we had previously thought are profoundly damaged as a consequence of
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thei® biological histories, but whether there are large numbers of other .
children, apparently undamaged, who come to school handicapped as learners

.a$ a direct or indirect ‘comsequence of their exposure to a succession of
physiological insults. It was suggested earlier that there were at least

.three ways in which the biological ‘hazards cf poverty might produce edu-
cational handicap. The first of these has already been discussed: ex- ‘
cessive exposure to acute physical hazards can be expected to produce an,
excessive incidence of serious damage among "disadvantaged" children.
What is here being pointed out is that educational handicap among-~poor
children may also arise from exposure to a succession of lesser biologi-
cal assaults which succeed and reinforce each other. '

.There is good evidence to suggest that such a piling up of insult’

- doeg occur--with adverse intellectual sonsequences-~-where reprcductive
complications are concerned. Of the major reproductive,abnormélities,
only prematurity has been follcwed up in" sufficiently large populations
so that subtle damage which may result from it can be convinc}ﬁgTy—EZhon-
strated. Considering the evidence from sever@l long-term studies of low
birthweight infants, our research led us to conclude that the single cir-
cumstance of being underweight .at birth probably does not result in a
significant intellectual handicap for children who grow up in advantaged "
homes....For the child born prematurely into poverty, however, prematu-
rity is a stress uncompensated for in postnatal life; for children from
the poorest homes, premature birth is associated with a significant de-
pression in IQ...."For one part of the population, low birthyeight seems

~to be a condition that can push an individual over the brink, whereas for
many other parts of the population, not unﬂer,addit109a1 conditions of
stress, it appears-to be a relatively trivial event "

. ’ I " . S 0o T &
i . . ’

LIFE AFTER/BIRTH \ : x

- Life in the rotting'cehtral1ciéies»and in the less deprived rural
and suburban slums, is a hazardous affair, even for the child who starts
out even--the child who,_though poor, is the fortunate product of a nor-
mal pregnéncy and birth. It was earlier pointed out that some of the
environmental hazards of an impoverished infancy may produce frank in-
jury to the nervous system; but it must be empha$ized that neither wide-

. spread starvation nor brain-damaging infection meed be demonstrated in

order to support, the conclusion that hungez and disease are cripplers of .
_ the minds of millions of American children...- . _
While there is no, evidence that extreme starvation is ..ommon ‘ia this

country, what is true is that there are unacceptabl large numbers of
children who suffer from almost chronic hunger, and the almost chronic:
state of ill-health and frequent infection which accompany it. The ad-

" verse intellectual effects of such & childhood ''need not be primarily

CIN

7H.G. Birch, "Research Issues.in (hild Health IV: Some Philosophic
and Methodologic Issues;' Pediatrics, 45: 874 (May 1970).

240

b

269



t

\
\ N

or even most significantly the result of 'brain damage! but rather the
consequences of any of all of a number of possible indirect effects."8

Of the ways that poor health and malnutrition in infancy may operate to
produce intellectual retardation at school age, two can be mentidned here.
The first of these has to do simply with the .loss of learning time. A
child who is hospitalized, bedridden, housebound, or simply inactive -

because of illness will lose t i for contact with his playmates,: his
‘neighbors, his world. The wweto- ~lass child, whose illnesses are occa-
sional and who recovers : m » optimal health in a maximally fost-
ering environment, may me + lost learning time. .The poor child,
who seldom if ever experic. 1lly good health and whose acute ill-

nesses are likely to be more Liequent and more serious, may find catch-
ing up out of the question.

. A second source of learning retardatlon is the altered character
of the sick child himself He not only loses contact with the world be--
cause he is less active, he loses contact because he is less responsive.
"One of the first effects of ill-health is an alteration in the child's
responsiveness to suimulgtion and‘ the em:zgence of various degrees of
irritability or apathy." An irritable or apathetic child is always .a
less pleasant stimulus object than a happy one; to adults who are likely
already overtaxed, he may be positively aversive. Thus, a child's own
reduced responsiveness to the environment, human and otherwise, may be,
reinforced by the human environment's reduced responsiveness to him. If
such  a pattern persists for some time, it may result in significantly’
diminished opportunities for learning. _

As a result of experiences such as these, children who have been
frequently hungry and sick in childhood may reach school age as handicapp-
ed - learmers, handicapped not by some physically measurable damage, but

" by their histories of reduced interaction with- the" environment....Many
a child will be "experientlally deprived" because when 1earning experi-
ences were there to be had, he was not always fully able to exploit them.

Such a statement is almost impossible to "prove"; that is, it is
"exceedingly difficult to isolate these specific consequences of poverty
simply because so many other circumstances unfavorable to optimum men- -
tal development turn up, along with hunger and poor health, in impove-
rished families. Mpreover, it has tended, in practice, to be difficult

_to demonstrate the "aftereffects of early biological gtress for another
and even more poignant reason, that is because the same conditions which
, are threatening to the health of poor children in infancy tend, more
often than not, to persist\into the school years.
< This is a fact critical to recognize if we are to be educationally
effective. If children's early and repeated exposure tq biological
stress has caused them to fall behind their peers in learning skills,
i\ it is not inconceivable that such retardation can be fully made up by
' appropriately devised "compensatory programs.'t, But it ig exceedingly
doubtful whether any such programs can succeed in.the face of hunger -ahd
ill-health which are not merely historical but urgently contemporary.

8irch and Gussow, p. 261 i ' . /
9Ibid., p. 262. 247- ; /
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To focus on the effects of deprivation in early childhood as if that
deprivation somehow-c¢aded at the schoolroom door is to indulge in wish-
_ful thinking, for it is ¢hildren's present deprivation, unot only their

. history of it which represents the third routec through which poverty may
interfere with school achievement. :

It would be misleading (as Disadvantaged Children puts it)
if one were to conclude....that malnutrition and illness were
significant hazards to ch?ldren only in early infancy or only
as a consequence of their "permaneunc" effects. It must not be
overlooked tha* the child's present hunger and illness also
immediately affect his level of attention, his interest, his
motivation to learn--in short his achievement in the classroom.
Unless we intehd to feed children today it may be interesting,
but unimportant to their prospects, to decide whether the effects
of yesterday's hunger will continue t° affect their mental
development tomorrow. Since mental develop@ent id a process,
perhaps only relatively more vulnerable to interruption at cne
point than at another,, it is -difficult to imagine that anything
in the environment which .interfered for a significant time with

; learning could fail to affect mental development. The real

' children in our classrooms are not like animals in the laboratory
who can be rehabilitated at time appropriate to their develop-
ment and convenierit “te—a-researcher. In 'the real world it may
actually be quite unimportant whether the effects of nutritional
stress are organic, biochemical, or emotional. Whether or not
damage is permanent must be irrelevant in the face of a depri-
vation which is; the same children whose mothers were ill-fed

and unready for pregnancy, who are born into poverty and sur-
vive an infancy of hunger and illness, are seldom miraculously
saved in the third act. o

It would seem essential then that the schools do something more than
watch with interest while the scientists are determining just how per-
sistent ar=z the intellectual effects\of. earlier malnutrition and illness.
While the measurements are proceeding, the schools could at least see
to it that no child presently sits in thecl:izsroom too hungry, too sick
or too exhausted to learn. Unfortunately it will probably not be enough -
for the schools simply to lend their moral support to someone else's
efforts to provide for children's physx€ql needs. Ii children are to be
made ready for learning today, thep .the schools will doubtless have to
accept the responsibility of meeting wh&dhever/of their basic needs ate
not being currently met. What is being|sugge ‘ted is quite straightfor-
ward, namely that the schools provide, as a matter of course, breakfast
and lunch for children who come to school hungry, rest corners for child-
ren who come to school tired or ill, physicans to attend to urgent phy-
sical problems, and systems for seeing to| it that chronic handicapping

. conditions are actually treated, not merely acknowledged and referred. ..

Now a number of objections might be raised to the notion that the
cschools should provide extensive health and, feeding services for child-
ren. Not the.least of these is a financial one.: The schools are, by
their own accoun3§, already taxed to the limit providing special
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programs for disadvantaged children. What possible justification can
there be for adding yet another responsibility to those the schools al-
ready bear? On a cost-benefit basis, it might well be worth finding out
whether biological services would pay their own way.. Superintendent
'Taylor'sl;testimony suggests that such services might lower the incidence

~of truancy and tardiness, cut down on behavior problems and substantially
reduce the number of children retained in grade.... :

A second objection to proﬁldlng health and nutrition services to

. children through the schools would ‘probably be that meetlng such needs
falls outside the mandate of the school, that it is a '"welfare'" task, not
an educational one. If "welfare" is d\( ried as anything that is done to
make a child comfortable, it could as w. 1l be argued that heating school
buildings in winter is also a welfare task, since we have no evidence
that childr2: need to be warm to learn any more than they need to be well
or well fec. But a more realistic answer to quest® - 5 about the proper
function ¢. the school is that many schools are pr :. ~tly performing a
"welfare" function in feeding children lunch. Ther. is little education-
al justification for feeding children lunch--indeed there is less educa-

,  tional justification for feeding children lunch than there is for feed-
ing them breakfast--a fact that the Panthers, with their breakfast pro-
grams, have understood better than the rest of us. Most learning in
school takes place before lunch, and while a meal might theoretically
serve as a reinforcer for a hungry child, getting lunch is not--and pro-
bably should not be--made contingent upon a pupil's morning performance
in the classroom. If we can feed hungry children only one meal, then
let us not make them sit through a morning of classes on,an empty stomach.
Let us feed them breakfast, teach them something, and send them home
hungry. Maybe that way, they'll at least want to come back to school

_ tomorrow.

There is, of course, one last argument which can be advanced against
‘the notion that the schools should prov1de for children's physical needs
|--that is that we can't prove it will help them learn. The successes’
reported by Superintendent Taylor and & few others are, in scientific
terms, merely anecdotal assertions that good health does make a differ-
ence. The hard scientific evidence to support the notion that children's
present biological condition correlates with their learning is bést de-
scribed as fragile. . There are a few studies--one fairly old one Ilink-
ing blood levels of Vitamin C to 1Q,. two more recent ones evaluatln
the effect of 1ron-def1c1ency anemia on various measures of functioniqg.
For what it is worth, they have all tended to show that children who
were:better nourished did better. But the fact remains that there are,
so far as I have been able to determine, no controlled studies which \\\\\
show whether the ch11d who is very hungry is unable to work as well in
school as one who 1s not hungry--or even whether he is just unwilling to. \\\

i

1Superintendent of Schools in San Diego County, Texas.
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We have no convincing evidence to sustain the notion that too little
sleep or too many cavities actually hinder the learning process. That
is to say, we cannot at the moment prove, on the basis of scientific
evidence, that children would profit educationally if they were provid-
ed with all the health and nutrition services which they needed.

This being the case, there is one question we need to ask. Is it
rational (or humane) to attempt to teach anything at all to a child who

-is hungry or sick or tired or all three? 1If it is not, then we shall

probably have to go ahead and feed hungry children breakfast, and put
sick or exhausted children to bed, and take care of the eyes and ears
and teeth and other broken parts of children whose health has been neg-
lected, just because it seems like the only sensible thing to do, and
not because we are convinced beyond a shadow of a doubt that such an
approach will result in a 23.6 percent 1mprovement in their SAT scores.
At the very least we will then be teaching these children--and their
parents--that someone cares about their hunger, their fatigue, and their

“illness--which is much more positive than some of the things they are

learning now.

-



Turn in, completed, if you are working for "A" level in Module V.
REACTION SHEET - SIMULATION LABORATORY
Having participated in the simulation laboratory, find a poem which

expresses your reaction to the experience or write your own poem. Write
the poem on this page and share it with your instructors

Your name . 3010 3040
: (please circle one)
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MODULE V - STUDENTS WITH SPECIAL NEEDS

Part II - Exceptional Students

Rationale

While it is a frequently-stated truism that every child brings different
needs and different capacities to a learning situatioa, in practice,
prospective-teachers may tend to categorize all childrea of the same
age together regarding cognitive, affective and psychomotor capacities.
Prospective teachers may think that cbildren with speciqlrneeds,and
problems «can be "shunted off" for ‘another teacher to deal with in a
special class. This is not true. Today's classroom teacher works to
provide equal educational opportunity for all students.

Objectives
Upon completion of this module, the student will be able to define
exceptional children and other basic terms such as mainstreaming, mentally

retarded, gifted, etc. It is intended that the student will begin to
have a feeling for what it means to be an exceptinnal child. '

Materials
Tape and slide presentation, "A Walk in Another Pair of Shoes"

Allen, Richard €. "Challenges in the Legal Sphere: Law and the
Mentally Retarded" .

\
Birch, Jack 'Reasors for Mainstreaming"
Birch, Jack. “Tiie Terminology of Mainstreaming"
beviﬁ, Gerda. '"Tell Him---v
Cruickshank, "Inner City Simulation Laboratory" (Located in Center)

Pieper, Elizabeth J. 'Preparing Children for a Handicapped Classmate"

Posner, Bernard. "Five Days as a Retarded Laundry Worker"

Environment

—— e

Center

Classroom (Duncan Hall)
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Activities and Assessment

"C'" level of competency . ' . .

All students will: e -

View the tape and slide presentation A Walk 1n Another Pair
of Shoes'"; e T

Read Birch, pages 303-309.

Read Pieper, pages 319-322.

Pass Test C.

"B" level of competency

All students will:

[ WV, B LN LN V)

"A" «level of competency

View the tape and slide presentation "A Walk in Another Pair of .
Shoes";

Read Birch, pages 303-309.

Read Pieper, pages 319-322.

Pass Test C;

Read Allen, pages 279-301. .
Discuss the questions contained in the article in a seminar Small
seminar sections will be scheduled. Sign up. Speak up! '

All of #1-6 above, plus,

Read Posner pages 323-328; and Corvin, pages 311-317; o

Take part in scheduled act1vities using Cruickshank's '"Inner. City
Simulation Laboratory."  (This activity is also the "A" requirement
for Part I). : ‘
Complete Reaction bheet page 328b.




LAW AND THE MENTALLY RETARDED

by
Richard C. Allen

INTRODUCT ION

The Task Force on Law of the President's Panel on Mental Retardation,
appointed by President Kennedy in 1961 to prepare a ''National Plan to.
Combat Mental Retardation," began its report with & quotation from an
English law book of the early eighteenth century: ’

[1}t is most certain that our Law hath a very great and
tender consideration for Persons naturally Disabled...The Law
protects their Persons, preserves their rights and Estates, .
Excuseth their Laches, and assists them in their Pleadings....
They are under the Special Aid and Protection of his E%uity, -
who is no less than Keeper of the King's conscience...

And on the facade .of that magnificent marble edifice which houses
the Supreme Court of the United States is a hallowed phrase, which is the
keystone of American jurisprudence: ''Equal Justice under Law." But for
the mentally retarded, these words, on parchment and stone, and spanning
three centuries of.the most creative epoch of the common law, have brought
neither cquality before the law nor protectiocn of basic right:s."2

A century or less ago, when most people, even many in the learned
profeséions, looked upon the retarded as hopelessly incapable, oZften
dangerous, almost subhuman creatures, they were not 'often thought of as
having legally enforceable rights. Indeed, when the term "rights" was
used in relation to the mentally retarded, the reference was usually to
the prerogative accorded to relative§ and creditors to obtain appoint-
ment of a guardian or conservator to prevent waste oY destruction of any
property that might come into the possession of the ret¢rdate; or perhaps
. was -to the "right" of society to protect itself against the retardate’s
derelictions and unwanted offspring by confining and sterilizing him,
generally on no more proof than the fact of his intellectual impairment.
Today we know that the mentally retarded are far from "hopeless," need
be meither dangerous nor promiscuous, can be good citizens and even
good parents, and that in most cases they can be trained to become self-
sustaining contributors to society rather than burdens upon’it.

" 'The author had the great pleasure and privilege of presenting a
paper at the Fourth International Congress of the International League
of Societies for the Mentally Handicapped, held in Jerusalem in October,

1968. The theme of that meeting, "From Charity to-Rights;" charts the
course which, in the author's opinion, must be taken if the mentally
retarded -- the inherently unequal -- are to enjoy the elemental right
of al} citizens to equal justice. Improvement of laws and administrative
regulations is an important segment of that journey, but far from all of

Chapter 27, "The Law and the Mentally Retarded," from Psxéhiatric
Approaches to Mental Retardation, edited by Frank J. Menolascino, Copyright
1970 by Basic Books, Inc., Publishers, New York.



it. Research conducted over the last half-dozen years by the Institute
of Law, Psychiatry, and Criminology of The George Washington University
has provided ample p. of of the aphorism of Spinoza, that "He who tries
to fix and determin¢ everything by law will inflame rather than correct
the vices of the worid.'3 Among the shoals along the way are our prej-
udices and traditional ways of dealing with the revarded; there is as
well the Scilla ci “administrative convenience" and the’ Charybdis of.
chronic inadequacies in the investment of human and physical resources.-*
And just beneath the surface, and therefore the more hazardous, Yie the
barriers to eftfective communication about mental retardation and its
assoc1ated legal problemg.

' THE SEMANTICS OF MENTAL RETARDATION

In commenting upwn the myriad of terms infesting statutes dealing
with guardlanship and- incompetency, the author observed (Allen et a1.,
1968b)M .

The cliche, "It's all a question of semantics,"” is a facile
and inaccurate.---albeit a convenient -- explanatlon for the va-
¢garies of human interaction. Yet, one is tempted to apply it to
the probléms and confusions that abound in the area of determina-
tions of .civil incompetency. By sheer weight of numbers, the
terms which must be contended with pose a formidable communi-
cations barrier. '

When one adds to the picture the other aspects of legal regulations
and the bewildering array of technical, institutional, and colloquial
terms which have been app11ed to the retarded (most of which seem somehow

_to have found their way into law), both %umbers and coniusion are com-
"poynded. ‘ o

Most of the dommunication problems in the world of the mentally re-
terded 2nd the law are problems of innocence. They are engendered by the
ambiguity of words and their reification, by the difficulties of travers-
ing discipliuary and jurisdictional lines,* and by the inevitable limi-
tations of both scientific and legal knowledge. But sometimes words are
artfully chosen to cloak or distort meaning, as where "occupational
therapy becomes an euphemisni for men1a1 housekeeping tasks performed for
the benefit of the institution, or "seclusion" for punitive jailing. Again,

_in one state, the statutes require appointment of an attorney to represent
one against whom a commitment is sought, if requested by the alleged re-
tardate, his parent, or: guardian. "Any such request, however,is met with
the response: "But this is a medical hcaring, and all we are concerned

;”with is the child's welfare." The request is usually withdrawn.

"The origins of many.of the terms in use will, perhaps, never be
known with certainty,5 but not all of them are obscure or ambiguous.

The name of one residential care institution still in operation in this

country could not more ¢learly reveal the attitudes of the legislators
who established it: "Institution for Defective Females of Childbearing

Age." : \ ) .

In 1963, the California State Legislature created a Study Commission
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on Mental Retardation tq conduct research and make recomitendations on
planning and implementation of appropriate state and local policies and
services, including revisions in state law. "As its initial task, the
Commission compiled and published a compendium of state statutes affect-
ing the retarded, taken’ from nineteen state codes (including such di-
virse codifications as Unemployment iInsurance and Fish and Game Laws)
and covering some twenty-three major topics.
In many respects, the California mental health statutes are better

drafted (and contain fewer epithetical anachronisms) than those of many
“other states. To illustrate, however, the plethora of terms under which
legal protections, restrictions, regulations, and services are provided
(or withheld) in every state, a "head count'" was made. The California
laws contain more than fifty d1fferent terms apparently intended to in-
“clude or exclude mentally retarded persons, application of which may
control the rendition of a protective service, provide a basis for insti-
tutionalization, or determine the existence of jural and civil rights
(to make -a contract, vote, drive a car, marry, have custody of children,
and so on). Some recall older medical nosologies ("idiot," "imbecile");
some have no discernible meaning ("entirely without understanding,”
"deranged"); and some are -inappropriate to the subject matter of the
statute (for example, use of the term "incompetent" to describe one found
eiigible for institutional care); but most are merely ambiguous, leaving

it quite uncertain whom the legislature intended to denominate ("mentally’

irresponsible person," "unsound mind").

Among the findings made by the Institute of 'Law, Psychiatry, and
Criminology in a recent study of state statutes and regulaticns affect-
ing the retarded and their families (Newman, 1967) are the following:

1. There is no agreement upon a basic generic term descriptive
of the class of persons for whom institutionalization, guard-
ianship or other protective service may be appropriate. A
number of primary terms are used, which are either unde-
fined in the statute or are defined through use of secon-
dary terms of equally uncertain meaning..

2. In many state institutionalization laws it is quite: unclear
whether a distinction is made between the mentally retarded
and the mentally ill. 6 !

3. In 25 states "inabili*ty to manage oneself or one's affairs" is
the critical determination in an institutionalization proc-
ceeding, although such lack of capacity is clearly relevant
to a proceeding to Qetermine civil competency and the need
for a guardian, and is not apposite to a determination of
the need for institutionalization. And the test is the same
for children as for adults, although "inability to manage
oneself or one's affairs" would be as. characteristic of the
normal as of the retarded child of tender years.

4, - Othe; definitional criteria, such as ''meed for care, super- .
vision, control or guidance," which,exist in ovér half the
states, and variously stated social, vocational and educa-

- tiodnal handicaps (inabllity to 1earn .adapt, earn, adjust
- support, .compete, etc.) also applicable in more than hdlf,
are not adequate to distinguish between retarded persons
in need of institutionalization and those for whom alter-
natives to residential care are more ~appropriate.
) /
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5. Statutes and administrative rules regulating marriage and

driver's licensure, voting, occupational employment, and

~the validity of wills, contracts and conveyances, employ
equally ambiguous terminology; and often use of identi-
cal terms in eacih of several areas of jural activity
results in a presumption of incompetency for all purpop-
es when one is found to be in need of a pa:ticular
protective service.

6. Similarly, agency and institutionally applied terms re-
sult 1n unwarranted limitations, as with the child de-,
nominated "trainable" who is thereby denied exposure to

eduqational" programs from which he might well benefit,

Before leaving the subject of semantics, ment ion should be made of
the ubiquitous IQ score as a method of institutional legal, social, and
educational classification. Whatever differences of opinion may exist
among educators, psychologists, physicians, welfare workers, and insti-
tutional superintendents with respect to“mental retardation, on two
points, at least, there seems.to be unanimity:  first, that an IQ score
standing alone says very little and should never be the sole basis/for
making critical decisions about a person; and second, that because of the
imprecision of definitlons and ambiguity of terminology, IQ scores are -
the only practicable colmon language. Unfortunately legal status is
too often determined on the basis of a single IQ scoring, despice the
reservations expressed by all who participate in the classification
process. —

INSTITUTIONALIZATION ' . - ‘

Institutionalization of Children under_ Six

First admissions to residential care institutions £dr the mentally
retarded are predominately children. Therefore, as a part of our study
of the mentally retarded and the law, the Institute of Law, Psychiatry,
and Criminology interviewed obstetricians, pediatricians, psychiatrists,
and institutional superintendents in seven states to deteimine their
attitudes conccrning institutionalization of.young child¥en. Comparing.
the results with those of earlier studies, we concluded that there is a
growing trend favoring home care of’'very young children whenever possible.
However, many, -including most of the obstetricians interviewed (who
have perhaps. least contact with retarded children, but whese opinion'may
weigh most heavily with parents at that. traumatic time of first discovery
.of an apparent impairment), still urge institutionalizatiuva of retarded

\ children under six, even{}n the face of parental objection (especially
i

\in the case of the monge¥oid child, whom“they view with despairing
negativism).  In fact, a majority of obstetr'rians said ‘they would re=~
~ommend institutionalization of all infants .cognized as retarded
where there are other children in the home. Only 17 per cent of the pe-
dggtric1ans and osvchiatrists and none of the; institutional physicians
»would agree.
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Our laws seem to operate on the premise that institutionalization
is for the benefit of the child; indeed many urge that institutionali-
zation on parental apullcatlon should be made as easy as possible. Yet,
it would seem that a’ “great many children are institutionalized less for
their own benefit than for. the comfort of others. Because it is believed
that the retarded -- and retarded children as well -- do indeed have
"rights," the author would be inclined to differ with the Tatk Force on
Law of the President's Panel on Mental Retardation and require- judicial
approval in any case in which institutiomalization is based not on the
needs of the child but on the needs of others, in order that approprlate
resolution may be made of the perhaps conflicting interests of the child
and his family, and that use of alternatives to residential care may be’
explored.

"

Institutionalization Procedures

Where judicial procedures are required-for admission to a residential
care institution, our researches disclosed that in most courts a petition"
for commitment is invariably approved.- Rerely does a court inquire into
the possibility of utilizing community resources instead of:institu-- )
tionalizaticn. Indeed, rarely is the judge even aware of them. - "

In only one of the jurisdictions in which emp1r1ca1 research was
undertaken did the proceedings appear to.be an inquiry into the merits
of the case. In one of the two courts observed, ree of forty petitions
were disapproved; and in the second (which requirgd testing of the alleged
retardate by its own c11nic1aus), ten of forty- one\petltlons were dis-
approved. Of the cases dismissed, four Qf the children were found_pot‘CD
sufficiently retarded to requ1re 1nstitutiona112ation, and nine were -
found not mentally retardéd one, for example, 'was found intellectually
normal but deaf). 3 .

Our studies disclosed hundreds of "displaced persons" ~=.retarded
children and adults in meatal hospltals and children with a primary diag-
nosis of mental illness in schools for the retdarded: Admission of ‘the:
retarded to state mental hospltals is sometimes the result of ignorance
or mistaken diagnosis, but more often it is knowingly permitted because
of the crowded conditions of state- training schgols. Some training
schools blame-the courts for improperly ¢ommittiivg mentally i}l children

" because the state hosp1ta1 has no facilities for children and they "have,

no place else to go." Both groups of children suffer as the result of
their "displacement." K ' '

It has ‘been long known that institutionalization and legal incom-
petency are quite different, though related, concepts. Thus, a deter-
mination that a mentally retarded person is in need of institutional care

_should not automatically deprlve hindf?of his civil rights. Yet in two of

the stdtes in which Wwe conducted studies,‘although the law expressly de-
clares that institutional commitment does not of itself constitute a
finding of, legal incompetency, other statutes and hospital regulations
prohibit all residents of institutions for the retarded from holding ‘a
driver's license, making a will, marrying, executing a contract (even
one involving a small purchase or:a magazine 'subscription), and from
having any right of management of property (Allen et al., 1968b),
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~Legal Status and "Treatment' in the Residential Care Inctitution

+

B

“In every state there is a need for many more community facilities

" to serve as alternatives to.residential care: day-care centers, shel-

tered workshops, recreational programs, family casework, job placement,
private boarding facilities, developmental centers, and the like. In
addition, residential care institutions. suffer from severe shortages of
funds and trained personnel. At one institution, for example, with a
patient population of over 3,500,'only four patients have been placed

in day work in the community; and at angther, with a ‘high proportion of
educable patients, there is no educdational program at all., In’ several
states little or nothlng has been done to dévelop vocational training,
and work assignments are based more on institutional need° thau on habil-
itation of the patients. '

" The opening sentence. in rhe recently publlshed c0mpend1um of pollcy
statements on residential care approved by the Board of D1rectors of the
National Association for Retarded Children (N.A. R. C.) is this indictment
of state residential institutions for the retarded (National Association
for Retarded Children, 1968): "The failure to eliminate delumanization
in state institutions: throughouL the United States is testimony that the
work of the National Association for Retarded uh11dren is far from
finished." :

The Task Force on Law of the Pre51dent s Panel on Mental Retarstlon
urged that"...every means should be sought to minimize the need for phys-
fcal restraint and tc scrutinize its use." Most institutions, we found,
employ "seclusion" and ocher restraints as means of protecting patients
or controlling their behavior, and in most institutions they are applied

"humanely and in the interest of the patient. In some, however, discretion

to cemploy them is given to untrained ward attendants,’ and that discretion
is'often exercised less) for the patient's well-being than for the comfort
of the staff. 1In one 1hst1tut10n seclusion was regularly applied for
much longer periods thah permitted by hospital regulations and under con-
ditions which would not be permitted in the most repressive penal insti-
tution. In another, ward attendants.had obtained ‘prescriptions for tran-

~quilizing drugs at one time or another for-many of the patients in thejir

wards. . Once obtaified, these prescriptions are refilled and administer%d

by attendants with no medical control whatever.

Subtler, but- perhaps of even more iusidious effect are the intkru-
sions into a patient's dignity as a human being that occur'not‘through
malice but.for:"administrative convenience.!" The N.A.R.C. policy state-
ment notes (National Association fortRetardég,thldren, 1968): ?

Lack of privacy, lack‘of personal possessions, lack of
involvement in decisions affecting oneself, lack of praise,. for
a job “ell done, lack of feeling that someone cares,. lack’ of
being recognlzed as an individual with ability and potent1a1
for growth enforced and unnecessary reglmentatlon, belné‘
iznored, living in crowded unattractive wards .=- these, are but
a few of the many. kinds of condxtlons which can and do exist
in reé&dentlal fac111t1es ‘and" whlch contribute greatlv to
dehumanization. ° : .

~

’Nor are the effects 6f such’ dehumanlzlng treatment of relevance only
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with respect to the "educables" and "trainables.'" Our iicld investi-
gators observed wards for the profoundly retarded containing "crib
cases': children whom the attendants cxplained to them "don't walk much."
Th» field rescarchers, unsophisticated in institutional methods, notecd
also in their reports that in many insliances there was nothing to walk

to -- no toys, no playroom, nothing to enticc a child from the world of
his crib. 1In onc instance, a 'rionambulatory" child was taken rrom such a
ward and given special care in a program conducted by a child psycholo-
gist and supported by a small grant from the National Institutes of ‘
Mental Health. With wecks of cffort and skilled attention, the child

did learn to walk. Then, when the grant ran out she had to be returned

‘to the ward, where she is now living -- as a "crilyf case."

Laboring under scvere shortages of nonecy and trained personncl,
institutional officials éxpress uncertainty as to 'the objectives their
institutions can or should try to mcet. Should emphasis be placed upon
teaching the educable retardate? Inculcating personal and work skills

among the trainables? Prouviding short-term carc during family cemergencics

or vacation periods for retardates who live at home? . Providing icustcdial
carc for the severely and profoundly rctarded? Offering day-care, voca-

tional placement, and other services? Each of the foregoing? Many insti-

tutional personnel expressed to us the view that the residential care
facility had become a "dumping ground," enjoined vaguely to aédbmplish
all of thesc ends, but with insutficient resources to do a good job at
any of them. And many cxpressed doubt that a large, multipurpose resi-
dential fa-ility is the appropriate vehicle to accomplish them in any'
CASC

Some of the institutions visited in our study retest all inmates
periodizally (periodicity ranges from one to five ycars, with two insti-
tutions, in different states, testing at varying intervals based upon
aswe and 1Q level); others retest only when change of status is undcr con-
sideration (for cxample, placement in a new program, reported cvidence
of marked progress or deterioration, and so on). In some institutions
what testing is done fails to mect even minimal standards of adequacy:
in ore such institution, the position of psychologist is unfilled and
has been ‘or some time, and no testing is being done; in anot.er, the
psychologist-resident ratio is so out of proportion th;t initial testing
cannot be carried out for all incoming residents; and in a third, some*®

‘residents (presumably being prepared for community placement) had not

been tested in thirty years!

Periodic staff review of the status of all residents (and, in at
least some cases, 'periodic psychological ctesting as well) would seem,
cssential to insure appropriate tr:atment and reclease to the community
as soon as insitutional care is no longer required. Equally important
is that staff decision-making be subject to ¥eview by some cisinteres*ed
outside authority. The Task Force on Law of the ] sesident's Panel on
Mental Retardation rccommendéd a system of guard?anship for institution-
alized retardates and, in addition, judicial review of thn need for con-
tinued institutionalization when a resident rreaches the age of twenty--
one and every two years thereafter. A majority of the judges and half
of the institutional administrators whom we interviewad opposed such
judicial review (generally on the grounds that it is unnecessary and
would be unduly burdensome and expcnsive). Yet many institutions do not
now provide comprchensive scaff review on a resident's attaining the age
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. of maturity or periodically thereafter, and for the most part there is:

no review of institutional decision~-making by external authorities (on'y
a small minority of retardates, whether in o> out of 1nst1tut10ns, have
guardians) .

The new (1965) New Jerscy ldh, which has been called a "bill of rights'

for retardates, requircs cxamlnatlon of all institutional residents prior
to their reach1ng the age’ of twcaty-one. If it is determined that a res-
ident will nced continued protection and supervision, his parents are ‘
notified and asked whether fthey plan to have .a guardian appointed. If a
guardian is not .appointed gt the instan~~ of the resident's parents,

the law requires the state to.perform '"such services for the mentally
deficient adult as he may require, and which otherwise would be rendered
by a guardian of his person.'" At the time the Inst1tute was conducting
the study, the law was too new fcr thorough evaluation, butr'it seems
clearly to be a step :in the right direction.

Our emp1r1ca1 data indicate that once a retarlate enters a public
institution, his "status" so far as the institution is cgncerned is that
of "resident)"--and it makes little or no difference whether he is a minor
or adult, or whether he entered voluntarily or was committed. Differences

~“in the treatment of residents with Tespect to their exe¥cise of jural

"rights" (property management, marr1age, making purchases, communicating
with persons outsideth - 1nst1tut10n, and so on) are bdsed upon institu-
tional judgments about aeir capacity and on staff practices in a par-
ticular ward or cottage, rather than upon the requirements of "law," about
which institutional personnel are,‘for the most part, /e1ther uninformed or
misinformed .(Allen et al., -1968b). i :

The chief ,sources of funds of institutionalized retardates are month-
ly benefit payments Yocial Security, Veterans Admin stratlon and so on),
small sums proviuud by parents, earnings for work dome in “the institution
or in the community while living at the institution,|and occasionally
fairly substantial sums comlng to the retardate by inheritance or other-
wise. The latter gencrally leads to a proceeding to\app01nt a guardian,
but the other types o! incom. are routinely receivedj held, and managed
by the institution (with or without statutory authority); indeed,
benefit payments are often made directly to t' superintendent as '"sub-
stitute payee." All institutions co-mingle suci trus funds, and all /
apply such funds, at least in part, toward meeting thé expenses of the
retardate's care. Most allow the retardate to retain some portion of his
money for his own use, but there is wide variation.in the practices of
the institutions we visited. The amounts assessed for gost of care
ranged from a token,$1 per month to. actual_cost,” which in one institu-
tion was as high as $215 per month. ‘ ;

State statutes are vague, but in most jurisdictions ‘tne parents of:
minor residents ane first looked to .for payment of ‘the cost of their care
(although formal collection procedures are rarely invoked). ‘Perhaps
here is an area for '"bold new approaches." Why, for example, should not_‘
the state training school be considered in the same light as the publlc
elementary school: ar eccnomic burden to be shared by all of the c1ti-
zens of the community in the int eresj of all, rather than omne to be-
borne only by those with children 1n|need of such care and tyaining? !
Indced, why not provide a system of governmental payments to\parents of
retarded children cupable of living at home, to enable then t prov1de
the special care and training which might otherwise be availa 1e only

‘
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through placement in a'resigénsial care facility?

It is renerally agreced that the proportionately small number of resi-
dents now recturned to the commuﬁ}gz by residential care institutions
could be increased greatly if institutional and community resourc.s were
improved. There is some basis for optimism in a slight upward trend in
such community placements_ and in a decreasing rate of return of those
conditionally released~in recent years. The primacy which should be
accorded to habilitation of the resident in every institution is illus-
‘trated by the view expressed by a staff member in one institution when
dnterviewed by our staff investigators:

¢
We aren't too concerned when one of our people on condi-
tional release has to come back. We look on every day outside
the institution as a step forward. If somebody has to come back
for more training, that's all right. We'll try again and
again until he can make it on his own. ' '

'

Involuntary Sterilization: Is It Legally Defensible? .

Today twenty2six of our states have eugenic sterilization laws, |
twenty-three of which are compulsory. The .number of reported sterili-
zations per year has decreased steadily, from over 1,600 some twenty-

_five years ago to less.than 500 today, a decrease in large part due to
~the widespread rejection of the view that mental illness and mental
* retardation are hereditary. : \

Our empirical studies have shown, however, that the problems asso-
ciated with eugenic sterilization are not confined to states with com-
pulsory laws. In states with a “voluntary" statute, "consent'" is often
more theoretical than real. For example, it may be made a condition of
discharge from an institution that the patient '"consent'" to sterilization.
And in one state our ficld investigators observed a "voluntary" sterili-
zatlcp proceeding for a six-year-old boy.

We found further that sterilization operations are conducted out-
side the institutions in states withouc sterilization laws. In one
state, an institution official told our interviewers that he had performed
fifty to sixty such sterilizations during the last two years. If true,
his activities alone would give the state a sterilization rate higher than
the reported rates of twenty states chat have sterilization laws! Another
institution physician in the same-state told .our investigators: "I, on.
occasion,-have let my knife 'slip' in surgery and cut the tubes, but with
most nurses present, I would not do it, as they have large mouths"
(Ferster, 1966). )

" The Task Force on Law and the several state Mental Retardation
Planning Committees have cquivocated on the matter of involuntary steri-
lization. The Institute has been upable to find persuasive scientific
proof either of the inheritability .of the defects for which steriliza-
tion is now being imposed,’o;/of/{he fact that a child -- even if of no~-
mal intelligence -- will be seriously handicapped by the fact of being
reared by a retarded parent. With the increasing availability of improved
supervisioh and protective se-vices, and of birth control devices far
less drastic and irrevocable Lhan surgical procedures, it is the author's
view that there is no sound basis for sanctioning the continuance of

¥
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involuntary sterilization -- under whatever cuphemism it may be applicd.

The Problem of the Retarded Delinquent

Placement of the delinquent who is retarded is a problem in cach
of the states we studied. The following summary of a case followed by
our ficld investigators illustrates the plight of the child no onc scems
to want: ’

Onc day in late fall, the police of a la;gc city.found a
child sleeping on a park bench. He replied to their questions
incoherently and they brought him before the juvenile judge
that same day. It was lcarned that he was fifteen vears old
and had run away from home, uand had done so many times before,
and that a year carlier he had been before the court on a

.delinquency charge and had been diagnosed as moderately
‘retarded. At that time a recommendation had been made for i
foster home placement becausce of the inadequacy of his home
cnvironment...but there arc no foster homes for »etarded
teen-a2ged " telinquents,'"™ so he was recturned to his home.

The boy was sent to a juvenile detention center to
await tlhie court's decision, and while there was retested. The
Center's report to the court stated that his IQ was "estima-
ted at 45 as he is below the (WISC) scale." It also stated
that he had a speech impediment, "no conception of parsonal
hyuicne," and presented marked behavior problems. lle was
kept at the detention center pending a new hearing.

At the sccond hearing a month later, the judge announcced
that he was going to place the child in a residential carc

- institution for the ret.ded. But in that state commitment
by the juvenile court requiras consent of the training\;chool
(and the judge had. been unable to obtain such consent ‘in a doz- -
en si:rilar cascs since his appointment a year and a half
betore) .  The institution to which the boy was sent confirmed
the fact of his retardation, but averred that "no vacancy is
contemplated...now or at any time in the acar future," uand
reccommended placement "elscewhere." A sccond institutic. was
triced -- also unsuccesstully, although the judge found its
officials "much more sympathetic." B

The boy was released by the court, and two weeks later
was picked up by police wandering aimlessly in a bus station.
When brought back to juvenile court it was found that he had
been missing from home for ten days. Fearing for the boy's
safety, the judge hit upon the ideca of instituting a commit-
ment procceeding in- the probate court, since the statutes aro
silent as to whether or not approval of the institution i
required in such cases. Finally, nearly two vears after the
first referral to the juvenile court, the bov was admitted
under "protest" by a state training school.

The point of the story is not exploitation of a legal "loophole" to
gain admission for a child to an instituticn for the retarded, no:- is it
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to question the wisdom of a law which restricts judicial commitment by
requlving institutional approval; rather, it is our failure to creat
appropriate facilities to mecet the needs of the retqrded child with
associated problems of behavior. In two of the states in which we con-
ducted rescarch, we found significant numbers of retarded children in
juvenile correctional facilities, for the most part lacking in resources
to meet the special nceds of their mentally retarded residents. And in
two others, we found new intensive care facilities, offering at last
some hope of reaching the institutional outcast ~-- the retarded "delin-
quent .

GUARDIANSHIP AND PROTECTIVE SERVICES

Guardianship and civil incompetency -- including determinations. of
capacity to contract or convey, to execute a will, to sue or be sued, to
drive a car, to marry or have a marriage annuled, to have custody of
children, to manage social security or Veterans Administration benefits,
to vote, and so on -- arc the subject of a book recently published by
this author and colleagues, which contains a chapter with detailed
recommendations for improvement in éur present laws (Allen et al.,
1968b); therefore these subjects will not be ‘considered in depth here.

Some of the shortcomings of typical state statutes and proceedings
are the following: (1) Asain the terminology is imprecise, and, as has
been pointed out carlicer, because of inappropriate use of terms (for
cxzample, "incompetent" for onc found in nced of institutional care), a

‘determination in one arca may create the status of general "incompetency."

(2) Guardianship proceedings are cumbersome and expensive. (3) Both

the terminology cmployed and the rroec uwres required create unnecessary
stizma [or the retarded persen in neced of help and unnecessary pain for
parents sccking to insure that he will get it. (4) Institutionalization
often creates at least a de facto if not a de jure incompetency.

(5) *ost courts do not have Tacilities for clinical evaluation, nor do
they have sufficient staff. to oversec the discharge of fiduciary respon-
sibility by yuardians or institutional personnel. (6) Often the alleged
incompetent is not really represented by counsel, even when the proce-
dure requires appointment of an attorney ad litem, and the determination
is frequently made ecx parte. (7) There is great uncertainty as to when
a guardian of the person should be appointed and what his duties should
ho. (8) There is no established procedure for review of the competency
of an institutionalized person upon his reaching his majority. (9)
Guardians of the person are rarcly appointed for\those in resident®al

care institutions. (10) Guardianship is an "all bor nothing" situation,

although in many cases_partial or iimited guardianship is all that is
requiced.  (11) FLW states have cstablished a system under which a state
agency can assume some or all of the functions of a guardian when there
is no one clse who can fill this role. .(12) In part because of lack of
community recsources and in part because of misconstructious of existing
Law an regulations, in some states it is necessary to go through a '
commitment proceeding to receive necded protective services.

Our field investigators interviewed the parents of more than fifty

retarded children and adults in half a dozen states to determine what,
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if any, planning had been done for the future of the retardate. The in-
verviewees were selected at random, but many of the names came from lists
supplied by the Natiounal Association for Retarded Children. Hence, as a
group they were not representative of all parents of retarded children
but rather of those parents concerned enough about the welfare of their
own and other retarded children to have become involved in N.A.R.C
activities. Most were middle-class families (with a fair sprinkling of 3
prof0551ona1 pnrsons) half of their retarded children were classified S
as "educable," and all but thirteen lived at home. Most of them had :
done, they sa1d "some thinking" about preparing for their child's fu-

ture. N . -
We were surprised by what’we found. None of the adult retardates

had cither a guardian of the person or estate, although two had substi-
tute payees for social security benefit purposes. Few of the parents of
minor children had made thoughtful plans for the future of their children
and most were ignorant about such important facets of planning as testa-
mentary guardianship, the status of their children on reaching the age

of twenty-one, and what can be accomplished through an inter vivos

trust. Much of their planning was inappropriate (wills out of date or
invalid, trust arrangements inadequate), and in several casés children

had been in effect disinherited on the erroneous assumption that any

estate given to the ch11d would be taken to reimburse the state for the
cost of its care.

But fault does not lie exclusively or even primarily with the
parents. The inadequacy of community facilities and services, the large-
ly unrelieved financial burden of providing for a retarded child, the
fact that hospitalization and health insurance coverage may not include
the retarded child, the paucity of comprchensive evaluation and counseling
services, the ignorance of most lawyers, physicians, and other family
advisors about the problems involved in planning for the retarded, and
the stigma and expense of guardianship -- all seem to surround the
parents with an impenetrable curtain of confusion and frustration, de-
feating cvery effort to plan effectively.

In several states there are imaginative new legal approaches:
New' Jerscy now requires that all retardates receiving services from the
state be examined at age twenty-one; parents or next of kin are evicouraged
to obtain a private guardian if the retardate needs such help, but if they
wish it, the Division of Mental Retardation will perform the functions of
a guardian of the person. Louisiana has a simple; inexpensive pro.-edure
whereby the parent's guardianship (tutorship) .of a child may be con* :nued
past the child's reaching the age of majoritv 'f he is mentally retardei
In Connecticut new duties have been reposed in thke Office of Mental Re- -
tardation, located within the Department of Health, whose records nf
children in need of ser .ces are now fully computerkzed Minnesota has
had for a number of yesz.s a sysfem of state guard1anshio (Eut cf. Levy,
1965). And California. withk its cmphasis ou coamunity-based services,
created in 1965 a number of regional diagaostie, covaseling, and service
centers. In 1968, guec.diarnship scu/ices 4t re added to the|package, under
legislation, similar to the earlier 'peis sonal surrogate" bill which
failed of passage. Although rarely used. Washington's Co-fustody and
Parental Successor laws are wdrthy of stutry. Ard majsr innovative effortsb
are under way in New York, Ohio, and uther stites. I

The. maJor concern of parents -- Will th:re be scmevne to "look out
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for'" their retarded child when they are gone? -- may be to a great extent
relieved if voluntary "retatdate trust' plans (now in existence in Maryland,
Massachusetts, and Michigan) prove successful. These plans provide limit-
¢d estate management, but appropriately emphasize personal contact and
protection. ; ’

Again, passing a law or adopting a 'plan'' alone will not solve. the
problem. There must also be: ecducation about the laws and regulations
which affect the retarded and their families -- for parents, for institue.
tional personnel, for community workers, and for lawyers as well; suffi-
cient funding to provide the Jdifferential services needed, ﬁreferablx
within the retardate's own community; and understanding and effective
workers to administer the program.

In an carlier paper (Allen, 1968a), the author noted that "protec-

tive services'" fail to protect:

1. then legal ~rocecdings become routinized and pro forma, and de-
cision-makers lose sight of both the nature of the services
avail.ble and the needs of the people to be served;

2. when there is a lack of adequate staff and physical facilities;

3. when important decision-maKers are ignorant of them or their
.appropriate usc; '

4. when they impose coercive sanctions unnecessarily, or for long-

er periods than necessary; or when more appropriate noncoer-
cive measures are available; .
5. when %he !ernl provisions under whici: they may be rendered are
* phras.. iv terms, which, secause of their ambiguity or inappro-
priatencss, make 1t difficult to identify the categories of
A persons eligible to receive thém; :

6. when “custodial cAare, because of ignorance, or becuuse of its
ease of applicution, becomes the treatment of choice over otlo:x
protective services more appropriate to the needs of the reter-
date (in all toé mary of the jurisdictions we studied, institw
tionalization has become the "poor man's suardianship");

7. when they are rende ted by a multiplicity of agencies with am-
biguousl¥ defined, and often overlapping,” jurisdiction; and,
perhapb most important, i

8. _when they do uwot respect the dignity and worth oZ the indivil-

“ual.

g
THE RUIANDED OFFENDER 1§ e id
: Lo PR AAERSS NRE te! L

Although there is a paucity of factual information about meutal retar-
dation and crime, there has been no shortage of opinions about it through
the years. About a haif-century ago, it was pretty widely believca that
every intellectually impaired person was a likely delinquent, and that
most criminal offenders were such because of impaired intellect. The
polemicists -have now come full circle, and it is today just as stoutly
maintained“by some members of tlie scientific, legal, and correctional
cormunities that mental retardation bears no causal relationship to
crime.’/ Indeed this view is so strcnglj held in some quarters that when

staff members of our Iustitute have discussed the preliminary findimgs

-
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Sur .
of ‘our rescarches, the most strenuous objection has been voiced by per-

sons ordinarily in the vanguard of liberal reform. As the author once
noted (Allen, 1966):

...in our zeal to dispel the chimeras and rutr s tihwar have
existed so long, we may have fallen into another "ﬂd ol error.
‘There scems to ba developing a sort of reaction.furmazien in

which it has become fashionable to deny that gross iat:itlectual

deficit plays any significant role in producing criminal behav-
ior.

In 1963 a questionnaire survey was made of all correctional institu-
tions in the country, with the cxception of jails_and workhouses where
misdemeancnts. and minor offenders, are confined. “Responses were received
from over 80 per cent of the institutions contacted, housing some 200,000
offenders, of which number the reporting institutions have IQ records
on about half. The following were among the findings made based on aral-
ysis of these records (Brown and Courtless, '1967):

1. About 9.57 of prison inmates can be classified ‘as mentally re-
tarded, using IQ 70 as the cut-off pdint (it is estimated that
about 37 of the general population is mentally retarded).

2. Although more than 70% of the reporting Institutions routinely
test the intelligence of inmates on admission, a number of
different tests are used, and testing procedures vary widely; .
and scveral repofting institutions make no effort to test the
intcliigence of their immates.

3. Nearly 1500 (1. 6A) of the inmates had reportcd IQ scores below
55, ranging down to a low of 17,

- A, Ihere is a veneral lack of mental health manpower resources
‘withip the institutions and consequently virtually no special
programs for retarded inmatcs; 160 institutions with nearly
150,000 inmates, are served by 14 full-time psychiatrists and
82 ful' timc¢ psychologists; and more than half of the insti-
tutions reporting offer no program of any kind for their retard-
ed inmates -- not even a single special education class.

In the criminal-law-correctional phase of the Institute's study of
the mentally retairded and the law, six adult correctional .institutions
in six different states, each of which had reported housing inmates with
IQ's below 70, were selected, taking into account the character of the
institution, the availability of records, and geographic location. To
cach of the institutions was sent a field worker, who compiled from prison
records a list of all inmates identified by the institutions as retarded,
selected a random sample from this list for retesting, and determined
the type and manner of institutional testing and the nature of any edu-
cational or other rehabilitative programs provided by the institution for
its alle, edly retardate populdtion.~ He also collected detailed socio-
psychological, socioeconomic, and criminological data on each of the
inmates i the sample.

The : .unple was. then retested by a sccond member of the team, a
clinical psychologist, using the Wechsler Adult Intelligence Scale, Draw-.
a-Person, and Thematic Apperception tests. The third member of the team,
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‘a lawyer, then analyzed the legal data for each case in the sample, in-
cLudlng examinations of trial transcripts, and interviews with judges,
prosecutore and defense counsel, probation officers, and police personnel
“involved in each case. In this later facet of the study, we sought an-
swers to such questions as the following: At what point, if at all, was
an attorney appointed to represent the accused? Was a confession or
other statement to the police offered in evidence, and was objection
"taken to it? Was the issuc of competency to stand trial raised? Was
there a referral for an examination or observation? Was the defense

of lack of criminal responsibility "insanity" asserted? Was there a
presentence investigation? What were the dispositional altermatives
available to the court? The primary focus of inquiry was to determine

at what point, if at ‘all, significant decision-makers became aware of the
facdL of the defendant's mental retardation; and, if it was not discovered
in the course of the criminal trial, why this was so0; and if it was dis-
covered, what effect, if any, it had

Corrcctlonal institutions use a number of different tests of intelli-
gence; some are given to large zroups of inmates as part of the admissions
procedurc, sometimes using other inmates to administer and score. them.
Surprisingly, despite this fact, we found institutional testing to be a
fairly reliable indicator of mental retardation. The mean IQ of the
sample of fifty-one inmates whom we retested was 66.0, compared with a
m.:n IQ on institutional testing of 62.4. Further, we found 74 per cent
of the sample to fall within the retarded range, with an additional 8.7
per cent testing in the borderline range (IQ between 70 and 74). Of
course, disparities were also discovered. In one state the "Ootis Quick
Scoring Test" is.used. On that test the mean IQ of the supposedly re-
tarded inmates was 61.8; our retesting of a sample of that group showed a
mean IQ of 77.8, with only one inmate in the sample scoxing below IQ 70.

Projecting the percentage of retarded immates identified by the in-
stitutions responding to our initial survey to the total prison popula-
tion, there arc in American prisons today nearly 20,000 adult offenders
who arc substantially intellectually impaired, some 3,300 of whom are
classificble as moderately to profoundly retarded. But the problems
which these offenders prescont transcend their numbers, and they.are re-
jected at every point where help might be given: by those concerned
with tr.ctment for the mentally retarded because they are "criminal'!
and by corrections because to mecet their special needs would exhaust
the limited resources of most penal institutions.

The Task Force on Law of the President's. Panel on Mental Retarda-
tion declared, as though it were axiomatic, that "There is no reason to
believe that thc small percentage of the mentally retarded who ran afoul
of the criminal law are prone to commit crimes of violence." Our find-
"ings suggest that this rubric -- so long accepted in refutation of the
once widely held view that all, retardates are potential killers -~ could
bear reexamination.

United States Bureau of Prisons statistics indicate that a little
over one-fourth of all inmates of adult penal institutions wete sent
there for having committed assatltive crimes against other people’ (as
opposed to property and other types of offences), and that about 5 per
coent were convicted of some degree of criminal homicide. The largest
single offense category is burglary-treaking and entering, which includes
30 per cent of all inmates.
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0f the inmates reported by the institutions responding to the Brown-
Courtless Questionnaire as having I1Q's less than 70, a sample of 1,000
was selected with measured IQ's below 55. The proportion of this group
who had been committed on conviction of burglary-breaking and entering
corresponded closely to the figure cited by the Bureau of Prisons for
the total prison populaticn (28 per cent). However, among thls grossly
-retarded group, 57 per cent had been convicted of crlmes agalnst the.
.person, and the percentage convicted of homicide was three times as high
as that of the total prison populatiom (15.4 per cent). And among the
fifty prisoners in the six states selected for further empirical re-
search, 72 per cent of -the sample selected for retesting who were found
to be retarded had bqgn incarcerated for crimes against ‘the person and
36 per.cent for some degree of homicide. Indeed, the most frequent
crime committed by inmates identified on xetesting as retarded was first-
degree murder, which accounted for nearly 21 per cent of the total.
Perhaps our sample of half a hundred inmates is too small fox this
~apparent predominance of violent crimes to have much significance. Per-
haps also the proportion of retarded prisoners. who have committed such v
crimes. is inflated by the fact that the retardate is more easily appre-
hended, more prone to confess, more likely to be convicted, and will pro-
bably be incarcerated longer than the nouretarded offender. Also, one
might assume that some of the retardates who commit non-assaultive crimes
are diverted from the criminal trial process and committeéed to institutions
for the mentally retarded (althoagh we found no evidence that this occurs
in any of the courts and other agencies in which our researches were con-
ducted). And finally, it may be more accurate to state that both mental
rcetardation and crime are largely products of certain socioeconomic and
cultural factors (President's Committee, 1968), than to postulate a cau-
sal relationship between the two. But however the results of our inquir-~
jes may be qualified in light of these factors, one fact rather clearly
emerges -- that the special problem of the mentally retarded offender.
warrants much greater attention than it has ever been given in the past.
There are several points in the criminal trial process at which the
defendant's retardation might be expected to be revealed: in determim-
ing his competency to stand trial; in considering the admissibility of
his confession; in resolving the issue of his crimipal responsibility
(insanity); or in the course of a referral for mental examination. In
fact, however, it is not discovered, or if it is, it plays no signifi- ,
cant part in the outcome of the case. An important facet of the problem,
of course, is that none of these legal procedures operates sutomatically;
rather, the issue must be affirmatively raised. And the system works in
such a way as virtually to insuré that the issue will nct be raised.8
Another is the lack of opportunity presented by the typical criminal .
trial for discovery of gross impairment. Most of the prisoners in our
. sample were poor, most Negro, and most had appointed counsel who spent
little time with them. The trial was o6ften little more than a formality;
more than 95 per cent of the defendants ~ither confessed or‘pled guilty,
and the entire proceedings -- from arrest to incarceration in prison --
were often completed in a matter of weeks. |
Finally, the following excerpts from our interview data suggest still
“another dimension of the nroblem:
S From a prosecuting attorney, discussing a subject retested at IQ 57:

-
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...we all thought he was dumb, but he was a mean —
and we all were a little afraid of him.-

“From a public defender, several of whose clicnts were identified as
retarded in prison:

..I don't recall that any of my cliecnts were retarded.
y y

From a judge, said -of a retarded defendant convicted of first degree

murder: N \ . <
N i
...He did appear somewhat slow, but‘ ost of these. migrant
‘ farm workers are retarded to a certain chcnt anyway.
e : R

And from a psychiatrist,. asked to rendor @'rcporL in the only casce in

our sample in which thc accused pled ' 1nsvn1Ly :

eeoln my opiniondhe could be certified as a mental defec-",
tive and committed to an appropriate institution. However, in
my opinion he is sane and responsiuvle in law for his actions
both at the time of the alleged crime and sincc. .
-

. Several years-ago the author suggested experimental establishment. of
an exceptional offenders court, =hich suggestion was scconded by Brown
and Courtless in their report to the President's Crime Comm1551on (A]lon,
1966):

The laws of most states have established special proce-

dures outside the normal processes of the criminal law for

defined categories of offenders: juveniles, youthful offerd-

ers, sex offenders and defective delinquents, for example.

Perhaps the closest conceptual model to the cxccptlonal . .

offenders court, among extant judicial insti« utiens, is the e

juvenile coﬁrt, with which there are at least twc points < -

of similarity: first, both are concerned with persons who

are inadequately equipped to meet certain responsibilities:

of adulthood -- in the case of the juvenile, because of his

tender years, &pd, in the case of the mentally retarded, becausc

_of his intellectual deficit; and second, like the juvenile

court, the exceptional offenders court would have as a primary

ol jective the welfare of retaided persons coming under its

wardship, rather than imposing punishment for criminal offenses.

Two determinations would be required for such a court to assume ju-
risdiction, and in each the due process requirements of notice, confron-
tation, representation, a fair hearing with full vight of appeal, and so
on, should be observed: first.as to the existence of gross intellectual
deficit (under a flexibie definition, not bound . arbitrary IQ -levels,
for example, "substantially impaired in his inteli. -tual capacity to cove
with the demands ahd responsibilities of normal adult life, or to cenform
his. behavior to the requirements of law"); and second,as to.commission of
an act, which if committed by a person of normal 1ntélL1gcnce would con-
stltute a felony or serious misdemeanor (Allen, 1966) ~
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Tha court should have broad supervisory powers over _
all persons properly coming under its Jurisdiction, inclu
authority to commit exceptional offenders to appro-
priate specialized institutions for indeterminate periods.
'Instﬂtutidnalization should, however, be based upon a finding
of dangerousness to self or others, and such orders should
be subject to periodic review. Where the offender is gapable
of living in society under supervision, probation should be
available, m king full use of group. therapy, special educa-
‘tion, and other techniques.

The court should: also have authority to confer powers of
guardianship (of the,person of the estate, or both) on the'

" probation officer, wher®e the exercise of such powers is deemed
necessary or désirable. Where a guardian had previously been
appointed for the exceptional offender by another .court, the
.exceptional offenders court should have authority to inter-
vene in_such prcFeedings, either to make the appointed guardian
subject to its supervision, or to terminate the prior order
of guardianship. i :

Following the analogy to juvenile court proceedings, it
would perhaps be gesirable to confer jurisdiction upon the

court in cases of dependency and neglect as well -~ thus

making it a court for exceptional, adults rather than an ex-

ceptional offenders court. Indeed, such & court could be"

given exclusive authority over the institutionalization

rand gwardianship of\the mentally retarded. '

\

The concept of an exceptional offenders court embraces more than
merely adding one more court to the judicial system (indeed it need not
require even that; such a court might well be a division of an already
existing juvenile or family court)., It would not, of itself,. supply
the differential resources pecessary for an effective treatment program,
but it would be a start; and a step toward implementation of the recom-

. mendation of the President' $ Commissior on Law Enfoicement and Adminis-"
“tration of Justice (the "Crime Commission') for "early identification

and diversion to other community resources of those offenders in need of
treatment, for whom full.criminal disposition does not appear required"
{(Brown and Courtless, 1967). R

Only a small minority -0f the mentally retarded get 1nto trouble
with the law, tut for those who 'do, the criminal t¥rial process is not
equioped to identify them and the correctional system cannot provide
rehahbilivative care appropriath to their special needs. Our researches
have show.n that jsuch oifenders commit a preponderance of asgsaultive
ceimes and haveja much poorer record of recidivism than intellcauually
(Allen, 1966): ﬂ

Histatically society has pursued three a1ternative cours-

es with phe mentally retarded offender: we have ignored his

1im1tatioﬂs and special needs; or we have sought to tailoi

traditioafl criminal law processes to fit them; or we have

grouped ‘him with- psychopaths, sociopaths, and sex deviates in

a kind of conventicle of the outgast and hopeless. What is

suggestep here is a "fourth way,” a way not of rejection and -despair

/' : N
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CONCLUSION: LEGAL RIGHTS OF THE MENTALLY RETARDED | s

N - i

but of'acéeptance'and hope (Allen, 1966).

¢

iy 1967, the International League of Societies for the. Mentally
Handirapped convened in Stockholm a sympos1um of experts from all over
the world to consider legislative reform in behalf of the retarded. In
the| document produced by that distinguished body (Sternmer, 1967), the
folﬁowing is the first "general principle":
. v . ! .

The mentally retarded person has- the same rights as other
citizens of the same country, same age, family status, working
status, etc., unless a specific determination has been made,
by appropriate procedures, that his exercise of some or all
_of‘such\rights will place his oim interests or those of others
in undue jeopardy. '

v
¢l
r

Society has for a very long time regarded the mentally retarded as ob-
jects of charity instead of as citizens with full rights of citizenship

‘until and unless restricted for good reasop and under fair and appro-

priate procedures. . -

Among the barriers along the way " from charity to rights" are a'
myriad of laws, administrative regulations, and practices, many of which
were adopted with the most humanitarian of motives but whose effect is
to denigrate the citizenship -- indeed the humanity -- of the retarded:
"charitably" to deprive them of the very thing which is 'most precious
to any human being and most essential to his fulfillment. The principle
announced in Stockholm is the legal counterpart -- and a vital one --
of the "normalization principle" which has guided formulation of poli-
cies for the handicapped in the Scandinavian countries (Nitvje, 1%07).
The-National Association for Retarded Children has called fer ‘ts full
recognltion in this cowntry (Vational 'Association for Retarded Children,
1968) ~-- it is long overdue

This has been an era of great civil lioertarian decisions by our
courts. The Supreme Court of the United States, in Gideon v. Wainwright

l

(372 U.S. 335, 1963), affirmed the right of every criminal defendent to

the effective assistance of counsel (and.a few lower courts ha e begun
to apply the same requirement to civil commitment cases); in Miranda’ "
v. State of Arizona (384, U.S. 486, 1966) it further ampiitied the right

of every citizen to protection of his constitutional right not o be
compelled to testify against himself; in Robinson v. California (370 L.S.
660, 1962) it declared the imposition of criminal sanctions for the
"offense" of narcotics addiction to be "cruel and unusual punishmen:”
proseribed by the Constitutjon; and in Kemt v..U.S. (383 ULSL 541, 1965)
and Matter of Gaulte (387 U.S. 1, 1967) it applied the due grocess guaran-
ties of the Constitution to Juvenile pcroceedings, de:pite the contention .
that since juvenile courts act '"for the welfare of the child" and pro-
ceedings before them are denominated "eivil® rather than criminal, these
fundamental rights are inapplicable. And the United States Court of
Appeals for the District of Columbia ~-- often in the forefront of liberal
reform -- has recently declared (Rouse v. Cameron, 373 F. 2d 451, 1966)
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’ that one who is hospitalized on the basis of a finding of his need for
" mental health care has. a constitutional right to- treatment, and-that
“Continuing failure to provide suitable and adequate treatment cannot be
justified by lack of staff or facilities." The court observed:

Regardless of the statutory/authority, 1nv°1untary cons
finement without: treatment is "shocking." Indeed, there may
‘be greater need for ‘the protection of the right to treatmeat
' for persons committed. w1thout the safgguards of civil commit-
o ment protedures. 7 .

The concept would seem directly pertinent to an evaluation of the
kind of warehousing of childzcn that characterizes many of our residen-
tial care instltutions -- what was termed in another chapter in this
book the process of '"de-habilitation" (see Dybwad, Chap. 25). u

The Board of Directors of N.A.R.C. listed the following among the
significant rights which must be accorded tg, the retardate (NatLonal
Association for Retarded Children, 1968) T

>

[N

The right to choose a place to live, to acquire and dlspose
of property, to marry. and have children, to be given a fair.
trial for any alleged offense, the right to engage in leisure_
time activities and to receive such - specidl training, rehabili-
tation, guidance, counsellng, education, and special education,

" as may strengthen his abiljty to exercisé these rights with a . .
minimum of. abrldgement. : i

e
2

To the foregoing one might add: the right to privacy, to freedom of
communication, to the assistance of an attorney in any legal proceecing
affecting his liberty or substantial rights, to freedom from unnecessary
restraint, to job Lrarnlng and placement tg respect for his bodily in-
tegrity (the right not to be sterilized, .or experimented upon or -- for .
"administrative convenience" -~ to be kept naked, or tied to a crib, or
unnecessarily sedated), and to erijoy all of these richts regardless of
his family's financial condition, and,. insofar as p0551b1e, in his own
home and communits, . 0

But the "lea:l rights of the mnntally retarded" are in the final
analysis a single legal right: -the right to equal justice under law =--
that noble concept first enundiated in Magna Carta, embodied in thc Con-
stitution of the United States from its incéptiomn, and, extended to every
state of the Union a century ago by the Fourteenth Amendument to that great
document. S x

I the mentdily retarded citizen fs vo receive equal justice, i&
musc’ be accorded the following component rights: (1) all the rights of
citizenship that he i1s capable of exercising; (2) the right to such pro-
tection, assistance, and restriction in exercising such rights as is
necessary and apprr:ziate in dight of his limitatioms; (3) the right to .
humane and appropriate ccre and treatment -- preferably in his own home
and community, but Lf necessary in a residential care institution -- with -
the objective of enabling him to live as fully; as freely, ahd as self-

) sufficiently as possible; and (4) fundamental fairness -~ due process of
i law -~ in the provision and ss° ;v'ttoing of each of .thé foregoing rights.

T

\ ‘The 01d Testament enjoin. s to "...do justice to the afflicted"
| ° 27 4 3 :
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(Psalms 82:3). The quest for justice 1is the most demarding task of man;
insuring equal justice for the uncqual can become its noblest expression.

i
Il
1

NOTES .

lThe Infant's Lawyer, 1712. The 0ld Testament puts it even.mor:
succinctly: "...do justice to the afflicted" (Psalms 82:3).

2portions of this chapter were first presented at the First Cougress

of Lhe International Association of the Scientific S&udy of Mental Defi-
.»sv at Montpelier, France, Sept. 18, 1967; and at the Fourth Ccngress

.7 * .~ Tntcrovational League of Societies for the Mentally Handicapped at

Je 1 lem, isvael, Oct. 21, 1968. The author's Montpellier paper appeared
. tie amerscan Journal of Orthopsychiatry (July, 1968), and his’Jerusalem™

paper is sclicduled for publication in Mental Retardation. Portions of the

chaptér dealing with tlLe retarded offender first appeared in Mental

Retardation and in Federal Probation.

The empirical studies conducted by the Institute of Law, Psychiatry
and Criminology referred to in this chapter are: The Mental Competency
Study and the Mentally Retarded and the Law, each of which was a three-
year research project supported by grants from the National Institute of -
Mental Health. The final project report in the first study noted has
been published as Allen, R., Ferster, E., and Weihofen, H., Mental
Impairmeni 1nd Legal -Incompetencv, Englewood Cliffs, N.J., Prentice-

Hall, Inc., 1968. Publications resulting from the second study are listed
in the References section to this chapter. | '

3An excellent illustration car be_found in the description of the
determination of indefinite hospitalization and incompetency in Texas,
described in Allen and-others (1968a, p. 50, et. seq.).

“For example, in this country "mental retardation” is the preferred
generic term aund '"mental deficiency'" is regarded as an acceptable synonym;
‘but in England, "mental deficiency" is the preferred generic term and
"neatal retardation" is used to connote functional impairment to a level

s below presumed capacity (W.H.0., 1954). And in a ‘recently enacted New

s Jersey law the term "mental deficiency" is used to indicate a greater de-
gree of impairment than the term 'mental retardation," and its ‘application
results in a different legal status. (See Allen, The dynamics of inter-
personal communication and the law, in Allen et al., 1968b). :

SFor example, Kanner cites ancieut and distinguiéhed authority for
cach of the following assertinns as to the etymology of the term "cretin':
that it is a corruption of Chretien or Christian (''because due to their
rimplicity of mind, peorle so afflicted are incapable of sinning!); that
it comes- from the root cretira, or "creature'; from creta, or ""chalk" be-
cause of the "pale, chalk-like color of the skin" (although, interestingly,
in another part of Europe they are referred to as marrons because of
their dark, chestnut-colored complexioﬁ); and that it is a derivation of
crétine, meaning alluvium ("Is not cretinism endemic in such mountain
"gorges- as are very swampy and exposed to damp air?").

6That distinctioﬁ may be of critical importénce; for example, some

statutes refe. to commitment "until recovery" when there is a finding in*
, v
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| \
a criminal case of incompetency to stand trial., For the retardate, \\
for whom "recovery'" in the conventional sense of the term is not pos- \
sible, the resuit of a literal construction of the statute may well be \
commitment for life. : . \

/These views are cited and commented upon in Brown and Courtless \
(1967; reprinted in Allen et al., 1968b). i \

8An analysis of why thas is so may be found in Allen (1968b).
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" REASONS FOR MAINSTREAMING

by
Jack W. ricch

Slmply stat ed "mainstreaming is providing high-quality spec1a1 edu—
cation to exceptioénal children while they remain in regular grades. for °
as much of the day as possible. The pressures toward mainstraming, -
currently, spring from a complex group of motives of which at least 11
can be identified. ’

1. The capability to delive:r special education anywhere has
improved. ' T ' ' '
, o .

Much of the instructional apparatus of special educators kas been
made more mobile and less complex during‘®the past 25 years. Standardized,
mass produced and packaged 1nstruct10na1‘mater1als are now available and
they make for easier access and appiication. The number of self-instruc-
tional devices especially has grown in variety and applicability to child-
ren from prescnool through high school. In addition, a number of instruc-
tional approaches have been organized into systems which teachers can
study and learn to use on their own or through inservice sessions; attend-
ing specialized courses on college campuses is not required. As a result.
special 'education program directors have begun to apply the new approaches .
and materials to exceptional children ir regular class sottings in receat .
years with encouraging results.
<

2. Parental concerns are being expressed more directly and forcefully.

ﬁanyf934ents nevé&,wanted their thildren to be placed in specjial
classes-®and schools. They acceded to such placements only beccuse they
wanted their children to receive appropriate education and they knew of
no p0551b1e alternatives. But their desire for the social benefits of
educating all chidren together persisted. As parents learned that edu-
cators now know how to bring high-quality specizl education to large
numbers of exceptional children in regulazclasses, their demand that -
the knowledge be applied has spread like wildfire.” '

3. The rejection of the lébeling of children is growing.

The belief has grown that i a child is called retarded, disturbed,
delinquent, slow, or handicapped, the label will influence the way in
which he is treated by people around him ald the way he pérceives- himself.
For a long time, labels with negative implications have been associatei
with special education. The grouping of labeled children in schools or
classes that are identified as "special" seems to mark the child as being

Reprinted with perm1551on from Leadership Training Institute and
Council for Exceptional Children from Mainstreaming: Educable Mentallz ‘

Retarded Chi‘dren in Regular Classes by Jack W. Birch. 1974. P
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different in an undesirable way. Thus, it is argued, making special
education an integral part of clisses for all children minimizes the
need for labeling and cancels many of its undesirable effects on children.

4. Court actions have accelerated changes in specicl education
procedures,

N
Some parents, notably those of mentally retarded chiddren, found that
severely and profoundly retarded children were being kept out of school
entirely on the basis of state vregulations which were applied with the -
force of law. . The same.restrictions were applied to many retarded child-’
ren in the more educable range of learning ability also. Consequently,
the parents brought their complaint ‘into court.** The resulting conseat
agreement affivmed the right.to full and free education for all chilas
regardless of handicap. Moreover, the court followed the recommendaticr..
of special education leaders who testified that the most desirable settiu:
for special education is the regular classroom, if it can be arranged.
Thus an added stimulus for mainstreaming appeared from a most prestigious
source--expert testimony accepted by the .courts. -

5. The fairness and accuracy of psychulogical testing has been
gyestione&?—’

¢

The valjidity of group and 1nd1v1dua1 tests of 1nte111gence and achieve-
ment has been challenged by many voices and particularly by the spokes-
persons for minority groups. Court actions and civil rlghts disputes
have heightened the suspicion that such tests are unfair to children reay-
éd .in cultural settings significantly different from tHose of the middle-
and upper-class members of the dominant culture. Addit:onal key reasons
cited for the tests' lack of validity are the failure to inc.ude minority
children in the test standardization groups and .the application of the
tests to minority children by majority persons. Since childreu kuve been
placed in special education classes and special schools as a r:su.t of

_low test scores, the approprlateness of the placements has Eeen brougi:i

into question.

6. Too many children were classified psychor :rically as mentaily
retarded.

Even before questions were raised in the courts about the accuracy
of group and individual tests of .learning capacity and achievement, a
number of large-city school officials recognized that in their systems the
number of children being classified as mentally. retarded was fh.ee to four
times greater, proportionately, than the national estimates. Whatever the
reason for the dlscrepancy, it was clearly not feasible for such a large
segment of a c1ty s school population to be g1Ven negatively loaded labels

| AT
;- E 2;75)

#*%In the U.S. District Court for the Eastern District of Pennsylvania.
Pennsylvania Association .for Retarded Children, Nancy Beth Bowman, et. al.
Plaintiff v. Commonwealth of Pennsylvania, David H. Kurtzman, et al.
Defendants. Civil Action No. 71-42, Amended Consent Agrfeement 14’ February
1972. : A s
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and to be separated from their peer-. One alternative was to make adap-
tations in the regular curriculum, adaptations that would build on the
pupils' strengths-and correct the deficiencies that led to low scores on
the standardized tests of intelligence and achievement. This alternative
becamL the underlying prémise of the compensatory education movement n
many urban and rural centers of economic depression. It was also a ¢.raw
“in the wind blowing toward what is now called mainstreaming.

7. Civil rights actioas against segregation uncovered questionable
'special education placement practices.

Some school districts came under fire for allegedly violating chiid-
ren's civil rights by placing them in special classes which were opuerated
as segregated school facilities. Segregation could be charged, for in-
stance, if special education classes in a school contained-significantly
greater proportions of American-Oriental, Black, Mexican-American, ow
Indian children than the rest of the school population. “Faced with the
necessity of readjusting special education classes to balance minority-
enroliments, some districts resolved the problem by moving "exceptional
children into reguiar classes on the basis of parental requests. Not
curprisirgly, regular class teachers appealed to principals and super-
visors for helz and hence the special education teachers who had been
freed by class-size rcductions were assigned to serve as consultants to
the beleaguercd teachers. In mahy cases, former special class children
not only performed satisfactorily in the regular gradgs but a few blos-
somed academically. Taking courage from the products of adversity, some
school districts deliberately chose to move toward the greater inclusion
of excepiional chlldren in regular gradpq for some or all of their
education.

8. on-handi:apped children are deprived if thzy are not allowed
to associate with handicapped children.

Cc*vrain educators have argued that children without han. Icaps are

desris 2d of important experiences if they are separated from their handi-
uppgd agemates in school. The same point has, been made by some parents .
of voth handicapped and non-handicapped children. Understanding, help-
fulness, satisfaction of curiosity, overcoming of handicaps, acceptance.
of differe: ~c--these are a few of the concepts and feelings which can
be developeu among normal children through constructively managed inter-
actions in schocl with the exceptional children who are their classmates.
The success that ensued when crippled and blind pupils were included in
regular schools, largely on the basis of this 'motive, encouraged attempts.
‘to malnstream other handicapped students.

L4

9. 1.e effectiveness of conventional special education was_questioned,

The actual educational effectiveness of separate special schools and
classes was equivocal. Comparative research rarely showed clear-cut aca-
demic or social advantages for handicapped children in special classes
as opposed to uther handicapped children who remained in regular classes
and received no special help. Ambjguities are acknowledged in the gesults
because of the way such comparative investigations have been conducted.

- | 280 :
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Nevertheless, many educators interpret the studics as strongly suggest-
ing that substan™=l nuiders of handicapped boys ard girls have achieved
as well in regular clisses as they might have in self-coutained special
education classes. '

10. Financial cousidecrations foster majia<treaming.

In recent years, some states have made it cqually or move feéasitle
economically for local school districts to mingle exceptional children
and others whil& st:1l providing the special educdtion to the children
who need it. This approach reverses past policy inwhich scheol districts
were rewarded fcr establishing separate special classes and =chools.
Nationally, costs have increased noticeably for building construction
and maintenance, instructional equipment, materials, transportation, and
auxiliary serv:.ces such as cafeterias. Any move like mainstreaming that

: offers the possibility of the multiple use of schoul facilities is wel-
cored by budget-minded off1c1a}s because of the reduction in unit usc
costs and in the cavital costs of duplicate: facilities. The possibility
of savings is’ espec:ally appreciated because the actual dollar value ~f
separaze, convsuntional, special education has been difficult to demoust rate
~onclusively.

r'.

J1. Amer.can Bbllosoghlcal foundar'ons encourage diversity in the
same edvcacional setting.

[ 3

Mijinstreaming implements our phiTnoophy of education. It is expect-
ed that “he educational ‘opportunities srevided for American children and
vouth will : )

..allow for the meaningful inclusion and apprecfa;ioﬁ of ethnic,;
racial, sexual, physical and ability variations without judgments
about vhich course or method of study is more desireable. Indivi-
dual differences are not to be viewed as deviations from the norm
but as the pasis on whlch the content and methods of-a school's
curriculum are to be Luilt (Christoplos, 1973, p. 569).* -

- Although no one of the 11 listed elements is probably solely respon-
sible for change in any one school system, taken together in various
°  combinations and weights they have motivated a discernable and growing
trend toward the integration of special education and regular classes.
The principle of educating handicapped pupils in local schools along
with their brothers and sisters and the rest of the neighborhood young- *
sters is neither new nor revolutionary. Nor is the idea of individuali z-
1ng teaching for all pupils. Until recently, however, both mainstream-
ing and individualizing were considered to be concepts which were de-
sirablg, but not readily attalnable for very many exceptional children.
As this report indicates, ‘the gap between the wish and the fact has
begun to shrink. A numbir of school systems are proving that special
education of excelilent quallty can 'be arranged for exceptional children
in their neighborhood schools in regula& class groupings.

~

= .
Christoplos, F., "Keeping Exceptional Children in Regular Classes,
Exceptional Children, Aprii 1973, 569-572. * .

.
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THE TEﬁhINOLOGY
OF MAINSTREAMING

by
Jack W. Birch

o

New expressions have entered the technical vocabulary of educators
as part of the trend to educate exceptional children with all others.
Key terms in the new language are increasingly used. Sc rapid has been
the creation of the vocabulary that the terms defined here are not in-
cluded in the most recent official U.S. Office of Education terminology
list (Putnam & Chismore, 1970). *

' DESCRIPTIVE DEFINITION
OF MAINSTREAMING
It is difficult to consider mainstreaming unless there is agreement
_ -—on-what-it-means. The majority of state directors of special education

in the United States agree upon the following statement. The elements of
the definition are numbered for convenient reference.

1. Mcinstreaming refers to assigning handicapped pupils to regular
classes and providing special education for them. ' '

2. 1In mainstreaming, regular classroom teachers broaden and adapt
instructional procedures and content so all children are incorporated into
regular programs at levels manageable for each child and teacher.

» 3. Mainstreaming may be done at any level, preschool through second-
ary school. M :

" 4. 1In mainstreaming, the handicapped pupil reports to the regular
classroom teacher. . )

" 5. In conventionally:organized schools or in open space schools the
handicapped pupils being mainstreamed spend half or more of the day in
regular classes. o

6. In conventionally organized schools the 'special: education teacher .
has a headquarters room to which pupils can come for periods of time from
the mainstream rooms to which they are assigned. . ‘

7. 1In open space schools the special education teacher .may be a
member of the team serving in the open space settirg or may have a ceparate
room as headquarter.. - : ”

8. Mainstreamed handicapped pupils leave the main 7roup only for
essential smallfgroup or individual instruction, educational assessment, *
and™Fo pick-up or deliver assignments prepared by the special education
teacher. . /

9. The regular class teachers and the special education teachers
agree vpon individual schedules and assignments as needed for children
being mainstreamed.

El v

¢

Reprinted with permission from Leadership Training Institute and Council

¢+ for Exceptional Children From Mainstreaming: Educable Mentally Retarded
Children in Regular Classes, by Jack W. Birch. 1974.

*Putpam3 J.F., and W.D. Chismore. Standard Terminology for Cudrriculum
and Instruction in Local and State School Systems. National Center for
Educational Statistics, State Education and Report Series I, Hand%ook VI,
Washington, D.C.: Government Printing Office, 1970.
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10. Regular class teachers are responsible for grades and report
cards for the mainstreamed handicapped pupils, but they may consult with
specizal education teachers on the grading.

11. Special education teachers help regular class teachers also by
providing educational assessments and instructional consultation for regu-
lar class pupils who may not be eligible for special education in the
usual sense. , '

12. Mainstreaming implies the following operating principle: Handi-
capped pupils usually begin their education in regular kindergarren or
first grade groups with special education support, and they are removed
to special classes or special schools only when the necessity to do so is
shown and only for the periods required to prepare the pupils for return
to regular classes.

13. Criteria for selectlng handlcapped pupils for mainstreaming are *
in terms cf matching pupils' educational needs and the capability of the
mainstreac. program to meet those needs, rather than in terms of the sever-
ity of the pupil's physical, mental, eémotional, or other handicap.

' 14. Mainstreaming has a place in the spectrum of plans for organiz-
ing instruction, space, and facilities to accommodate the educational S
needs of handicapped pupils.

- ’

RELATED TERMS

Other new expressions entering the technical language.of education
concomitant with"the mainstreaming movement are listed alphabetically

"with their.present definitions.

Adaptive education: Synonym for special education. used espec1a11y
to convey the- idea of special education through mainstreaming.
-Adaptive education teacher: Substitute tewrm for special education
teacher. . . '
Admission review" and dismissal (ARD) comrittee: A local school-
centered committee that monitors all aspects of -pladement and cont17ﬁgtion
of children in local school special education programs (see Chapter I|IV).
All-out pupils: Special education pupils who are scheduled all\day,f
every day to regular classes, with the special education teacher avail-

" able for occasional conferences as needed, the latter determined by the

pupils themselves or by their regular class teachers.
Alternative programming Synonym for mainstreaming. . )
_Clinical center: Synonym for resource room or center.
Consultation room: Synonym for resource room. )
Cross-scheduling: Individual pupil scheaules made in terms of a

'special education pupil's academic weaknesses and strengths;-more common

in secondary schools.

Decentralization: Has two meanings:

(1) reducing the number of special éducation school or class clusters
requiring transportation in favor of providing special education in the
child's neighborhood school; i »

(2) placing authority and responsibllity, along with the budget, for
special education directly in the hands ot building princlpals with the
requirement ‘that they arrange appropriate special education in the local

‘building for the children whe need it in the attendance area.

- 283 |
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Floating room: Synonym for resource room.. .

Functional classification: Descriptienps of children needing special
education in terms of specific strengths and weaknesses in educational
achievement and social and personal behavior (as opposed to social cate-
gories such as '"delinquent," or psychometric classifications such as
"low IQ"). ‘ ‘

Headquarters room: Synonym for resource room. v - . .

Helping teacher:” Substitute térm for special education teacher.

Identified special education pupils: .Pupils who are served by special
éducation teachers, classified by state education agency criterfa,
recorded, and reported to the state for statistical .and funding purposes: -
th. - aré differentiated from other pupils with simijail educational problems,
Wi re also served by special educatlon teachers in the same setting
but aresmct so classified. »

Inclusion: Synonym for mainstreaming.

Integration: " See mainstreaming.

Integrative process: Conveys: the meaning of progre551ve inclusion
and mainstreaming (see those definitions).

Learning center: Synonym for resource room or center.

" ~+ - Modified plan: Synonym for mainstreaming. .
' Plan A: The inclpgsion policy of the comprehensive special education
plan of the Texas State Education Agency (see Chapter IV) becoming a de-
scriptive term in Texas (i.e., '"This.is a Plan A school; these are .Plan A
“teachers'"). . ' ' )

Progressive 1nc1u51on Refers to scheduliag children in need of
special education into regular classes whenever . a regular class teacher
_can supply instruction equivalent to or ‘better than that in a special class,
and doing so at an increasing degree as regular: classes become more capable

of providing special education of high quality or the pupils become
mor- ~apable of profitable participation in regular classces.

‘esource center: Section of an open space school plan serv1ng the
same ‘unction as a resource roo:n (cee resource room). |

‘Re sce room:. A schoolroom us 1 by a special education teacher to
provide individual and small gromp instruction, assessment, and guidance
to pupils whe come for short periods of time from regular classes for
special education. Synonyms are consultation room, floating room, head-
-quarters room, learning center, -and clinical’ center. « e

Resource rdéom plan: See resource room and malnstreaminb

- ‘Resource teacher: Substitute term for special education ‘teacher.

Selfhconyained program: Special education 'student is scheduled the
entire school day to groups being imstructed by special educ~tion teachers,
ithough not necessarlly in self-contained speclal education ciasses.

Self-contained special education class:’ A class conducted by a certi-
fied special education teacher whetrein handicapped ch*ldren exclusively
report and spend the majority of the school day.

Stair-stepping: Moving self-contained special eduoation students intor
the mainstream a iittle at a tJme, beginning with the students and ‘the
regular class and special education teachers with whom success appears
most probable. N : '

¢

&

| .. 309 v
Q A Coae . - s / ) o . ) L. . %
ERIC / -

Aruitoxt provided by Eic:



4 "TELL HIM..." . ’ s

- .by
Gerda Corvin

Tﬁis is an article about counseling. Whenever a trainee starts in
. . the Shop, a counselor is assigned to him and to his family and the main
job of the courselor is to use certain skills and methods to help the
trainee and bis family to make the best possible use of the Shop so that
the traipnee can become as gogﬁ a worker as possible, perhaps good enough
to work "on the outside," and to become as happy -and as stable and as
capable a person as'possible, and to help him ge. along as well as possi-
bie at home. Some trainees and a few parents have weekly or even semi- '
. weekly sessions with the counselor for weeks, months and even years.
Sometimes the sessions continue after the trainee leaves the Shop. Most:
- trainees have meetings with tke counselor on an as-needed basis. This
is true of some parents.' All Training Center trainees and their parents
see the counselor at least every second or third month during the review
of the trainee's evaluation and program. During most sessioas what
mainly happens is an exchange between the counselor and the other person --
- an exchange @f talk and an exchange ‘of feeling'and some of the feeling is
expressed not in talk but in a look, the expression on one's face, the
,way one holds one's.hands, how one‘sits. With some trainees taix may be
accompanied by doing things, such 'as painting, or. shopping for an article
of clothing in a nearby store, or traveling on the subway or walking on
the street, or figuring out a budget; or doing arithmetic or writing or
reading together. When these exchanges take place on a regularly sche-
duled basis, we cell it. intensive counseling if the appointments occur
at ledst once a wéek® When these exchanges occur among & counselor and
several people during a session, we call it group counseling. .
.The counselors who do is work are specially trained people who
receive gzraduate level training in social work, rehabilitation- counseling_
or psychology. When they are employed at our Skop, their training con-
tinues. For their first two years they must have intensive conferences
with a counselor supervisor at least omnce 4 week and usually more often.
They are evaluated frankly. Throughout their stay with us they mst - —
attend learning seminars every. Friday at:ernoon. Thus their training
never ends. ' ' - .
Time and again exasperated parents, overwhelmed by frustration over.
d their trainee's persistent, inappropriate Behavior will turn to the coun-
selor with the plea, "You tell him; maybe he'll listen to,an outsider."
The,tone is one of helpless anger or utter desperation; often there are
 tears or clenched firts. There is sometimes the implication that the. .
trainee will be withdrawn from our program and institutichalized if he
refuses to listen. The counselor can sympathize with the pareni's'cXZS-
peration;-- there are limis's to tplerancé‘énd‘it is not’easy t« put up
with'immature; irrational, self-indulgent, possibly destructive behavior
day after day;”for some twenty years oi move. Pzrents have stated

—

Reprimped  from Social Work and Mental Retardaﬁioh, copyright- by Méye;v
Schrieber with permission of The John Day Co., publisher. "
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repeatedly that they are getting more and more irritable and, therefore,
less able to cope with uracceptable behavior as they and their retarded
children grow older. Some parents, in the interestiof scif-preserva-
tion, adopt attitudes of weary resignation; they attempt tc detach them-
selves from their child, to ignore the intolerable. At the opposite end,
there are those parents who are fiercely determined to accomplish basic
(and often unrealistic) changes in their trainee to have him fulfill

" whatever expectation they may have of him. Among these parents are the
ones who keep on saying that  they know the trainee could change "if he

- just wanted to." Therefore, they figure, "telling him" might be helpful; it

could be the way to achieve the miracle that they have been wa1t1ng for
all these long years. !

Unfortunately, there are no miracles.

Retardation cannot be undone. While damdged. brain cells do not _
prevent charge, they make it more difficult and put a c:iling on how « /
much can be accomplished. Exactly where-#the ceiling rests, of course, is
rot known, and i* is in this ignorance that lie hope and fru&tfhthn, un
incentive for striving and the lure of unrealistic ambition. "The poor
‘judgment that goes.Rgni in hand0w1th mental retardatlon is hard to undo
but it can be modified. -

' The thing that can be done, however, is to help the retarded person
function at his highest potential -- something that he and his ‘family r
(and staff at times, tco) often underestimate. Recognizing that there are
serious limitations, the aforementioned ceiling, this is tne ‘'goal of

‘anyone who works with the retarded !

'

/

NOT WHAT YOU SHOULD BE -- BUT WHO ARE YOU? " T T

.. It bas been demonstrated abundantly that in most cases '"telling him"
is not enough to reach chat goal. Most of our trainees cdme to us with
" lifelong histories of having been told whst to do and what not to do,
endlessly, by their familtes, teachers and other interested persous.
And the telling has not always been harsh or without sensitivity or
without feeling although some of it has been 'all these’'things and worse.
It is not the coundelor's job to perpetuate these histories. 1t is the
counselor's job To help trainees change certain attlﬁpdes and behavior.
patterns that interfere with interpersonal relationships inclvving those
that get in the way of work ’
A .Often the counselor can cause such changes to come ahout if he can
. uncover the ‘source of the trouble, if he can understand. fhe purpose of
the ﬁrcublesome symptom and then share this understanding with the trai-
nee.’, The way to do this is not by "telling’him" or by "talking to him"
. which oﬁiy too often takes the form of talking at him -- but by "talking
with him." Talking w.th & person is more than just carrying on a conver-
-sation. It means responding to the feelings that words often cover up..
It neans that consistent efforts are mad2 to understand such feelings and,
wher it is appropriate, .to point .them out....This is not anything the
counselor can do on his own. While his training and experience and_in-
tu1t10n may enable him to fake an educated guess at feelings, he cénnot
/// do the job properly unless the other person, . the trainee, in this case,
is willing to cooperate, to share material that may be embarrassing avd -~
palnful ircluding details which may ceem insignificant. .
A trainee may have heard a thousand, times that he should earn a .
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living but he sabotages Job referrals. He says the train was delayed or
he could not find the office or the nelghBorhood was tough. But some-
times, after many weeks and months of counseling sessions, sometimes never,
‘he is able to admit that he had sabotaged the job referral and to under-
stand that he did so because he really did not want the job and that he
did not want the job because he really does not want to be grown up or
he hates being nagged to work or he feels terrified that someone will
discover - is _retarded or he is frightened of failure or he cannot give
up his dreas to be a doctor or. d mechanic or a secretary and just will
not seitle & cleaning toilets or carrying messages or washing dishes.
-alki . with retardgd people is essentially not very different from
talking with other t?oubjed persons. The main difference is probably
that” retardates generally are not able to express ideas and feelings as

well as normals, who don't do too well either wher the ideas and Eeellngs"

are painful. Therefore, the counselor must depend a good deal upon his
observation. He must learn to communicate with the retarded person:/Ain
simple language which is not childish, in facial expressions and geStures
which are readily understood, 'and sometimes 'in ways other than word3. . He
may have to form a relationship by playlng,adult games with him or going
on walks or shopplng trips with him or teachlng him how to shave or to
budget or to take dictation from‘hlm for a‘letter to the shop newspaper.

" He may ‘teach "him to travel in the subway. " ‘ . Lo

TRUST IS BASIC ‘ , & e,

Like most:people,.tralnces have been raised on the dictum that it is
most important to create-a good 1mpre551om and most do. The naJoriry
are reasonably poised, polite and cooperative‘ By and large they are
dressed neatly and appropriately At first glance, only a few will give
any indication that they are different fr@m othet young people. Qur‘

‘trainees have been tuught to keep tight c@ntlol over ''bad" feelings such
as anger, hostility, “jealousy, rivalry, re¢belliousness,.and so on, and in
many cases the teaching has been so. succe$=n11 that they tend to deny
the existence of such feelings altogether, to lie and to evadce questions
about them. : :

Some insist and, be11eve that they love their parents and their
brdthcers and sisters and staff members but actually they may be full of |
anger against-all of us: Théy must be helped tu say what they feel --

-and actually to try to find out what they|feel without fear of condem-~

natlon or reprisal. These are things likeé, "Yes, I am lying; I do enjoy
foqllng yo rmals; I am frightened to death of a job ‘and of growing up.

I do, want :;\Be\taken cave of; B am retarded arnd hate it; I a4m jealous

of you for being smart while I am stupid;!I do have sexual feelingg and
I don't know what' to do with.them; I do wdnt to have my own way." Ard so

on. : ;

And he should-be-able to say these things just as we méy have to tell

a doctor, "I have a pain in my head; I fedl dizzy; I get hot flashes; 1

pass blood in my urine. . )
In both.cases the person is talklng dbout his symptoms, about what

ails him. 'The doctor has.to know his patient's physical feelings to

help cure him. A counseloi needs to know |his client's emotional feelings

in order to help him chahy:. In both cases the feelings and the ideas .

are symptoms. In both tases something needs to be tréated or changed.

—' - ‘ ‘ ' 2\8 ? .: / . : . - —
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Neither person :can be helped if he conceals what is significant. _
There is a difference between these two kinds of symptoms. It is

net a bad thing .to have a headache.

But we are taught that is is a "bad" thing to admit you do not want to
support vourself and prefer that your parents take care of you for the
rest of your life. Admitting that is extremely difficult.

Probably the first lessson the trainee has to learn is _that his
counselor knows of the possible existence of _these feelings an? of their

power .over him.
these feellngs as '"'good"

ings are experienced as
judged ethically. In tim
out togéthey whether the
or hinder 'Him and how to
those which hinder him.

The counselor ca: iiwake jtJ
a

not think the way he is b

or ||badl|
seen by the counselor as moral or immoral:

He also has to learn that the coungselor does not see
in a mordl_seusé, Feelings are not
demeaning br exalting.

pleasurable or painful or both,: They are not
¢ the counselor and the tralhee have to figure
feelings finally admitted by’the trainee help

strengthen those which help him and tg,méaken

eh

c
g is helpful to thé trainee or to others

‘Therefore, it is easier to mention.

Feel -

1ear to a trainee in time that he does

or is appropriate, :but in all irs tances however, he must make i ciear
that he is 1nterested in t;_’fgellng behind the behavior and that he res-
pects these feellngs and 1s pkepared to d1scuss them in a nonJudbmental

mannex.

However, the trainee will not permit this to happen unless he can

trust the counsglior. The counselor must try to win the trainee's con- .
fidence and this is a formidable Jjob,
learned that "silence is the best\pollcy" and "what you don't know won't

hurt’me,” who.have had a’ long history of rejection,

especially with people who have ;

suspiciots and fearful rhat whatever they say may be used against them

~sooner or later.

,Trainees must learn in time that it is in the nature of the coun-
selor s job . thaL they will be asked questions that ®re personal and. may
create pain.’ However the counselor is not asking them out of personal
curibsity or because he wants to hurt,
answers to. the questions in order to be truly helpful.

-condemn or praise.

At t1mes, the

and thus have become

He needs the

‘counselor's questions or comments-may. Be deslgned prlmarlly to stimulate
thinking on the part of the client:as to why he does or does not do cer-

tdin things.

behavior. If tuzy do it,

_as "'bad" and-thus create fer themsnLyesﬂthe—extremely uncomfortable state

of gullt.

TRUTH CAN LIBERATE

In a good counsellng re1atlonship, the .client ought to be able to o
experlence after a while ~- which may—be’a~very long while, weeks, months
and even years, tbe exhilarating, liberating sensation of being able to

_this is _a new and oftencunpleasant experience
ever bother to explain to themselves or to others the reasons for their

Few people ‘rarely, if

Fcr the majority of our tralnees, as indeed for most of us,-

they will try to.do it in the most superficial
way in order to avoid fac1ng underlylng feelings which may. be classified

!

I
i

1

{

=

discuss practically anything that goes on—withinmrimwithout shame or:
embarassment,” in the sure knowledge :that he will be carefulyy listened to,
that the counsglor is with him at all times, is genulnely 1nterested

/

/

'truly sympathetlc and sharply alert.
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Such an expericnce is quite uniﬁuc. In Any event it is particu-
larly unique for retarded people who have grown accustomed to being either
ignored or else being chided 'for their "childishness," "laziness," "stupi-
dity," and so on, without anyone taking the trouble to find out what may
be underncath all of this. Almost without exception, trainees enjoy
and benefit from their relationship with the counselor. Eventually, they
come to sece him variously as their "friend,” "lawyer," "doctor" as parcnt
substitute, or all of these, depending upon their need and situation.

Of courfe, there is alwi s a hard core of people who remain-thaccessible
repardless of intense efforts to reach them, but fortunatéﬁy,hthcy arc a

minority. ) .
As 1s truec of almost all developments in our Shop, evolving a coun-
seling relationship becomes a learning experience -- not only for the

traince but for his“counsclor as well. As we get to know each other
fairly well, we discover our strengths and weaknesses dnd learn to own up
to the latter. -Thus, when a counselor makes am.crror, as he will, it is
beneficial to the relationship if he can acknowledge it freely to the ’
traince and discuss it with him, takinyg care to recognize openly the fecl-
ings of pain or discomfort he may have created with this error. This is
0:.lv one way of demonstrating to the client that in a mature relationship
each\partncr must carry responsibility for his behavior and also thit such
a rclationship does not fall apart just because someone makes a mistake.

It is our hope that the trainee will one day integrate -- make a nor-
mal part of himself -- the sensc of sclf-esteem and the new values de-
rived from counseling and will transtfer them to the world outside of the
counseling relationship. Hopefully he will find that this makes him a
happier person who gets along more ecasily with others (since he finds it
casier to get along with himself). Hopefully he will be more willing to
take risks by experimenting in untried arcas since he has learnced that
‘he,will not be hattered by failure. We hope he will learn to assume
responsibility for himself, for his actions and their consequeneces. We
hope that he will make sufficient pecace with his retardation and other
handicaps to find a happy place in the world.

We do not expect  miracles. We know that there will be periods of
going backward, depression, rebellion, overwhelming anxicty, when acting-
out in a destructive way becomes an almost irresistible -temptation.
This‘is the rcason why counsclors remain available to all of our trai-
nces, .even after they leave the Shop. if necessary for the rest of their
lives.'. Troubled people cannot become completely and permanently un-
troubled within the limited time they spend with us, especially in a
vociety .which does create so many real problems for them. But many of -
them develop enough confidence and sclf-awarcness to be:able to pick up
a telephone, even after menths and years of no contact, to say, "I'd
like an appointment. I have a problem.'" They will be. given an appoint-
ment as quickly as possible and attempts will be made to iron out prob-
lems in onc or more scssions. ’ «

THE# PARENTS

Often parents arc uncasy about the trainee's relationship with the
counselor. There can be a sense of rivalry, the understandable resent-
ment against an outsider "butting in," a feeling of working at cross-
purposes. One parent once told a counsclor with a great deal of anger,
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"What's the sense of my trying to tell her to control her temper wihen

you encouradge her to scream her head off?" There was a misunderstanaing,

The Counselor, who was wware of the traince's ability to cope with any

kind of frustration had told the traince that she could come to the Coun-
selor's nffice and "scream her head oft" if she needed to but it was not correct
to do so on the Shop Floor where it might irritate and disturb others

and disrupt work. The traince, who was quite mature, quickly picked up

the suggestion but then misused it in arguments with her parent.

It was helpful to the counsclor to have gotten this information from
the parent and to be able to discuss it with the trainee, pointing out
to her the tendency to.manipulate people and distort statements, that had
gotten her into trouble before. There were no anger and recriminations; it
was an honest discussion between two adults concerned Fhout the future
of one of them. It took many such discussions before the trainee was
helped to understand that her behavior was real {y caused by an insatiable
need for attention and the conviction that she ca id get this only bw
creating conflici, which was the pattern of her entire family.

A number of parents, such as the onec mentioned above, cxperience
feelings of guilt w:ii:h are moere or less vague and they warn the traince
against revealing "i: much." The result of this is that the trainces,
given their immatur::, end dependency, *find themselves in an endless con-
flict and flounder ‘about, not knowing what to say, whom to trust. In
such cases -- and they are by no means the only ones, the counselor may

_ask parents to come in fo: individual interviews to explore their feelings

and attitudes. It is intcresting that so very few parents are willing to
become involved either in individual or in grqeup counseling.

The parents are a vital part of the treatuent team. Not only does
the counselor-need their help to understand the trainee but the parents
need to understand the changes they begin to sec often in the trainces'
behavior at home. Often they have to know how tc act differently toward
this one childliKe person now changing into a somewhat unrecognizable
adult. The retarded person begins to want freedom to move about the
city alone, wants control over his earnings, goes out with girls and talks
about marriage and children. Such developments can create intense anxi-
ety in parents who like so many of us, may need help with their own
feelings. 1In some uncertain way, some begin to sense that they really
did. not want the retarded person to grow up and go away even though they
had been honestly and firmly convinced that this had been their goal.
Such parents, understandably, may become so anxious (and angry) that they
want to withdraw the trainee from counseling and even from the Shop en-
tirely. It would be better if they could ask the counselor for en ap-
pointment instead in order to dis:uss their own feelings and the new .
situation in which they find themselves, with their retarded sons and’
daughters. The counselor is as available to the parents as he is to the .

‘riilnee.
o

-

10 SUMMARIZE

Trairees are assigned to counselors because we are aware that most
of them are troubled by personal and family problems which affect their
work habits and other social adjustments. The counselor is 'a treatment
person. He treats their problematic attitudes, feelings, thoughts and
actions. It is his job to help trainees understand their motives for
their behavior and to help them change it if they can. If they cannot
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do so, they will not be penalized by vejection or other forms of personal
retrigytion. However, since the counselor acts -as a representative-of a
social «w;-ncy which involves many pecople, it is a part of his job _to alert
trainces to possible consequences of 1nappr0prlatqﬁ acting out." It is
not part of his job to '"tell him," to nag, plead, cajole, lecture, threa-
ten, argue, preach. Most cf our trainees have had more than enough of
that. It is the counselor's goal to reducc cxcessive anxiety, insecurity,
depre:siveness and rebelliousness, to help trainces to become more seclf=
reliant and self-aware.

As part of his job of helping the trainece veoalize that he has a
true -- 1if objective -- ally in him,. the counselcr wust always keep pace
with his client. This' may mean, often that he will have to move at a
very slow pace which may be alien to him, that he will have to endlessly

remind, restate, reformulate fragments of previous discussions.

It also mecans that much of what the trainee tells the counselor
cannot be repcated te the parent without the traince's.permission, some-
thing which can be upsetting to the parent. Similarly, much of what a
parcnt confides in a counseclor will also not be shared with the trainece
without the parent's permission.

The counsclor cannot accomplish his aims without cooperatiom. Be-
cause so many of our pllents are as immatvie and dependent as .they arc,
it is often neceseary .to enlist the cooperation of the parents. The
more cooperation counselors can get, the more efrective they will be. It
woulg be good if the parents can encourage the trainec to be as frec as
possible with the counselor even if *his means criticizing and opposing
the parents. It would be good if the parents can try to aveid trying to
fcrce the counselor to "make'" the trainece become different. The parent
who  finds himself urable to tolerate and undeistand the counselor's
methods, is unable te “free with the counselor, unable to alter his ways
of dealing with thc¢ rrainee, who is feeling angry and anxious and confused
about what ,is happen - - in the Shop, is unable to develop a good feeling
toward the counsclor. .. will be most welcome at the Shop. If he calls
the counselor for an =ppointment, he will find the .counselor very cager
to sce him as soon ax possiblc.

The trainee has to be helped to tell himself what he needs to do
that is different, and he neceds to believe it, and he needs intensive
and long term hielp in achieving this. Telling him doesn't work. M. has

been told before -- a thousand times.
- -
a
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PREPARING CHILDREN FOR A HANDICAPPED CLASSMATE,

by
“Elizabeth J. Pleper

More and more often, handicapped children are being integr«ted into
fcsuldr classrcom settings. As a teacher who may now (or in the future)
have handicapped children in your greup, you will want to be knowledge—
able and competent in meeting their special needs.

+ But to successfully build their self-image, you must first help other
children to develop healthy and positive attitudes toward them. One way
to do this is through a thoughtfully conceived program which is both en-
joyable and instructional, and which leads to deeper understandings of
the nature of physical limitations. Following are suggestions and goals
which might be included in. such ‘a program.

Your first goal should be to promote the acceptance of handicapped
children as individuals, more like than unlike the other children, and
t¢ encourage theilr participation in regular group activities.

Explain the nature of certain limitations to "students and encourage
them to probe these handicaps with perceptive questlonb Whenever pos-
5ible, have students try to imagine themselves in a handicapped child's
place. Would they like to feel isolated? Inferior? As you are trying to
improve attiftudes, present children with facts. Talk openly about the
causes of some of these handicaps. Point out the aids available to dGis-
abled children such as wheelchairs, braces, crutchesj services such as
physical and occupational therapy; and architectural modifications tc
accomodate/ them, including ramps, handrails, adequately wide doors (or
curtains instead of doors), low kitchen counters, and so on. Disabled
children do have abilities. Emphasize what they can do Try some of
the following activities to carry through these suggesplons.

o Borrow wheelchairs and crutches so that children may use them. l
" Many children enjoy "wheeling around." Some handicapped chil-
dren evén do "wheelies' with their chairs or have races as other
‘children do with their bicycles.
o "Three-legged" races and "potato tack' races give children the
--.idea of physical limitstion. And a wheelbarrowv race is one com- -
petition in which many paralyzed children can participate (even
excel).

o Use books, records and films to lead to deeper understandings.
Amahl and the Night Visitors, an opera by Gian Carlo Memnotti,
for instance, is particularly suitable for the Christmas season.

Discuss such recordings or dramatizations once they are finished.
Ask, "If you wgre an actor and you played the part of Amehl, how
would you show that you were lame?" (Let the youngsters experlment
and demonstrate their answers to this questlon )

Reprinted from Instructor, August/September Copyright 1974 by the
Instructor Publications, Inc.
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Another good. example. is The Prince and the Pauper {Disneyland

Records). You might ask such questions as "Who remembers what Tom
Canty's father did to make it ‘seem as if Tom were crippled? Why
¢id he 'do this? Do landlcappe people do that today? How is it dif-

fcrent? What do you think about this?"

If your children express feelings of pity, or helplessness and in-
abilitr to work on the part of the handicapped, accept this without
moralizing. Don't say "We shouldn't pity them," for example.
Instead, vou might pursue the topic with more questioning.

o \
"De you know anyone who is handicapped? Does he work? Does he
take care of his home? Does he have a hobby?' *Give children exar-- .
ples of people who have disabilities yet lead productive lives. For
exampl~, I know a woman who is confined tJ a wheelchair yet holds a
fine position as a nurse; a teacher who is blind; and paralyzed men
who can still SW1m or fly alrplanes If children find this hard to
believe, have thLm enact the situation. How might a handicapped
person” get fnto a plan? Slip a lightweight rubber band around each
ciild's anki.: to remind him that he cannot use his legs. Now have
him show hiow he would 1ift himself into the plane using only his
arms. Talk about the many different activicies in which the dis-
abled can participate.

One young woman who visited our clase answered tho children's
questions very naturally. When they inquirce. how she became
disabled, she told them she had had polio as o child. .t is good
to reassure youngcters that this will not happen to rhem, in situ-
ations where this would be honest.) '

“"Can you fecl?" they asked.

"Yes, vut some people can't. They have to be carcful rot to burn
themselves with a cigarette, iron, and other hot objects and
materials."

-

"Can't you move vour legs?"
""No, nc i way you can. But I lift them with my arms."
"Doesn*t iaat make you feel sad?"

"Wo, not anvmore. I can teacii school, play the piano, sing with

my friends, and drive my car. My house is the way I like it. Most
of the tlme I am happy just as other people are. Sometimes I'm sad-="
but everyone is sad once in awhile."

Other matcrlals you might use with children are the books Mine for
Keeps, by Jean Little; Apartment Three , by Ezra<Jack Keats; and’™
Fly, Wheels, Fly, by Harriett Savitz. :

o Invite one or scveral handicapped perscns to talk with your
youngsters. It-'is essential that thoy be well adjusted and
acceptant of their disabilities. Many of the independent young
people I know are interested in helping younger disabled chil-
dren. They are also concerned that other people begin tc under-

stand and accept them as individuals with special talents of
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v their own. Still, the phyqlcally 1mpa1red are often qu1ck to
realize that they must explain away noticeable difficulties
before others are-able to "go beyond" and view them as they
really are,.

o If possible, have a physical therapist visit ‘the class, too. He
can explain how he helps children become more indepéndent, demon-
strate techniques, and show some of the equipment used. The
therapist might also tell ways in which children can help indi-
vidually. (Usually a handicapped person is taught to ask for
help if and when he needs it.) The advantage of constructing
low buildings with ‘some ramps or elevators instead of stairs,
having a van equipped with a hydraulic lift or ramp to transport
children might also be discussed.

o If a child in the class has ‘a temporary disability such as a
broken leg, make constructive use of the event. You might ini-
tiate a thoughtful discussion with remarks such as, "Can Sally
do everything today she could do last Thursday?" "What can't she
do? (Can she go to the 11brary with us?)" A child may suggest
that she cannot play kickball. "What about kickball, then?"

"Is there some way Sally can be part of the game?" Someone nay
suggest that they play a different game in which she can parti-
cipate or have "free'" play so that she won't feel left out. Other
chlldren who are permanently disabled are sometimes content to
ke\p score, figure aver#ges, and so on, while others are just as
confent to fail. right out of their wheelchairs if need be to hit
the ball! .

o Often, able-bodied people have misconceptions of what are sui-
table activities and vocatidns for disabled persons. Help chil-
dreeto make realistic suggestions about what Sally can really
do. After a week passes, ask, "Did you notice Sally's cast more

, today or the first time you saw it? 1Is everything differert
about her because of her leg? Do you feel different in any way,
5ally? Did you like*it better when you could do more tiings?

Is it harder to come to school now? What about children who are
permanently. handicapped? Do you think it would be better if
they came to school or had home teachers?"

o Assembly programs, sports exhibitions, special movies, musical
concerts, and so on, would make good joint activities to which
you could invite children from a special school. You might also
work out some kind of creative exchange program with a special
school. For example, some schools have swimming pools or voca-
tional werkshops which would intrigue youngsters from regular
schools. There might be ways in which to integrate some classes
on a permanent basis -- 'busing' iu such “cases could be a real
plus.
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Once you start thinking along these lines, you'll be able to plan
for more elaborate ideas. Mauy of the traditional réasons for separating
physically disabled and healthy children will become ‘obviously invalid
to you. The reasons may have been a "smoke screen" for the real fears
people are not sophisticated enough to face. Besides doing untold emo-
tional damage, they are needlessly costly. The same basic psychology
applies to all human beings whether their different characteristic is
short stature, red hair, blemishes, or paralyzed legs. Everyone needs

Lto be accepted for himself, to be valued, to be allowed to serve as

support and inspiration to others.

[
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e - FIVE DAYS AS A RETARDED LAUNDRY WORKER‘

by .
Bernard Posner

* I apologize to the C---- Industrial Laundry, in a dreary old section
of the city surrounded by gray rowhouses, a grocery store featuring chic-
ken backs at 19 cents a pound, and a grease-spattered gas station. :

And I apologize to Rebecca with the motherly eyes, who carried her :
red wallet in a paper bag so it wouldn't wear out. And to George who °
hummed rock-and-roll music in a high falsetto while he worked. And to
Mr. Howard, a supervisor who couldn't bring himself to meet my glance.
"And to Sid and Larry, owners of the laundry, the only ‘ones to know the
truth. And to all the hundred-or-so men and women in the laundry who
became used to seeing me wander through the plant

I defrauded them"all. I worked, in the laundry for a week as a

\.”/retarded person. They all accepted me as retarded, each in his or her

own way: ,with sympathy and scorn, patience and impatience; studied
attention and studied neglect. I apologize for their misplaced reac-
tions. )

I masqueraded as retarded for good reasons. My assignment on the
President's Committee on Employment of the Handicapped is to promote jobs
‘for the mentally- retarded and mentally restored. Recently, acting as a
bureaucratic matchmaker, the Committee arranged for a meeting of the
Institute of Industrial Launderers, the Bureau of Apprenticeship-and
Training of the U.S. Department of Labor, and the Vocational Rehabilita-
' tion Administration. It was love at first glance. Together, they deve-
‘loped a $344,000 project of training and hiring 1,000 retardates in
‘1ndustrial laundries over the next 18 months.

“A-great breakthrough; the first national trade association ever to_
take such action. But how would it be for a retarded person to work in a
laundry? How were working conditions? .How would: he be treated by his
bosses? By his fellow workers? I wanted to see from the inside what

_problems a retarded worker might face in an industrial laundry.. So I

pretended to be one. - ' A

How can a clumsy, pink-cheeked public relations type who can't
even play charades at a party pass himself off as mentally retarded7 It
was easier than I thought. 2

In your eyes, who am I? You've heard that I write publicity for a
living so you've already half-formed a mental image of me. When you do
meet me, a computer in your mind rings up those facts about me that rein-
force your imqge: horn-rimmed glasses, button-down shirt, loud neck-
ties. Bzzz bzzz bzzz, out comes a computer-sketched portrait of me; not

“the real me, but a stereotype that you've decided ouzht to be me --

Posner, public relations type.

What we do, psychologists tell us, is perceive people not as they
really are, but as we think they should be. We select a prefabricated
mental image -and we search for a. few facts to strengthen it.

Y

Reprinted from Social Work and Mental Retardation, copyright by Meyer
Schrieber with permission of The John Day Co., publisher. -
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That's what happened in the laundry. ‘The day before I reported for
work, Sid and Larry, the owners, spread word that a retardate wasg going
on the payroll for a week's trial, so please be kind to him. Bzzz bzzz
bzzz went a hundred built-in mental computers and the next day, when I
showed up, I.,aiready had been tagged as mentally retarded -- and thte tag
would stick almost no matter what I said or did.

; To reinforce the stereotype, howeVer, I wore a red knit stocklng
cap and I spoke but little. I chewed gum; it calmed my anxiety. I .
acted mormally; I didn't know how to act any other way. I did indulge
in the pleasant luxyry of not comprehendlng top fast, nc asking that
things be explained over and over again, until I was sure I had grasped
them. - :

The first morning, I parked several blocks away (the story was that
scmeone brought me and picked me up each day) I trudged- 'slowly past the
vowhouses. What if I couldn't take a week's physical labor, .me, pashlng
“i1ty? Then there was the laundry, the door, I was inside.

A man was 1oad1ng laundered blue workshirts onto a dolly. I handed
him a slip of paper vith Sid's name. I didn't trust myself to speak. He
looked me over from head to foot and said: "First door on your right."

There was Sid, without an eyeblink of friendship. He spoke loudly
to me, or rather at me, as though the louder the talk the clearer the
comprechension.” '""Oh, you're the new man from the sheltered workshop," .
his voice blasted. "We're glad you're here. Tomorrow you come a little

earlier. We start at 8 o'clock. 1It's.7 after 8, now. Tomorrow,
8 o'clock." I nodded. : -

Sid escorted me to the foldlng and pacbaélngxdepartment to meet Mr.
Howard, the supervisor. Mr. Howard spoke with felgnqd heartiness, also
many decibels louder than normal. He wouldn't look in my eyes. ''Here,
I'11 hang up your jacket, Bernie,! he shouted. "Oh, you're wearing a
short-sleeved shirt. You'll be cold." .

"Not cold," I said. They were my fi{ﬁk words, flat and hollow.

"Meet George He'll tell you what to do. If you have any cuestion,
you come see me. With that, Mr. Howard disappe@red. He seemed gled to
Lscape

George was even quieter than I. A Negro in his late teens he didn't
qu1te know how to react to a white man in his 1ate forties. ‘1lhe first
time he called me "sir," but he knew this wasn't right. I was retarded,
wasn't I? After that, he didn't call me anything; but every time he

" told me what to do, I could sense him swallowing the "sir.'"

Here was a table heaped high with four sizes of laundered wiping
rags, used in factories, gas stations, and wherever else dirt and grease
accumulate. They had to be folded, inserted in a‘machine which encased
them in plastic, and stacked on Shelves. Three women worked in the room
along with George. - They paused to glance at me with open curiosity,
then went back to work. There was much to be done.

"Fold the big cloths this way, then this way, then this way,' said
George. My fingers fumbled. Four or five times he explained without a
trace of impatience, as though slow comprehenslon was not unusual., Final-
ly I caught on. '"Fold only the big ones," he said. '"Chuck the others
in here." He pointed to a bin.

He folded, softly crooning rock and roll in a high falsetto; the
girls folded; I folded. The girls bantered among themselves, teasing
George occasionally. Lehola, across the table, watched me curiously.
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Later in the morning, George showed me hew to stack packaged cloths on
the shelves,.

A buzzer; lunchtime. I went on working, waiting for someone to tell me
it was time to eat; nobody did. I folded one more cloth, gave it a re-
.sounding pat, found my lunch bag and sat in a corner. Would the rest
ask me to join them?. No, I ate alone. , ' . .

After lunch, I.learned to fold a second-size cloth. The third and
fourth sizes, -however, were too much for me. Fold, fold, fold. Fold,
fold, fold. As soon as the table was clear; along would come another
load, and another. The minutes trudged by, second by reluctant second.
"Does time pass slow?" I asked Lehola. "Some days it does, some days it '
doesn't,'" she said. Bit by bit, the girls drew me into their conversa-
tions; even taciturn George spoke to , me: From time to time, Mr. Howard,
the supervisor, would come into the room. I tried to catch his eye and
smile, but he carefully avoided my glances. How strange: the"workers
weren't unsettled by mv presence; the fupervisor was. : '

The minutes crept on, and so ended the first day. =

The second day I forwot my lunch. I was in such a hurry to arrive
on time that I left ir home.w Rebecca was at work in the folding depart-
ment that day; Rebecca in her late fifties, with kind, warm eyes and a
strong chiseled face. She sat with Lehola across the table from me and
whenever she thought I wasn't watchlng she looked at me with such com-
passion that I yearned to explain, '""Rebecca, Rebecca, I am not retarded."
. All over again, she explained the folding procedures to me, for I told.
her I had forgotten overnight. -"You'll catch on, Bernie," she reassured
me, "It "took me a long time too." Whenever she asked me to stack the
shelves, to wheel in a load of fweshly laundered cloths, to do anything,
she pointed to the exact place I was to go and sm11ed "thank you" when I
finished -- a born lady.

Lunchtime was different today. - "Won't you share my fried chiqken?”
- asked Rebecca, '"And.take 3 piece of myv sandwich," offered Lehola. We
perched on a worktable, eating together. "Were you tired when you got
home last night?" they asked. 'Yes, ma'am." '"Where, your legs?" "All
of me." There was warm laughter. '
After lunéh, Rebecca said: "Bernie, you've been folding two kinds

of cloths.  I'm going to show you how to fold the other two kinds. Now
watch me." She folded. "You do it." I tried and fumbled. '"Again."
Again I fumbled. '"Again," she persisted while my fingers clumsily
gripped the wrong corners.. At last I mastered them. 'Now try them your-
self." I did. "Again." I did.
With that, she cried out to the entire room: '"Bernie got it! Bernie
got it!" The girls came over to see &nd to shake .iy hand. Even George
“permitted himself a little smile. This was a day to remember -- for
Rebecca, for the girls, and .for me.
Before going home that day, Rebecca called me over. She whispered,
"You learned a new thing today. Aren't you proud of yourself? . You can
learn many new things. Only you have to believe in yourself." Pride ‘.
and hope were in her words. e
The third day. Today I had a new job, in the washer-extractor-
dryer room. Four mammoth washing machines stood on one side, their
gaping mouths capable of gorging a thousand pounds each. Lined up on
the other side were four giant extractors and four dryers, taller than
I, fed by a vicious gas flame. Four men handled the equipment..
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. Sid introduced me to my new boss, Mrt Ross, slightly built, harried,
aLways on the rynr ''Keep cn eye on him," ' said Sid, and I could feel Mr.
Ross wince. ’ At one end of the room dirty work clothes, cloths, rags, and
mops poured :in. After passing through the washers, extractors, and
dryers® they poured out againsto other parts of the laundry- pressers,
folders, ‘packagers. Income and outgo had to balanqe If the washing
machines slowed down, traffic jams ‘would occur. Dirty clothes would pile
ceiling high; pressers and folders would be idle. The boss would bluster
out of his office-to find out_.what went wrong. With ane dryer on the
verge of giving up, the last thing Mr. Ross needed that morning was ‘me --

. a green hand nonproductive. . ”KeeD an eye on-him, JOe "

The work-was easy and he explained it clearly. XYTake these wiplng
cloths, and put them.in these two dryers. Fill the. dryers only up to here."
He polnted to tHe level. - Off he-shot, to handle a crisis in some other
part of the department. Bu: he came Batck frequently to watch me. I had
overloaded both dryers. "If you put too much in, the dryers won't dry,"
he explained, removihg the excess. "Fill 'em only up to here." His in-
structions were ‘clear enough- for any retardate to understand. But-why
did he, too, have to speak in a voice louder than natural?

The flrst morning I was slow and clumsy. But I was w1lllng The

work came in spurts and, between spurts, I asked for more. I'm not am-

bitious, just compulsive. I can't bear to stand about idly. My willing-
ness pleased Mr. Ross. Overlooking my clumsiness, he volunteered, 'You're -
doing fine."

Later I was loadlng mop rags-into the dryers, absorbed in my task,
when I felt eyes focused. on me. I looked up. The supervisor of .the
pressing department, cross the .aisle, had come dver to watch me work.
Unblinking, pdiffing a cigar, he eyed me the way he might' have. eyed a new

‘piece of machinery. He said not a word. I looked at him as if to say,

"Well?" He shrugged and saunteved off, embarrassed He hadn't expected
a retardate to behave iike a human.

That afternadn, Mr. noss beckoned to me. -"Bernie, help Sllm, here,
load the washing machine." fNineteen or so, Slim had the begirnnings of a ~

fresh goat2e inder his chin. Oace in a while he would walk over to a

mirrer to comb it.. Together, Slim and I wrestled greasy coveralls into
the machine, untaqgllng rec:'lcitrant arms and legs, shoving, pushing.

Slim spoke= ''Say, arc you-uh-mentally handicapped?" 'Yes. " "How
long you been mentally handicapped?" . '"Long as I can remember." ‘Silence.
Then Slim-'said: '"Me, I took an exam for a job in. the Post Office. A

supervisory job. I got a high mark in the mental test. A.very high
mark." <
I knew what Slim was doing. Here he was, working shoulder to shoul-

der with a retardate. To soothe his egB he was‘”unldentifylng” himself

from me. He was convincing not me, but himself, that although we were

“doing the same work, we were not in the same mental bracket. He was pla-
< cing humself notches above me. .

After that, we got along fine. Seeure in the knowledge of his su-
periority, he could .talk to me, work with me, he could tell me:'the story
of his life.

Fourth day. I walked in at 8 and the laundry was beginning to feel
comfortably familiar. The man loading workshirts by the front doo:~
said, "Hi, Bernie." There were the offices, a bustle'of white-collar
activity behind closed doors. Behind the pitched hisses; the feminine
side; women working with deft fingers, drapiug shirts onto forms for

9

326

29% :



C A ,

&\\;tomatic pressing, arranging trousers in pants pressers; the1r magple’
atter-chatter adding brightness to the cavernous plant tinged with dust
and lint and grease. And on the left, across the aisle from the pres-
sing department, was the fold1ng and pacKkaging room I walked through -

‘on my way to the washers and dryers. - -

Rebecca looked up. "Here's Bernie! How you-d01n, Bernie?" 'Okay."
"Like your new job?" "I guess.” '"We wish you were back, Bernie, don't.
"we Lehola?" ''We sure do." -

Talk about acceptance of the retarded! .
I was unloading wet wnrk pants from the washing machines. A good-
- humored, stocky man passed by. I had: noticed him the:past few days, --
a happy-word for everyone. But when he ‘approached me, he wiped off his
smile- as though with an eraser, reﬁlaclng it with an expression of
mournful pity, a perfunctory gesture, the way you automatically tip your
hat in the presence of a lady. "Be serious when you pass hand1capped
his code of behavior told him. And he was true to. his code.

All the machines in the room were busy. Noth1ng to do but wait for’
them to finish tHeir cycles. I was- 51tt1ng on ‘an empty crate. -Mr. Ross
approached. '"Nice winter we're having." "Yes, \Sir. ""No snow." '"No."
"Don't want snow either, do you?" '"No, sir." We 'both were uncomfortable
at his attempt at small talk. .He was trying to bridge the chasm and
probe this creature with the willing spirit and the backward mind. I was
trying to play my role safely and prevent the give-and-take of conver-
sation. I was relieved, and I know he was, too, when one of the washers
stopped and I put on my rubber apron to unload it . . :

The fifth and last day. By this time almost everyone'in the plant

~had formulated hls own personal set of attitudes toward me, the mentally
- YetaFded newcomer. - ¢ S

Some.would self-consciously turn the1r heads when "I passed by,
others just as self-consciously would greet me with a forced cheerful -
"hello." The stocky man with the ready smile would deal M for Mournful

" when he passed me. Mr. Howard, my first supervisor would -avoid ‘my eye;
but he no longer felt embarrasced about it. Mr. Ross would hail my
willingness and almost overlook my ineptness;, because.he needed willing
men. Rebecca would consider me as a human person and riot as a sterep-
type marked nretardéd." Most of them didn't go out of theit way to be
kind; nor did they go out of their way to be unkind: - T was just one
more worker ~-- a bit "different" to be sure -- in the stream that fiow
in at £ every morning and out at 4 every afternoon.

. I liked 'this kind of acceptance -~ net the heart- on-your—sleeve
variety,~but the more genuine matter-of-fact sort.

What more could I learn at the laundry? One more day or one more-
week wouldn't ‘make much d1fference, attitudes already were pretty much
‘erystallized. And I had proved- many points to myself- &bout acceptance
N and reJectlon of .human bedngs.. ye

\w_g " Four o'clock camevnwgpodby,‘Rebecca and Lehola. Goodby, George
Goodby, Mr. Howard and Mr. Ross. , Goodby Slim. And Goodby, Bernie, the
willing retardate who didn't catch on fast but who certa1n1y tried hard.

Folding thousands of wiping cloths, loading and unloudlng tons of
work clothes, I had plenty of hours to think:- 5

[
1. What's ir a name? Plenty. At the p1ant - I constantly told
people: "I don't learn so good." "I don't catch on very fast." "I'm

. . XN
~ - 2
s )y B - “or
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pretty slow." These were descriptive phrases everybody understood and
moct could accept. I'm not sure as many would have accepted the cold,
barren abstraction of the phrase "mentally retarded." ‘

2. Acceptance, bottom to top. I was accepted more quickly at the
bottom than at .the top. Those who worked with me -- the semiskilled and
low-skilled -- more readily opened their hearts than did my bosses. Per-
haps lower skilled people, often living on the wrong side of the tracks,
see so much culturally caused retardation all around them that slow
learners like myself are nst strange to them.

. 3. Dreariness of repetition, Lehola, on the job 8 months, had the
longest seniority in the folding department. And no wonder; repetitive
work is monotonous and unchallenging. And it's endless.

4. The willing worker. Willingness, I.found, ranked high with the
busses. You can train the willing, cven though retarded; vou cannot
train the foot-draggers. p

The retarded can offer the asset of willingness.

5. The pressures of bossism. Pity the poor line supervisor; he's
the one under constant pressure. He's the one who has to meet production’
schedules, whose greatest fear is falling behind. .He's the one the
front office points to should anything go wrong.

If he is to accept the retarded, he has-to be assured that the

N
\

‘retarded arc willing, that they can work, that they are not going to

slow his operations.

©

So cnded my topsy-turvy week, a week that put me at the absolute

bottom of a "pecking order." Every creature on earth has the need to
look down upon somebody: . The chickens in the barnyard, fhe monkeys in
the 2oo, man in kis society. 1In the laundry, everyone had the oppor-
tunity to look down upon me: the school drop-outs, the semi-literates,

the alcoholics drying out for a couple of weeks.

T was stripped naked of all the trappings and svmbols by which so
many of us measure our neighbors. I was myself.

It was a humbling cxperience. It was refreshing to my spirit. I

shall cherish its memories all my days.
. ——
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Turn in, completed, i1f you are working for "A" level in Module V.
REACTION SHEET - SIMULATION LABORATORY,
Having participated in the simulation laboratory, find a poem which

e .uvesses your reaction to the experience or write your own poem. Write
the poem on this page and share it with your instructors

Your name 3010 3040
(please circle one)
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Turn in, completed, if you are workidg for "A" level in Module V.

REACTION SHEET - SIMULATION LABORATORY

Having participated in the simulation laboratory, find a poem which
expresses your reaction to the experience or write your own poem.  Write
the poem on this page and share it with your instructors.

Your name ' 3010 3040
(pleasce cir le one)
I AN
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STUDENT--EVALUATION OF MODULE

Piease circle the appropriate information:

MODULE = I IT III IV v VI

Level of competency worked for this moduie: A

1. Did working in this module capture’jbd hold your

/1 /2 /3

low

2.‘ Did this module serve your caréer_goa

/5
high

/1 /2

low

3. Were the readings and act riate level of difficulty for you?

/1 /s

low

high

4, Has this module s to know more about the topic?

/4 /5

high

.

(4 /5

high

TURN IN AFTER COMPLETING MODULE

329




STUDENT EVALUATION OF MODULE

Please circle the appropriate information:

MCODULE I 11 111 v v A'A
Level of competency worked for this module: A B C

1. Did working in this module capture and hold your interest?

/1 [2 /3 -4 /5

low : i : high

2. Did this module serve your career goals?

11 /2 /3 /4 /s .
1w . o . high

3. Were the readings and activities of an appropriate level of difficulty for you?

A /2 /3 /4 /5
low ‘ high

4. Has this module stimulated your curiosity to know more about the topic?

/1 /2 /3 /b /5
low . : i g ' h;gh

.

5. My overall reaction to this module.

/1 /2 /3 (b4 [5
low ’ ’ high

Suggestions for improving

TURN-IN AFTER COMPLETING MODULE
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MODULE VI - LEGAL ASPECTS OF PUBLIC EDUCATION

Rationale §
Prospective teachers must be acquainted with aspects of the law
¢ and ‘teaching which will directly touch their professional lives.
‘It is 2 poorly prepared North Carolina teacher who goes into the
classroom without knowledge of basic North Carolina law concerning
teachers. '

~Objectives

Upon completion of this module the student will have knowledge of
basic North Carolina law pertaining to teachers and will be acquainted
with the law and the exceptional child. The question of students'
rights will also be introduced. :

Materials
Excerpts from -thePublic Séhoél;Laws of North Carolina
Ladd, Edward. '"Regulating Student Behavior Without Ending Up in Court"
Tape "State and Federal Legisla/inn welating to Children with Special
- Needs," developed by Dr. Benj2 in Brooks for.the Dean's Grant for
Mainstreaming Project, 1976. (Center; headsets and recorder

available)

Additional materials: many materials-are available in the Dean's Office
215 Duncan, for student perusal and check-out.

b

Environment

Center

Activities and Assessment

"C" level of competency

All students will:

1. Read excerpts from the Public School Laws of North Carolina,

pages 335-35..
2. Listen to tape;
3. Pass Test C.
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"B" level of competency

All students will:

£

1. pRead excerpts from Public School Laws, pages 335- 352 and; Mamola,

U

pages 353-355. .
Listen to the tape;

Pass Test C; ) ‘
Read Ladd, pages 357-365.
Write a 3-5 page reaction paper to the article. DO NOT SUMMARIZE
THE ARTICLE, BUT REACT TO THE ARTICLE CONTENTS.

-

"A" level of competency

All of #1-5 above, plus:

Develop a folder or bulletin board for display in the Center
with at least four articles or newspaper clippings dealing with
some aspects of the public school teacher and/or student and
the law. Include summaries discussing the significance of each
article or clipping.



EXCERPTS FROM THE PUBLIC SCHOOL LAWS OF NORIH CAROLINA

WHAT DOES THE ILAW SAY ABOUT STUDENT TEACHING?

115-160.5. Student tcacher and student teaching defined.-- A stu-
dent teacher is any student enrolled in am institution of higher educa-
tion snproved by the State Board of Education for the preparation of
teachers who is jointly assigned by that institution and a county or city
board of cducation to student-teach under the direction and supervision
of a regularlv employed certified teacher. .

Student teaching may include those duties granted to a teacher by
G.S. 115-146 and any other part of the school program for which either the
supervising teacher or the principal is responsible. . (1969, c.638, s. 1.)

115-160.6. Legal protection. -- A student teacher under the super-
vision of a certified teacher or principal shall have the protection of
the laws accorded the certified teacher. (1969, c. 638, s.1.)

115-160.7. Assignment of duties. -- It' shall be the responsibility
of a supervising teacher, in cooperation with the principal and the re-
presentative of the teacher preparation institution, to assign to the
student teacher responsibilitiés and auries that will provide adequate
preparation for teaching. (1969, c.638, s.1.)

WHAT NOES THE LAW SAY ABOUT SUSPENS!ON AND
EXPULSION ? . Y

115-147. Power to suspend or dismiss pupils. The principal of a
school shall have authority to suspend or dismiss any pupil who willfully
ard persistently violates the rules of the school or who may be guilty’
of immoral or disreputable conduct, or who may be a menace to the school:
Provided, any suspension or dismissal in excess of 10 school days and
any suspension or dismissal denying a pupil the right to attend school
during the last 10 school days of the school year shall be subject to
the approval of the county or city superintendent: Provided further,
any ‘student who is suspended or dismissed more than once during the same
school term shall be subject to permanent dismissal for the remainder
of the school term at the discretion of the principal, -with the approval
of the superintendent. In the absence of an abuse of discretion, the
decision of the principal, with the approval of the superintendent,
shall be final. Every suspension or dismissal for cause shall be repor-
ted at once tc the superintendent and to the attendance counselor, who
shall investigate the cause and dezl with the offender in accordance with
rules governing the attendance of children in school (1955, c.1372,
art. 17, s.5; 1959, c¢. 573, s. 12; 1963, c. 1223, s. 5; 1965, c. 584,

s. 145 1971, c¢. 1158.)

Editor's note. -- The 1971 amendment added the second proviso and

the next-to-last sentence.
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School officials do not possess absolute authority over thelr students.

Givens v. Poe 346 F. Supp. 202 (W.D. N C. 1972).

Students Possess,Fundamental Rights. -- Students in schocl as well
as out of school are "persons' under the North Carolina constitution
possessed of fundamental rights which the State must recpect. Givens v.
Poe 346 F. Supp. 202 (W.D.N.C. 1972).

Extended suspension or exclusion from school deprives a student of
important rights and liberties. -- Givens v. Poe. 346 F. Supp. 202
(W.D.N.C. 1972).

Due Process Regquirements for Prolonged Suspension. Where exclusion
or suspension for any considerable period of time is a possible conse-
quence of proceedings, due process requires a number of procedural safe-
guards to students such as: (1) notice to parents and student in the form
of a written and specific statement of the charges which, 1f proved,
would justify the punishment sought; (2) a full bearing after adequate
notice; (3) which hearing is conducted by an impartial tribunal; (4)
the right to examine exhibits and other evidence against the student
(5) the right to be represented by counsel (though not at public gxpense),
(») the right to confront and examine adverse witnesses; (7) the right
to present evidence on behalf of the student; (8) the right to make a
record of the proceedings; and (9) the Lequ1rement that the decision of
the authorities be based upon substantial evidence. Givens v. Poe, 346
F. Supp. 202 (W.D. N.C. 1972) ’

Challenge to Constltutlonallty on Ground that Section Was Applied
Dlscr1m§nator11y -- Where challenge to this section on grounds that it
s was applled dlscrlminatorlly and without procedural due process was an
attack on lawless exercise of authority in particular cases and not an
attack upon the statute conferring the authority, these issues were appro-
_priate for determination by single district judge, and three-judge panel
declined to adjudicate them. Webster v. Perry, 367 F. Supp. 666 (M.D.N.C.
1973).

; Right to Equivalent Free Educational Opportunities. -~ Students
expelled pursuant to the authority of this section may be entitled to
either reinstatement or to equivalent free educational opportunities in.

a more suitable environment. Webster v. Perry, 367 F. Supp. 666 (M.D.N.C.
1973). . @

Prohibition of Printed Matter Distribution Was Prior Restraint. --
A school rule which prohibited pupils from distributing any printed ma-
terial without the express permission af the principal was held to be
an invalid attempt at p ior restraint because it lacked-any criteria to
be followed by the school™authorities in determining whether to grant
or deny permission, and any“procedural safeguards in the form of an ex-
peditious review procedure of the decision of the school authorities.
Quarterman v. Byrd, 453 F.2d 54 (ﬁth Cirz. 1971).
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READ WHAT THE LAW USED TO SAY ABOUT THE
EXCEPTIONAL CHILD:

115-165. Children not entitled to attend public schools. -- A
"child so severely afflicted by mental,” emotional or physical incapacities
.as to make it unlikely for such child to substantially profit by instruc- ~

tion given in the public schools shall not be permitted to attend the
public schools of the State. When such child is presented for enroll-
ment in a public school, it shall be the duty of the county or city
superintendent of schools to have made the appropriate medical, social,
psychological and .educational examination of the child to determine
whether the child can profit from attending the public schools. When
appropriate the school superintendent also may consult with the’ local
* health director and county director of public welfare. Upon receipt of
a peport indicating that the child cannot substantially profit .rom in-
"struction given in the public school, the county or city superintendent
of schools is authorized to exclude the child from the public schools.

If the child is excluded from Lhe pub11c schools, the parent, per-
son standing in loco parentis, or guardian of the child may appeal the
superintendent's decision to the city or county board of education as the
case may be. Such board of education may uphold the superintendent's
decision to exclude the child or it may reverse the decision and order
the child's enrollment. If.it deems negessary, the board of education
may require additional examination of the ch%ld. In the event the board
upholds the superintendent's decision to exclude the child, the action
of the board of education shall be the final ladministrative determina-
tion. The parent or ‘guardian, however, shalll have the right to appeal
‘the school board's decision to the court under article 33 of chapter
143 of the North Carolina General Statutes. 1In all such cases in which
a child is excluded from a public school, a complete record of the trans-
action shall be available 'to the parent, person standing in loco
parentis, or guardlan at ‘their request. (1955, c¢. 1372, art. 19, s.

5; 1961, c. 186; 1965, c. 564, s. 17; 1969, c.}340.)
Editor's note. -- The 1969 amendment rewrgte this section.

READ ABOUT THE STATE THRUST NOW IN LEGISL ATION
CONCERNING THE EXCEPTIONAL CHILD:

115-1.1. State policy. -- (a) The General Assembly of North
Carolina hereby declares that the policy of the State is to ensure every
child a fair and full opportunity to reach his full potential and that
no child as defined in this section shall be excluded from service or
education for any reason whatsoever. (b} The General Assembly of North
Carolina further declares that the public policy of North Carolina is
defined in greater detail to carry out the foregoing stated p011c1es as
follows:

(1) The State shall provide for a comprehensive. early childhood

development program by emphasizing preventative and remedial
measures designed to provide the services which will enable

310 . ’

337



children to develop to the maximum level their physical, mental,
social, and emotional potentials and to strengthen the rcie of
the family as the first and most fundamental influence on child
development;

(2) The State shall develop a system of educational opportunities
* for all children with special needs and require the identifica-
" tion and evaluation of the needs of children «nd the adequacy
of various education programs before placement of children,
and shall provide for periodic evaluation of the benefits of
programs to thc individual child and the nature of the child's
needs thereafter; y :

(3) The State shall prevent denial of equal educational a  service
opportunity on the basis nf national origin, sex, eccnemic status,
race, religion, and physical, mental, social or emotional han-
dicap in the provision of services to any child;

(4) It is recognized that children have a variety of characteris-
tics and needs, all of which must be considered if the poten-
tial of each child is to be realizedy that in order to accom-
plish this the State must develop a full range of service and
education programs, and that a program must actually benefit
2 child or be designed to benefit a particular child in order
to provide such child with appropriate educational and service
opportunities, :

. (¢) The General Assembly of North Carolina fimis that various studies
and varipus programs have been uundertaken and that tremendous public
interest.exists to seek ways of more effectively rendering a beneficial
service to all of our children, and especially with children who have
special needs.

In this context the term "child with special needs' means any child
who because of temporary or permanent disabilities arising from intellec-
tual, sensory, emotional, physical, environmental factors, or.ther spe-
cific learning disability is inhibited from achieving his full potential;

- to include, but not limited to, the educable, trainable, profoundly, and
functionally retarded, emotionally disturbed, learning disabled, the phy-
sically handicapped or other impairments including hospitalized, home-
bound, or pregnant, the deaf or hearing-impaired, the language or speech-
impaired, the blind or visually-impaired, gifted and talented, autistic,
dependent, abused, neglected, multiple-impaired, and socially malad justed. .
(1973, c. 1293, ss. 2-4.) '

- Editor's Note. -- Session Laws 1973, c. 1293, s. 14, makes the act
effective July 1, 1974. -

WIHIAT DOES THE LLAW SAY ABOUT CHILD ABUSE?

¢« 110-116. Legislative intent and purpose. -- The General Assembly
recognizes the growing problem of child abuse and neglect and that chil-
dren do not always .receive appropriate care and protection from their
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parents or other caretakers acting in loco parentis. The- primary pur-
pose of requiring reports of child abuse and neglect as provided by
this Article is to identify any children suspected to be neglecced or
abused and to assure that protective services will be made available

“to such children and their families as quickly as possible to the end

that such children will be protected, that further abuse or neglect will
be prevented, and to preserve the family life of the parties involved
where possible by enhancing parental capacity for good child-care.
(1971, c. 110, s. 1.)

-

110-117. Definitions. -- As used in this Article, unless the con-’

text otherwise requires:

(1) '""Abused child" means a child less than 16 years of age whose
parent or other person responsible for his care:

a. Inflicts or allows to be inflicted upon such child a physical
injury.by other than accidental means which causes or cre-
ates a substantial risk of death or disfigurement or impair-
ment of physical health or loss or impairment of function of
any bodily organ, or

b. Creates or allows to be created a substantial risk of physi-
cal injury to such child by other than accidental means
which would be likely to cause death or disfigurement or
impairment of physical health or loss or 1mpalrment of the
function of any bodily organ or ,

c. Commits or allows to be committed any sex ac“ upon a child
in violation of law.

(2) "Caretaker" means any person other than a parent whc is acting

' in loco parentis to & child including but not limitec to the
following: grandparent, uncle or aunt or any biocr.: relative,
step-parent; foster parent; house parent or cottage parent or
other person supervising a child in a child-caring institution
or any State institution, person having custody by court order,
and a guardian. ¢

(3) "Director' means a county d1rector of social services.

.(4) "Neglected child" means a child Tess than 16 years of age who'
comes within the definition of '"neglected child" under G.S.
7A-278(4) .

(5) "Professional person'" means a physician, surgeon, dentist,
osteopath, optometrist, chiropractor, podiatrist, phy51c1an-
resident, intern, a registered or practical nurse, ‘hospital ad-
ministrator, Christian Science practitioner, medical examiner,
coroner, social worker, law-enforcement officer, mental health
worker, psychologist, public health worker, or a school teacher,
principal, school attendance counselor or other professional per-
sonnel in a public or private school.

(6) "Protective services" means casework or other counseling ser-
vices to parents or other caretakers as provided or arranged by
a director utilizing the staff of the county department of so-
cial services or other community resources which are designed
to help such parents or other caretakers to prevent child abuse
or neglect, to improve the quality of child care, to be more
adequate parents or caretakers, and to preserve and stabilize
family life. (1971, c. 710, s..1l; 1973, c. 10&6.)
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Editor's Note. -- The 1973 amen&ment,.effective Oct. 1, 1974, in-
serted ''mental health worker, psychologist, public health worker" in
subdivision (5). '

110-118. Reports of child abuse or neglect. -- (a) Any professional
person who has reasonable cause to suspect that any child is an abused or
neglected child, or any other person having knowledge that any child is
an abused child, shall report the case of such child to the director of
social services of the county where the child resides or is found! -

(b) The report of child abuse or neglect may be made orally, by
telephone, or it may be written. The report shall inciude such informa-
tion as is known to the person making the report, including the name and
address of tne child; the.present whereabouts of the child if not at the
home address; the nature «nd extent of the child's injury or condition

. -resulting from abuse or neglect; and any other information which the

persor. making the report believes might be helpful in establishing the
cause of the injuries or the condition resulting from abuse or neglect.
_1f the report of child abuse or neglect .is made orally or by telephone,
.the person making such report shall give his name, address, profession
if a professional person, and telephone number if such person has a
telephone, and the person making such a report shall confirm the infor-
mation about child abuse or neglect in.writing when requested by the
director. If the person making the report is a professional person, the
report shall also include his professional opinion as to the nature, ex-
tent 'and causes of the'injuries-or the condition resulting from abuse or
neglect. , X

{c) Anyone who makes a report pursuant to this statute or who tes-
tifies in any judicial proceeding resulting from the report shall be immune
from any civil or criminal liability that might otherwise be incurred or
imposed for complying witb the requirements of this statute, unless such
persvon.acted in bad faith or with malicious purpose. '

(d) Any physician or administrator of a hospital, clinic or other.
similar medical facility to which an abused child is brought for medical
diagnosis or treatment shall have the right to retain temporary physical
custody of such child where the physician who examines the child certi-
fies in writing that the child should remain for medical reasons or that
in his opinion it may be unsafe for the child to return to his parents or
other caretakers. In such case, the physician or administrator shall
notify the parents or other caretakers mn? the director of the county
where the child resides of such action. 1If the parents. or other care-
takers contest this action, the parents shall request a hearing before
the chief district court judge or some district court judge designated
by him within th. judicial district wherein the child resides or where the
hospital or institution is located for review and determination of whe-
ther the child shall be returned to his parents or caretaker. Pending
such juvenile hearing, the hospital, clinic or other similar medical
facility may retain temporary physical custody of the child or-mdy re-
quest the director in the county where the child resides to assume tem-
porary physical custody of the child for placement with a relative or
in a foster home under the supervision of the county department of
social services. (1971, c. 710, s. 1.)
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115-37. Subjdéts taught in public schools. -- County and city
boards of education shall provide for the efficieut teaching in each

rgrade of all subjects included in the outline course ¢f'study prepared ' .-

by the State Superintendent of Public Instruction, which course of- study
shall include instruction in Americanism, government df the Stdte of ,
North C::inlina, government of the United States, fire prevention, harmful
or ille, " drugs including alcohol at the appropriate '‘grade levels. _
Nothing in this Chapter shall prohibit city or county boards of education
fro:.. operating a nongraded system in which pupils are taught at their
individual learning levels. (1955, c. 1372, art. 5, s. 2Q; 1957, cc.
€45, 1101; 1969, c. 487, s. 2; 1971, c. 356.) .

115-146. Duties of teachers getierally; principals and teachers may
use reasonable force in exercising lawful authority. ~-- It shall be the
duty of all teachers, including student teachers, substitute teachers,
voluntary teachers, teachers' aides and assistants when given authority
over some part of the. school program by the principal or supervising -
teacher, to maintain good order and discipline in their respective schools;.
to encourage temperance, morality, industry, and neatness; to promote the *
health of all pupils, especially of children in'the first three grades ,
bv/providing frequent periods of recreation, to supervise the play acti- -
vities during recess, :and to encourage wholesome exercises for all chil-
dren; to teach as ﬁhoroughly as they are able all branches which they
are required to teach; to provide for singing in the school, and so far N
as possible to give instruction in the public school music; and to enter
actively.into the plans of the superinteddent for the professional .growth
of the teachers. Teachers shall cooperate with the principal in ascer-
taining the cause of nenattendance of pupils that he may report all vio-
lators of the compulsory attendance law to the attendance officer in
accordance with rules promulgated by the State Board of Education.

Principals, teachers, substitute teachers, voluntary teachers, tea-
chers' pides and assistants and student teachers' in the public schools of
this State may use reasonable force in the exercise of lawful authority
to restrain or correct pupils and maintain order. No county or city
board of education or district committee shall promulgate or continue in
effect a rule, regulation or bylaw which prohibits the use of such force
as is specified in this section. (1955, c. 1372, art. 17, s. 4; 1959,

c. 10165 1969, c. 638, ss. 2, 3; 1971, c. 434.)

Editor's note. -- The 1969 -amendment inserted Yincluding student tea-
chers when given authority over some part of the school program by the-
principal or supervising teacher" near the beginning of the first para-
graph and inserted the reference to student teachers in the first senterre
of the second paragraph. ST e e > )

" The 1971 amendment inserted "substitute teachers, voluntary teachers,-
teachers' aides and assistants" in the first sentence of the first para-

graph and in the first sentence of the second paragraph. : ¢

"l
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. School ofrficials do not possess absolute authority over their stu-
dents. Givens v. Poe 346 F. Supp. 2 (W.D.N.C. 1972).
’ - ’ .

- Students Possess Fundamental Rights. -- Students in school as well
as out of school are "persons" under the North Carolina Constitution
possessed of fundamental rights which the State must respect. Givens v.
Poe, 346 F. Supp..202 (W.D.N.C. 1972).

115-198. Standard coursc of studv for ecach grade. -- Upon the rcc-
pmmendatioh of the State Superintendent, the State Board of Education shall
adopt a standard course of study for cach grade in the clementary school
and in the high school. In the course of studyv adopted by the State Board,

\ the ®oard mayv establish a program of continuous learning based upon the
individuwal child"'s nced, interest, and stages of development, so that the
pro;ram has a nongraded structure of organization. These courses of '
study shall set forth what subjects shall be taught in cach grade, and
outline the hasal and supplementary books on each suvject to be used in
cach grade. - ’

The State Superintendent shall prepare ‘a course of study for each

.~grade of the school system which shall butline the appropriate subjects
to be taught, toggther with directions as to the best methods of teaching
them as guidance for the teachers. There shall be included in the course

- » of studvy for each graae outlines and suggestions for teaching the subject

+ of Americarism; and in one or more grades, as directed by the State Super-
o intendent of Public Instruction, outlines for the teaching of harmful

or illegal drugs including alcohol. .

' County and city boards of education shall require that all subjects
in” the’course of study, except foreign languages, be taught #n the English
language, and any. teacher or principal who shall refuse to conduct his
recitations in the English language may be dismissed. (1955, c. 1372,
art. 23, s. 1; 1969, c. 487, 's. 1; 1971, c. 3%9.- :

L . ’

WH_-T ABOUT THE TEACHER S HEALTH?

115-143. Health certificate: regulred for teachers and other school
personnel. -- Any person serving as county superintendent, city superin-
tendent, supervisor, district principal, building principal,‘teacher] or
any,other employee in thewpublic‘scﬁoolsvof the State, shall file in the
office of the county or city superintendent each year, before assuming

" his-.or her duties, a certificate from the county physician, -local hecalth
‘director, or other reputable physician, certlfylng that .the said person
does not have -tuberculosis in the communicable form, or other communicable
‘disease, or any disease, physical or mental, which would impair the
ability of th¢ said pergon to perform effectively” his or her duties.

The examining physician~shall make the aforesaid certificate on an
examination form supplled by the Stdte Superintendent of Public Instruc-
tion. The certificate shall be issued only after a physical examination
has been made at' the time of the certlflcatlon, and such examination
shall be in accordance with-rules and regulatlons adopted by the state
Superintendent of Public Instruction, with approval of the Secretary
of Human Resources, and such rules and regulationg may include the -~

o
|
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requirement of an X-ray chest examination.

It shall be the duty of the county or city superintendent of the
school in which the person is employed to cnforce the prov151ons of
this séction. .

Any person violating anv of the provisions of this section shall be
suilty of a misdemeanor and subject to a fine or imprisonment in the dis-
cretion of the court. (1955, c¢. 1372, art. 17, s. 1; 1957, c. 1357,
ss. 2, 1l4; 1973, c. 476, s. '128.)

"Editor's note. -~ The-1973 amendment substituted "Seccretary of
Human Resources' for ''State Health Director." .
Opinions of Attornev General. --:Mr. Harry C. Corbin, Superintendent,

Transvlvania County Schools, 40 N.C.A.G. 273 (1969).

WHAT DHOET rI'HE_‘ LAW SAY*ABOUT COMPUILSORY
ATTENDAN T2 |

115-166.* Parent or guardian required to keep child in school;
exceptions. -- Every parent, guardian or other person inthis State having
charge or control of a child between the ages of seven and 16 years shall
cause such child to attend school continuously for a period equal to the
time which the public school to which the child is assigned shall be in
session. No person ‘shall encourage, entice or counsel any such child
to be unlawfully absent from schdol..

} HOW DOES A TEA(‘IIEH GET. TENURE IN NORTH
(\ CAROTLINA? ' :

N 115-142. Svstem of employment for public school teachers. -- (a)
- Definition of- Terms..'-- As used in this section unless the context re-
qqlres otherwvise: -
- (1) Repealed by Session'Laws 1973, c. 782, s. 1.
(2)."Board'" means a city or county board of education.

(3) “Carcer teacher'" means a teacher who has obtained career ‘tatus
, as provided in G.S. 115-142(c).
“ (4) "Committee" means the Professional Review Committee created under

G.S.115-142(g) .

(4.1) "Day" means any day except Saturday, Sunday, or a legal holiday.
In computing any period of time, the day in which notice is
received is not counted, but the last .day of the period is to be
counted. o~

(5" "Demote' means to reduce the compensation of a person who is
c1a551ileﬁ*br paid by the State Board of Education as a classroom
teacher or to transfer him to a new position carrying a lower
salary. lhe'%grd "demote'" does not include a reduction in com-
pensation that pesults from the elimination of a special duty,
such as the dut&mof an athletic coach, assistant principal, or a
choral director.® o .

(6) ”Probatlonarv tea¢her" means a“certificated person, other than
a superlnLLndent associlate superlntendent or assistant super-
intendent, Who has not obtained carcer-teacher status and whose .
.ma jor responsibility is to teaéh or to supervise teaching.
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(7) Repealed by Session Laws 1973, c. 782, s. 5.

(8)- "Superintendent' means the superintendent of schools of ‘a pub-
lic school system or, in his absence, the person designated to
fulfill his functions. ° .

.(8.1)"Supervisor'™ means a person pald on the supervisor's salary
schodule who supervises the instructional program in one or
more schools and is under the immediate superv1510n of the super- .
intendent or his designee.

(3) "Teacher" means a person who holds at least a current, not ex-
pired, Class A certificate or a regular, not provisional or cx-
pired vocational certificate issued by the State Department of
Public Instruction; whosc major responsibility is to teach or
directly supervise tcaching or who is classified by the State
Board of Education or is paid as a classroom teacher; and who
is employed to fill a full-time, permanent position.

(10)Repealed by Session Laws 1973, c. 782, s. 6.

(b) The superintendent shall maintain in.his office a personnel file
for each teacher that contains any complaint, commendation, or -uggestion
for correction or improvement about the teacher. The complaint, commen-
dation, or suggestion shall be signed by the person who makes it and
shall be placed in the teacher's file only after five days' notice to the
teacher. Any denial or explanation relating to such complaint, commen-
dation, or suggestion that the teacher desires to make shall be placed
in the file.

The personnel file shall be open for the teacher's inspection at all
reasonable times but shall be open to other persons only in accordance -~
with such rules and regulations as the board adopts. Any precmployment
data or other information obtained about a teacher before his emp loyment
by the board may be kept in a file separate from his personnel file and
need not be made available to him. No data placed in the pre-cmployment
file may be introduced as evidence at @ hearing on the dismissal or demo-
tion of a teacher. s

(c) (1) Status of Teachers Employed on July 1, 1972. -- No teacher
may become a career teacher before July 1, 1973. 'To be eli-

sible to become.a career teacher on July 1, 1973, a .teacher
must have been employed by a North Carolina school systcm on
July 1, 1972, and at the cnd-of the 1971-72 school year, have
either (i) been employed by that school system (or successor
school systeﬁ if the system has been consolidated) for four
consecutive years, or (ii) been employed in a North Carolina
public school system for five consecutive years. Notwith-
standing the requirement that the period of employment must
be consecutive, a board may waive this requirement if the
teacher has taught in its school system for a total of four
years at the end of the 1971-72 school year and if, in the
board's opinion, there was good reason why the service was
not consecutive. A teacher who satisfies these require-
ments shall automatically become a career teacher on July 1,
1973, if he taught in that school system during the 1972-73
school year and was reemployed, for the 1973-74 school year.
All other teachers are probationary teachers.
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(2)

(3)

(&)

(5)

Normal Election of a Tcacher to Career Status. -- When a
teacher will have been employed by a North Carolinma public
school system fer three consecutive years, the board, ncar
the end of the third year, shall vote upon his employment
for the next school year. The board shall give him written
notice of that decision at lcast 30 days before the end of
his third year of cemployment. If a majority -of the board
votes to reemploy him, he becomes a carcer teacher on the
first day of the fourth ycar of employment. If the board
votes to reemploy the tcacher and thus grant career status
at the beginning of the next school year, and if it has no-
tificd him of this decision, it may not later rescind that
action but must proceed under the provisions of this section

for the demotion or discharge of a teacher if it decides to

terminate his employment. ~

: ' ~
1f a majority of the board votes against reemploying the
teacher, he shall not teach beyond the current school term.
1f the board fails to vote on granting carcer status but
recemploys him for the next year, he automatically becemes a
carcer tcacher on the first day of the fourth year of e
plovment

A year, for purposes of computing time as a probationary
teacher shall be not less than 120 workdays performed as a
full-time, permanent tcacher in a normal school year.

Employment of a Career Teacher. -- A teacher who has ob-
tained carecer status in another North Carolina public school
system need not serve another probationary period of more
than two yeafs, and may, at the option of the board, be em-
ployed 1mmed1ately as a career teacher. In any event, if
the tceacher 1 reemployed for a third consecutive year, he
shall automat! ically become a career tedcher. A teacher with-
carceer status,who resigns and within five years seeks to be

reemp loyed by|the same school system need not serve another

probationary period of more than one year and may, at the
option of the |board, be reemp?§§ed as a career teacher. In
any event, if |he is reemployed for a second consecutive year,
he shall cuto atlcally become a career teacher.

Ine. . ble for Carecer Status. -- No superintendent, associ-
ate suporintenfent ‘assistant superintendent or other other
school cmploye>/who is not a teacher as defined by G.S.
115-142(a)(9) is eligible to obtain carcer status or continue
in a carcer status if he no longer performs the responsibi-
lities of a teacher as defined in G.S. 115-142(a) (9).

n .
Leaves of Absence. -- A career teacher who has been granted a
leave of absenep by ‘a board shall maintain his career status.
if he returns to his teaching position at the end of the
authorized leavp.
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(d) Carecer Teachers. --

(1) A carcer teacher shall not be subjected to the requirement
of annual appointment nor shall he or she be dismissed,
demoted, or employed on a part-time basis without his or
her consent except as provided in subscction (c¢).

(2) A career teacher who has performed the duties of a princi-
pal or supervisor in a particular position in the school
.system for three consecutive years shall not be transferred
from that position to a lower-paying administrative position
or to a lower-paying nonadministrative position without his
‘consent except for. the reasons given in G.S. 115-142 (¢) and
in accordance with the procedure for the dismissal of a
career tcacher set out in this section.

(e) Grounds fotr Dismissal or Demotion of a Carcer Teacher.--

(1) No career teacher shall be dismissed or demoted or employed

on a part-time basis except for:

a. Inadequate performance;

b. Immorality;

c¢. Insubordination;

d. Neglect of duty;

e. Physical or mental incapacity;

f. Habitual or 'excessive use of alcohol or nommedical use of
controlled substance as defined in Artiecle 5 of Chapter
90 of the General Statutes.

g. Conviction of a felony or a crime involving moral turpitude;

h. Advocating the overthrow of the government of the United
States or of the State of North Carolina by force, violence
or other unlawful means;

i. Failure to fulfill the dutics and responsibilities im-
posed upon tecachers by the General Statutes of this State;

j. Failure to comply with such recasonable requirements as
the board may prescribe;

k. Any cause which constitutes grounds for the revocation of

" such career teacher's teaching certificate; or

l. A justifiable decrease in the number of positions duc to
district reorganization or decreased enrollment, provided

. that subdivision (2) is complied with.
m. Failure to maintain one's certificate in a current status.

"*(2) When a career tcacher is dismi'ssed pufsuant to G.S. 115-142 (¢)

(1) (1) abcve, his or her name shall be pWaccd on a list of
available teachers to be maintained by the board. Carccer tca-
chers whose naries are placed on such a list shall have a prio-
rity on all positions for which they are qualified which be-
come available in that system for the thrce consecutive years
succeceding their dismissal. However, if the school system
offers the dismissed tcacher a position for which he is certi-
fi~d and he refuses jt, his name shall be removed® from the prio-
rity list. '

4

(3) In determining whether the professional performance of a carcer
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(g)

teacher is adequate, consideration shall be given to regular

and special evaluation reports prepared in accordance with the
published standards of performance which shall have been adopted’
by the board. Failure to notify a carcer teacher of an inade-
quacy in his or her performance shall be conclusive evidence of
satisfactory performance.

Dismissal under subdivision (1) above, except paragraph g
thereof, shall not be based on conduct or actions which occurred
more than three years before the written notice of the superin-
tendent's intention to recommend dismissal is mailed to the
teacher.

Suspension withcat Pay.-- 17 a board believes that cause exists
for dismissing a procaiionary or career teacher for any reason
specified in G.S. 115-142(e) (1)b through G.S. 115-142(e)(1l)h and
that immediate suspension of the teacher is necessary, the:
board may by resolution suspend him without pay and without
giving notice and a hearing. '

I1f a board thinks a probationary or career teacher's performance
is so inadequate that an emergency situation exists requiring
the teacher to be removed immediately from his duties, the board
shall give him written notice that it plans to suspend him and
the reasons for the planned action. Not less than two or more
than five days after the teacher receives the board's notice,
the board shall hold a hearing on whether it should suspend the
tcacher. The hearing procedures provided in G.S. 115-142(3)
shall be made available to the board. A If the board finds it
necessary to suspend the teacher, it mav by resolution suspend
him- without pay.
However, within:five days after such suspension becomes effec-
tive, procedures shall be commenced for the dismissal of the
teacher pursuant to the provisions of G.S. 115-142(h)(1). In
the event that it is ultimately determined that grounds do not
exist for dismissal of the teacher, the teacher shall be rein-
stated immediately to his or her bosition and shall be paid for.
the period of suspension. .
N .
Professional Review Committee; Qualifications; Term; Vacancy;
Training.-- ) 5 S _
(1) There is hereby created.a Professicnal Reviev Committee
which shall consist of 121 citizens, 11 from each of the
State's Congressional Districts, five of whom shall be lay
persons and six of whom shall have been actively and continu-
ously engaged in teaching or in supervision or adpinistration
of schools in this State for the five years preceding their
appointment and who are broadly repfesentative of the pro-
fession, to be appointed by the Syperintendent of Public
Instruction with the advice and donsent of the State Board
of Education. Each member shalI/be appointed for a term of
three years except that the f;fst appointments shall be made.

4
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as follows: 40 members to serve for a one-year term, 40
} " members to serve a two-ycar term, and 41 members to serve a

4 ' three-year term. The Superintendent of Public Instruction
with the advice and consent of the State Board of Education,
shall fill any vacancy which may occur in the committee. The
person appointed to fill a vacancy shall serve for the un-
expired portion of the term of the member of the committee
whom he is appointed to replace.

(2) The Superintendent of Public Instruction shall provide for
' the committee such training as he considers necessary or
' desirable for the purpose of cnabling the members of the
committee to perform the functions required of them.
(3) The compensation of committee members while serving a; a
member of a hearing panel shall be as for State boards and
commissions pursuant to G.S. 138-5.

(h) Procedure for Dismissal or Demotion of Career Teacher.--
(1) A board may dismiss or demote a carecer teacher only upon
the .recommendation of the superintendent.

(2) At least 20 days before recommending to a board the dis-
missal or demotion of the career teacher;, the superintendent
shall give written notice to the carcer teacher by certified

. mail of his intention to make such recommendation and shall
set forth as part of his recommendation the grounds upon
which he believes such dismissal is justified. The notice
shall include a statement to the effect that if the teacher
within 15 days after the date of receipt.of the notice re-
quests a review, he shall be entitled to have the proposcd
recommendations of the superintendent reviewed by a panel
of the committee. A copy of G.S. 115-142 and a current list
of the members of the Professional Review committee sha]l
also be sent to the career tcacher.

(3) Within the 15-day period after reccipt of the notice, a
career teacher may file with the superintendent a request
in writing for review cf the superlntendent § proposed re- .
commendation by a’panel of the committee. - If no request is
made within that period, the superintendent may file his
recommendation with the board. The board, if it sces fit;
may by resolution dismiss such teacher. If a request for re-
view is made, the superintendent shall not file his recommen-
dation for dismissal with the board until a report of a
pancl of the committee is filed with the superintendent.

(4) If a request for review is made, the superintendent, within
five days of filing such request for review, shall notify
the Superintendent of Public Instruction who, within 10
days from the time¢ of receipt of such noticec. shall desig-
nate a panel of five members of the committce (at least two
of whom shall be lay persons) who shall not be employed in

Sl
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or be residents. of the county in which thc rcquost for re-

view is made, to review the proposed recommendations of. the
superintendent for the purpose of determining whether in its
opinion the grounds for the recommendation are true and sub-
stantiated.’” The teacher or principal making the request for
review shall have the right to require that at least two mem-
bers of the pancl shall be members of his professional peer
grov) .

{1) Investigation by Panel of Professional Review Commlttee, Report;
Action of Superintendent; Review by Board.
(1) The career teacher and supellntendent will each have the
right to designate not more than 40 of the 121 members of the

, Professional Review Committece as not acceptable to the tea-

. cher or superintendent respectively. No person so desig-
nated shall be appointed to the panel. The carcer teacher
shall specify those committee members who arc not acceptable
in his request for a review of the superintendent's proposed
recommendations provided for in subdivision (h)(3) above.

The superintendent's notice to the Superintendent of Public
Instruction provided for in subdivisien (h)(4) above shall
contain a list of those members of the committee not accep-
table to the superintendent and the teacher respectively.
Failure to designate nonacceptable members in accordance
with this subsection shall constitute a wdiver of that right.

(2) As soon as possible after thc time of its designation, the
pancl shall clect 'a chairman and sball conduct such investi-
sation as it may consider necessary for the purpose of deter-
mining whether the grounds for the recommendation are true
and substantiated. The panel shall be furnished assistance
rcasonably required to conduct its investigation and shall
be empowered to subpoena and swear witnesses and to require
them to give testimony and to ﬁroduce hooks and papers rele-
vant to its investigation. - ’

(3) The career teacher and superintendent involved shall each
have the right to meet with the panel accompanied by counsel
or other person.of his choice and to present any evidence and
arguments which he considers pertinent to the cons*deratlons
of the panel and to cross- examine wltnesses.

(4) When the panel has completed its investigation, it shall pre-
pare a written repoert and send it to the superintendent. The
report shall contain an outline of the scove of its investi-
gation and its finding as to whether or not the grounds for
the recommendation of the superintendent are true and substan-
tiated. The panel shall complete its investigation and pre-
pare the report within 30 days from the time of its ddsig-
nation, except in cases in which the panel finds that justice
requires that a greater time bée spent in connection with the
investigation and the preparation of such report, and report-

- that finding to. the superintendent and the teacher, provided
that such extension does not exceed GO days.
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(5) Within 30 days after the superintendent receives.the report
of the panel, he shall submit his written recommendation for
dismissal to the board or-shall drop the charges against

¢ _the teacher. His recommendation shall state the grounds for
the recommendatlon and shall be accompanied b,_a copy of the
report of the panel :»f the committee. .

. (6) Within 10 days after the receipt of the recommendation of
the superintendent and befere any formal action is taken,
the board shall notify the career teacher by certified mail
and furnish to him a copy of the recommendation and of the
report of the panel of the committee. If the career teacher |
is unwilling to abide by the superintendent's recommendation,
within 10 days from the date of receipt of the notice he
shall notify the toard which shall set @ time and place for
a hearing. The career tcacher . ghall be given at least 10
days' notice of the time and place of the hearing. If cthe
teacher does not notify the board of his unwillingness to
aside by the recommendation, the board, if it sees fit, may
.by resolution dismiss the teacher. ‘ P
(j) Hearing Procedure.--The following provisions shall be applicable
to any hearing conducted pursuant ;o G.S. 115-142(k) or (1)
(1) The hearing shall be private unless the career teacher or the
superintendent requests a public hearing. ;
(2) The hearing shall be conducted in accordance with such rea-
sonable rules and regulations as the board may adopt censis-
tent with G.S. 115-142, or if'no rules have been -adopted,
in accordance with reasonable rules and regulations adopted
by the State Board of Education to govern such hearings.

(3) At the hearing the career teacher shall have the right to be
present and to be heard, to be.represented by counsel and to
present through witnesses any competent testimony relevant
to the issue of whether grounds for dismissal or demotion \.
exist or whether the procedures set forth in G.S. 115-142 have
been followed. .

(k) Pavel Finds Grounds for Superintendent's Recommendations True and
.Substantiated.~-~

(1) If the panel found that the grounds for the recommendation

., of the superlntendent are true and substantiated, at the
hearing the board shall consider the recommendation of the
superintendent, the report of the panel, including any mino-
rity report, and any evidence which the teacher may wish to
present with respect to the question of whether the grounds
for the recommendation are true and substantiated. The
hearing may be conducted in an informal manner.

(2) If, after considering the recommendation of the superinten-
dent, the report of the panel and the evidence adduced at
the hearing, the board concl :les that the grounds for the
recommendation are true and substantiated, the board, if it

/
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sees fit, may by resolution order such dismissal.;
, c
(1) Panel Does Not Find That the Grounds for Superintendent's “{

Recommendation Are True and Substantiated.--

(1) If the parel does not find that the grounds for the recom-
mendation of the .superintendent are true and substantlaLed
at the hearing the board shall determine whether thc grounds
for the recommendation of the superintendent are true and
substantiated upon the basis of competent evidence adduced
at the hearing by witnesses who shall testify under oath
or affirmation to be administered by any board member or
the secretary of the board.

(2) The procedure at the hearing shall be such as to permit and
secure- a full, fair and orderly hearing and to permit all
relevant competent evidence to be received therein. The
report of the panel of the committee shall be de'med to be
competent evidence. A full record shall be kept of all evi-
dence taken or offered at such hearing. Both counsel for the
system and the career teacher or his counsel shall: have the
right to cross-examine witnesses.

~

(3) At the request of either the superintendent or the career
teacher, the board shall subpoena any witness residing
within the State to appear at the hearing and testify. Sub-
poenas for witnesses to testify at the hearing in support

of the recommendation of the superintendent or on behalf of
the cereer teacher shall, as requested, be. issued in blank
by the board over the signature of its chairman or secretary.
The witnesses shall :be entitled to receive the same mileage
and per diem as witnesses called in civil cases in the
State, but the board shall not be accountable for the wit-.
ness fees of more than 10 witnesses suprenaed on behalf

of the career teacher. »

(4) At the conclusion of the hearing provided in this section,
the board shall render its {ecision on the evidence sub-
mltted at such hearing and not otherw1se.

(5) The findings and the order of the board following the hecaring
shall be in writing and a copy shall be" serVed upon the career
teacher. A record of the proceedings shall be made avai-
latle without charge for the use of ‘the career teacher in

che event he wishes to appeal to the superior court.

(m) Probationary Teacher.-- ' o .
(1) The board of any public” school system may not discharge a
probationary teacher- during the school year except for the
rcasons for and by the procedures by which a career teacher
may be dismissed as set forth 1n subsections (e) and (h)(l)
above.
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(2) The board, upon recommendation of the superintendent,, may
refuse to rdnew the contract of any probationary teacher or
to reemploy any teacher who is not under contract for any
cause it deems sufficient; provided, however, that the cause
may not-be arbitrary, capricious, dlscrlmlnatorv or for per-
sonal or political reasons.

(n) Appeal.-- Any tcacher who has been terminated by action of the
board after a hearing pursuant to subsections (k) or (1) shall
‘have the right to appeal from the decision of the board to the
-Superior Court.for the judicial district in which the teacher
is employed. The appeal shall be filed within a period of 30
days after notification of the decision of the board. The cost
of preparing the transcript shall be borne by the. board.

(o) Resignation.-- No teacher may resign without the-consent of the
board except upon 30 days' notice. Provided, however, that
giving notice of resignation within 30 days preceding the be-
ginning of the school year shall constitute grounds for the
revocation of a teachér's certificate for the remainder of that
calendar year or school year, in the dlscretlon of the State
‘Board of Education.

There are no vested rights in regard to reemployment of public school
teachers. Johnson v. Branch, 242 F. Supp. 721 (E.D.N.C. 1965), rev'd on
other grounds, 364 F.2d 177 (4th Cir. 1966) (decided prior to the 1967
amendment to this section). -

Right to Employment for Another Yecar Is Distinguishable from Dis-
missal for Cause. -- The right to be employed or reemployed for another
school year is to be distinguished from the problem of dismissal of a
teacher for cause. Johnson v. Branch, 242 F. Supp. 721 (E.D.N.C. 1965),
rev'd on other grounds, 364 F.2d 177 (4th Cir. 1966) (decided prior to
the 1967 amendment to this section). . ’ .

Reemployment of Teacher is Discretionary. -- The decision to reemploy
a teacher in North Carolina for a subsequent school term is a matter of
discretioh vested in the principal, who makes the recommendation to the
superintendent and board of cducation which approve it. However, pro-
fessional personnel are not at the mercy of any whimsical or arb.trary
decision school administrators or a county board of educatlon may care
to make regarding their retention or reemployment. Wall v. Stanly County
Bd. of Educ., 259 F. Supp. 238 (M.D.N.C. 1966), rev'd on other grounds,
378 F.2d 275 (ath Cir. 1967) (decided prior to the 1967 amendment to thls
section). !

But School Officials Must Act In Good Faith. -- Those connected with
school administration including the county boards of education and school
principals, must act in good faith and not arbitrarily, capriciously, or
~without just cause or be activated by selfish motives. Wall v. Stanly
County Bd. of Educ., 259 F. Supp. 238 (M.D.N.C. 1966), rev'd on other
grounds, 378 F.2d 275 (4th Cir. 1967)(decided prior to the 1967 amendment
to this section '
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// v DO YOU KNOW SCHOOL LAW?

by ,
Claire Mamola

1

¢

/
Take the test on this page before you read the answers given on' the next page.
See how much you "don' t" know about laws which govern you as a teacher.

1. A career teacher is a person who: 6. A problem with the appeals proced-
2. has just retired from teaching ure established by law is that:
b. has been hired for a secend con- ’ -a. 1t is very, very expensive for,
secutive year of teaching the teacher
c. has been hired for a fourth con- b. it can take a long time
secutive year of teaching N ' c¢. 1t has not been modified for a
d. has been teaching long enough to very long time
be eligible for a pension . d. all of the above
2. The file on each teacher in the super- 7. 1f a career teacher loses a job be-
"infendent's office: . cause of a justifiable decrease in the
a. contains only letters of complaint . number of positions due to district
b. 1is open to the public at all times reorganization op declining enroll- .
c. 18 never open to the public nor to _ment
the teacher ) a. he must look elsewhere
d. 18 readily available to the teacher b. -he can expect another job within

-the same school within two years
c. he 'will be placed on a list to

have first preference of avail-

able jobs over the next five years

3. After a teacher's probationary period is
over, if he hears nothing about his status
as g career teacher but has received a
contract, he may assume:

a. he is now a career" teecher - d. he will be placed on a list to

b. he has been dismissed have first preference of avail-

c., he mst wait two years to claim = - . able jobs over the next three years
career teacher status . 8. No teacher may resign without the

d. he can never be.a career teacher consent of the school board within

how many days preceeding the begin-

4. Career teachers may be dismissed for ning the school:year?

whicH of the following?

a. failure to comply with all require- ;' Zg
ments of the school board '
c. 10 ‘
b. physical or mental incapacity 4. 30 . ;
c. taking more than three sick days a ' . :
year ' . .. 9. North Carolina school law specifically
d. all of the above ‘ ) warns about discrimination against:

_ 8. women
b. beginning teachers
c. black teachers
d. older teachers

5. 1If a career teacher appeals dismissal,
the first step is that:
a. he may take his case to the Pro-
" fessional Review Committee

b. he may take his case to the Su- 10. Teachers in North Carolina must be
pertor Court specifically tested for:

c. he may take his case to the State . a. psychological attitudes tolhard
Department of Public Instruction oo children

d. he may appeal to the U.S. Commis- b. tuberculosis .
sioner of Education * c¢. hearing problems

d. "none of the above

Reprinted from North Carolina Education. Vol.5,.no.1, Septemter.1974, Pages 14315T

The author wishes to call the reader's: attention to the use of the term
"he"; this reflects an error which two years later, she would certainly
correct and change to "he/she".
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School law 1nf1uences and affects your teachlng position every day.
How much do you know about basic school law as it pertalns to your da11y
teaching and to your carcer?

Try the'quiz on the preceding page based on excerpts from the Public
School Laws of North Carolina. The quiz is designed to test elementary

~able timpes,

notifie

aspects of school law as %hey pertain to educators.

The answers to the questions are contained below:

(1) A career teacher in North Carolina is one who has been employed in
a public school system for three consecutive years and who has been re--
hired by the board of education for the next year. A teacher wdxking
toward tenure is termed a probationary teacher’ Also mentioned ¥n the law
are substitute and temporary teachers, who are not eligible for tenure. ' In
our state principals are eligible for tenure but superintendents are not.

(2) N9rth Carollna state law does not specify any one ‘mechod by
which .the probationary teacher is to be-evaluated on the way to careern
teacher sjﬁtus. School boards may establish their own forms and proce-
dures. There is a provision in the law which makes possible on-going
evaluatlo'“sf teacher performance, however. A file on each teacher is
kept in the superlntendenc s office, containing signed suggestions,
letters df complaint or of:-praise. The teacher has the right to add writ-
ten comm¢nts of his own relative to the materials.in his file. According
to the law, the file is available for the teacher to see, '"at all reason-
" and it is not automatically available to anyone else. 2

&

(3)] The probationary teacher who has been teaching for three years
and who |has received a contract.for the following year without being
specifically concerning his status as a career teacher, may
assume that he is no% a career teacher based on North Carolina law! This
provisipn of the law protects the teacher in the event that the sehool”
board 1# lax regarding de51gnat10n of career teachers.
i -

(4) Career twzachers may be dismissed for physical or mental inca-
pacity. They are enjoined to comply with all reasonable requirements of
the school board. ‘There are a number of additional causes for dismissal
including: inadequate performance, immdrality, insurbordination, neglect
of duty, habitual and excessive use of alcoholic beverages or drugs and

_conviction of a felony or a crime involving moral turpitude. A person

advocating the uplawful overthrow of the government of the United States
or of the government-of NOrth Carolina may be fired. If a teacher's
certificate is revoked for valid reaspns, the teacher can be dismissed.
Ignorance of the law is not a defense, for the teacher is enjoined to
fulfill the responsibilities and duties given to teachers by state law,

¢ or face p0551b1e dJsmissal



(5) The Professional Review Committee was created to hear, appeals
from career teachers. The committee is composed of eleven citizens from
-each Congressional District. Five of the individuals from each district
are lay people and thel remaining six are educators. All “committee members
are appointed EX the Superingendent of Public Instrction with the advice
and consent of "the State Board of .Education. Committee members reviewing
a particular case must not be employed nor live in the county in which™
the teacher contesting dismissal works. -

, L
(6; A problem with the appeals procedure is that it can take a long
time, perhaps as long as a year, for the due process established for the
Professional Review Committee to be completed. In the course of its .
deliberations the Committee may sibpoena witnesses and demagd pertinent
written materials. Both the career teacher and the superirfendent may .
appear before the Committee with or without counsel. The prggéﬂure is
-not necassarily expensive for the teacher. ' :

(7) 1f a career teacher loses a position because of a justifiable
decrease in the number of positions due to dist:ict reorganization or de-
clining e.rollment, he is to have priority for all positions in his field
which become avaxlable in- that school system during the next threc¢ years.
“If such a career teacher is offered a job for which he is qualified within
the system and turns down the position, he loses his right to priority for
future available positions. '

a

!

(8) A teacher way not resign without thc consent of the :school board
urless he gives 30 days notice before the opening of the new school year.
Such re51gniat10n muy cause the teacher's certificate to be revoked. This
provision Ldtthé law protects-the school system against teachers JOb hopping
just before ;}e start of the academic year., (o

4 .

(9) Public school law in North Carolina specifically warns-against

discrimination to black teachers. The burden of proof is placed on the
'school‘administration\to show that failure to re-hire was not discriminatory

"in nature. In addition, black teachers changing positions within a school N
system dre not to be treated as new appllcants to the system unless all,
teachers are so treated. .

o t*) !

(10) In our state tRe teacher who fails to have a physical at the
beginning of the ngw school year, may find that his paycheck for the fﬂ¥st
month is withheld until this requirement of the law is satisfied. Teachers

‘must be tested for tuberculosis, specifically, as well as for other com-
municable diseases and 1mpa1rments

An aquaintance with basic’ North Carolina school law is necessary for

ali pub11c school personnel in the .state. If the quiz shows a lack of

knowledge about school law, there is-a remedy. The teacher may seek a copy

of the Public School Laws of North Carolina from his principal or-=super-

intendent to borrow and read.
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REGULATING STUDENT BEHAVIOR WITHOUT ENDING Uf IN COURT .

v
oy

Edward T. Ladd

Administrators of our public schools face a dilemma today which*
they've never faced before: how to regulate student behavior withour
being sued for violating students' rights or, if sued, without being
overruled in court. For at least a century, of course, lawsuits have . ,
been brought on behalf of students whom school offidials have beaten, . .
‘suspended, or expelled. Only recently, though, has the practice become
So ‘common as to play a serious part in teachers' or .duwinistrators'
day-to-day disciplinary decisions. Now there are . :1- :chool districts
where, when a student subjected to dlsc1p11nary act ion hauls the would-

‘be diseipliner into court, it no longer comes as a surprise.

In the past four or five years, school officials who have suspended
students for 'misconduct" have been sued on the ground that the suspension -
was improper because the charge is unconstitutionally vague. Officials _ L
have been sued because they have punished students for demonstratlng/
against school policies, disobeying principals' orders or advocatlng
disobedience, failing to stand during the Pledge of Allegiance, publi-
shing obscene materials, repeatedly violating no-smoking rules, and rip-
ping up a flag. Measures taken to enfqgce dress and haircut rules that
had been taken for granted since time immemorial' have been attacked
literally dozens of times in federal court. The_ searching of school
lockers without a warrant has been challenged all the way to the Supreme
Court’. While teachers have hit students who have displeased them ever
since the first public schools:opened over three centuries ago, there :
are now parents who go" to court charging that any use of physical vio-
lence against students is cruel and.unusual and hence illegal. Studerts
given disciplinary transfers from one school to another have sued to block
such transfers on the ground that they were decided upon without formal
due process, that’ 1s, that the students were not presented with charges,
allowed to bring w1tnesses, afforded impartial review, and the like.

Students suspended for obvious and flagrant breaches have sued on the
same ground.

In many of these cases the school officials have won, but in many
others thcy have lost. Courts. have placed administrators under almost
unprecedented restrictions, and in at least one recent case a court
punished an administrator for a dlsc1p11nary actlon by awarding the /
.student damages. ;

- All this is fairly widely known. What is less well known is thét
the new situation it has created goés strongly counter to a tradition
which is basic to American public school administration and threatehs .
what most conscientious administrators have always been taught to believe
is good professional practice. .Being an administrator trying to Keep
order in schoul must sometimeés seem like being a modern physician trying
to practice medicine in a country which has outlawed scalpels and hypo-
dermic needles. The new restrictions put great demands on administrators'
ttme and energy, too. The Topeka school district reported in 1970 to
the Kansas legislature that giving students due process to the'extent
required by a new state law put a heavy burden of paper work on the

L)
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schools cost money the school district couldn t afford, took au average
. of four and .a half hours of staff time per student Swspended and cailed

for legal training that school officials didn't have. No wonder that

a number .of the New York City principals are retiring early %and blaming

their quitting on the New York Civil Liberiies Union's Student Rlbht%

Project.

There is every reason to believe that in the\vears ahead the' pres- .
sure will not' lessep but increase. Even our present national concern ‘
about law and order will not halt,tpe decades-old trend toward a streng-
thening of individual liberties. Nor is there an end in %ight to young
Americans' new- found disposition to sue 1a court. They seem almost to

have become 1ike the Englishmen debcrlbed in The Pickwick Papers: When
a principal crosses them, they instinctively cry, "I'll sue him!'F
"Besides, there is now money to support studénts' suits in amounts
there never was before. Legal Aid Societies have become noticeably .
«more active in this field. The American Civil Liberties Union and its
affiliates around the country, though their litigation budgets are small,
are many tlméE*%uSler in thé field than just 10 years ago. But, much
the most important, there arp many antipoverty legal service organizations
going to bat very aggressively for what they believe to be the rights of
“children 'and adolescents liv ng in poverty. *At a dozen UanGrSltleb
around the country there 3Jre résearch and service centers backing up the
antipoverty lawyers, and some of them are especially interéstea in
broadening the legal rights of public school students. The National
‘Juvenile Law Center-at St. Louis University has already drafted a
model statute to govern high school suspensions and expulsions (at the
‘request, by the way, of the California Rural Legal Assistance office,
an antipoverty agency). The Harvard Center for Law and Education
" peddles a "Studént Rights Litigation Kit," comments on proposed legis-
lation, and points out new hills to be stormed. Last year its director,
David Kirp, wrote: -

.

The public school system punishes poor children for being

poor....It offers them no say in the running of their schools,
suspending those who dare to challenge the educational
regime....{This] punishment...is not inevitable....Legal

challenges are possible, and may even be successful.

But if the money for lawsuits against school officials comes from
outside the_educational establisﬁment, some of those inside it are con-
tributing ammunition in the form of ideas and documents. A little

. booklet published in 1969 by the National Association of Secondary
‘School Principals (The Reasonable Exercise of.Authority) has been read
and quoted by students and civil liberties lawyers across the country.

A much stronger code.of student rights and responsibilities, adopted by
the National Education Association in 1971, is adding to the pressure.
Liberal codes of students' rights adopted by New York City, Philadelphia,
Seattle, and many other systems are being examined by-students and law-
yers in dozens of other cities, as are liberal quasi-judicial rulings
from the state school commissioners of New York and New Jersey. Finally,
.a few professors of education are getting into the act, teaching and
writing about students' rights, and even serving as expert witnesses in
court challenges to school practice.

0 .
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School officials can expect, then, to come under attack for ﬁany
more of the restrictions they commonly put on students' freedom. They
may, for example, find themselves sucd for requiring.passes for trips
through the hallways, insisting that students stay on campus during the
school day, insisting on silence in lunchrooms, forbidding smoking, for-
bidding students to talk back to teachers and principals, requiring

" students to h:ive conferences, with counselors, requiring school newspaper

editors to show their copy to faculty advisers, not allowing students
to hold meetings at which no school official is present, making policy
decisions without involving representatives of the students affected by
them, and even for n~t allowing students who have been threatened to
carry weapons in self-defense. The point is not that any of thesc res-

trictions are unjustified -- Jr for that matter justified -- but that

any of them may quite possibly be cthallenged in court.

~“Furthermore, the practlces school officials use for getting stu-
dents to comply"’ w1thlrequ1rements may also be challenged, such practices
a5 insulting or abusing students, publicly humiliating them, being sar-
castic, insisting on self-incriminating testimony, searching students'
persons, keeping students after school when they have buses to catch
or jobs to report to, recording alleged misbehavior in school records,
and excluding students from extracurricular activit:. : or student coun-
cils as a-punishment. Counselors who tell disciplinary authorities
about the content of confidential counseling sessions may likewise fwﬂd'
themselves defendants in lawsuits. And so on ard on.

A large part of the panoply of disciplinary requirements and pte:-
tices is under fire 'and more of it ‘may be soon. Not a little of it has
already succumbed. Meanwhile, disorder in schools dappedars to increase.

This is a terrible dilemma. How are school! ~dministrators to deal
with it.-- other than by retiring? Ther 1is.a w.y, I believe. To

‘find it, we must understand the dilemma's underlying cauées, the forces

in which today's administrators are tossed as if in a blanket. And to
identify those forces we first must look at the rationale for the way
authority and power are distributed and exercised in the typical school.
In his important new book, The Culture of“the School and the Process cof

Change, Seymour Sarason says that "in each classroom there is a consti-

tution, verbalized or unverbalized, consistent or inconsistent...that
governs behavior." We are concerned here with what could be called the
constitution of the school. Because of its legal overtones, the term
"constitution'" is not a bad one; a still better one, perhaps, is "the
system of governance."

To understand fully the system of governance that prevails in our
public schools, it will be helpful to recall the system of governance in
the community in which these schools were born and reared. The public
school originated in Puritan Massachusetts, a colony that started out as
a private, commercial corporation, controlled by a governor and 12 di-
rectors. The inner circle, having no confidence in the judgment of
the members, kept the power tightly in their own hands. They claimed,
indeed, that a higher authority had given them the sole right to "correct,
govern, punish, pardon, and rule." Conscientiously, they endcavored to
enforce conformity in all matters they believed to,be of public concern,

which encompassed the members' religion, private lives, and pleasures,

including sexual behavior, flashy clothes, and long hair. Nonconformists
were not allowed to run for office or even to vote. Newcomers who would'
swell the ranks of the community were welcome on condition that they
accepted these arrangements and didn't try to rock the boat.
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Discipline was simple and swift, and due process of law and oppor-
tunity for appeals hardly existed. Humiliating punishments, including
corporal punishment, were routine, and brutal ones not out of the ques-
tion. Members of the community who were anti-Establishment and spoke
out unconventionally or insubordinately could be -- and often were --
expelled. 'The idea that some people were incorrigible and must simply
be gotten rid of seems to have been a commonplace.

This was the governance system within which the "01d Deluder Satan"
Act was passed. ("It being one of the chief projects of that old deluder
Satan to keep men from the knowledge of the Scriptures...it is...ordered
that every township in this jurisdiction; after the Lord hath increased
them to the number of 50 householders, shall then forthwith appoint one
within® their town to teach ail such children as shall report to him
to write and read.") From the marriage of Puritan religion and the
Puritan state, then, emerged our original public schools. Notice four
of the key principles of their common system of governance:

1. Those in authority get that authority from above, and it is
essentially unlimited except by their obligations to higher
authority and the laws created in its name.

2. Those in authority are fully responsible for seeing to it that
those below them behave correctly in every respect.

3. Those at the bottom have few rights, largely uominal ones, and
are forced to rely mainly on privileges extended to them when
they have shown acceptable judgment and behavior.

4. Since those at the bottom cannot be counted on to embrace their
role voluntarily, the system must provice for continuous inti-
midation, occasional coercion, and, as a last resort, removal.

What these four principles came to mean in- the operation of o.k
public schools and what they have meant over the intervening years re-
quires no elaboration. While through the generations there has been a
great broadening of the schools' gene pool, the traits of the original
governance system are stil! apparent. -

The Puritan community was also the setting in which the civil law
dealing with public school discipline was born and nurtured. Most if
not all of the early court decisions which became the precedents on this
subject came from local and state courts in New England and‘particula:ly
Massachusetts. A classic example is a seminal decision which directly
or indirectly has influenced almost all the subsequent decisions in this
area, that rendered in the case of Hodgkins v. Rockport in 1870:

When a scholar is guilty of misconduct which injuriously
aifects the discipline and management of the school, we
think the law vests in the [ school] committee the power

of determining whether the welfare of the school requires
his exclusion... I1f they exercise this power in good faith,
their decision is not subject to review by the court.

That the Puritan concept remains strong in school law is suggested
by the way school law specialists still commonly refer to the regulating
of student conduct .as "pupil control." h
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It is on the framework of the Puritan principles of governance that
our great public school system has grown and flourished, These princi-
ples have repeatedly been sanctioned by local and state courts, and on,
occasion by legislatures. To judge from responses to the Harris and
Gallup polls, which call for stricter discipline in the schools, they
still command.the support of a majority of the public. And they are a
central element -- often not even put into words -- of the tradition in
which school administrators have been trained, and which most conscien-
tious, effective school administrators have tried to uphold. The legal

- problems surrounding discipline todax come largely from attacks on these
‘principles, —
is no'mere chance that most student rights cases are brought in
_~federal courts by lawyers arguing from the Bill of Rights, for federal
courts and civil liberties lawyers represent in general a quite distinct
and different system of governance. This system, also going far back
"into our history, indeed into the history of England, is the Madisonian
system of governance embodied in our federal constitution and interpre-
ted over the years by our federal courts. In it the rights of indivi- -
duals, far from being left out, are central: Evervone has certain im-
portant rights, including the rights to freedom of speech and the press,
to a degree of privacy, and to due process of law. These rights don't
have to be earned; they don't hinge on the fulfilling of duties or
obligations. Nor can they be taken away from anyone, no matter how
irresponsible or stupid, how nonconformist or disruptive, he is. So
central are rights, indeed, that duties and obligations are nothing
more than means to the exercising of rights. Ultimate authority comes
not from above but from below; it is not centralized but is scattered
equally among the members of the community. Those who govern have de-
fined functions beyond which they may not go. Since everyone else has
some power, theirs is limited from all directions, and a special kind
of impartial body, the court, exists to referee conflicts. To keep the
system wotking, everyone must cemper his respect for authority with a
medasure of continuous defensiveness and skepticism.

Madison himself summed up the key principles of this system when

he wrote in The Federalist, No. X:

As long as the reason of man continueswfallible, and he is at
liberty to exercise it, different opinions will be formed. As -
long as the connection subsists between his reason and his sel f-
lovet his opinions and his passions will have a reciprocal in-
fluence on each other...

No man is allowed to be a judge :un his own cause; because

his interest would certainly bias his judgment and, not
improbably, corrupt his integrity....

It is in vain to say that enlightened statesmen will be

able to adjust...clashing interests and render them all sut -
servient to the public good. Enlightened statesmen will no:
always be at the helm; nor, in many cases, can such an

ad justment be made at all, witvout taking into view indirect
and remote considerations, which will rarely prevail over
the immediate interest which one party may find in disregar-
ding the rights of another or the good of the whole....
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If the impulse and the opportunity be suffered to coincide,
we well know that neither moral nor religious motives. can J
be relied on as an adequate control.

These principles have been applied to the governance of schools by
the Supreme Court in its most basic statement about public school stu-
dents' rights: o

N
-

The Fourteenth Amendment, as now applied to the states, protects
the citizen against the state itself and all of its creatures

-- boards of education not excepted. These have, of course,
important, delicate, and highly discretionary functions, but none
that they may not perform within the limits of the Bill of Rights.
That they are educating the young. for citizenship is reason

for scrupulous protectlon of constitutional freedoms of the
Individual. :

Federal judges and other persons steeped in the Madisonian system
have increasingly pressed our public schools to adopt that system in
place of the traditional one. That is the crux of today's difficulty.

Since for two centuries we have run schools on the Puritan system
within a broader society'run morc or less on Madisonian principles, we
may reasonably ask whether it isn't pecssible for us to continue. I
believe it is not. There is no sign that the tide of anti-authoritari-
anism pressing for change will abate. Even if it should, though, three
other considerations suggest that the Puritan system must go.

First, as our governmental strucqure becomes more and more unified,
we can cxpect that sooner or later our national governance system,
where it conflicts with a different one, will prevail.

Second, the kind of soclal envircnment provided by the Madisonian
system is inescapably much more educational ‘than the kind the Puritan
system provides. While the Puritan system conveys to the student that
he is a lesser being, not to be trusted, the Madisonian system shows him
respect. The former, with its centralized power, may intimidate him; the
latter is more likely to develop his courage and self-reliance. ‘The
former provides him with a more regimented and standardized experience;
the latter exposes him to variety, discontinuity, and stimulation. The
former restricts: his opportunities to learn how-to make decisions; the
latter casts him in the role of a decision maker. 1In short, a student
will learn better how to function as a citizen of a Madisonian society
if hkis school has been goyerned ‘along Madisonian lines. These conclu-
sions cannot be described as absolutely and firmly established educa-
tional principles, but they follow inescapably, or nearly so, from pre-
sent-day psychological knowledge, whether one's taste runs to Jerome
Bruner, Erik Erikson, James Coleman, Fritz Redl, or B.F. Skinner.

. Third, the Puritan governance system is fast losing its usefulress
for regulating student behayior, for it works only to the extent that
students come to school with a built-in tendency to defer to the autho-

. rity of their ‘elders. Essentially, they must accept the premise that
adults are right about what is best for them, must feel deeply uncom-
fortable about behaving differently from the way they are told to behave,’
and must respond when school officials appeal to their sense of shame
or guilt. To put the matter in Freudian terms, they must have a certain
type of supereg In more common language, -they must be cowed, at least
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in part. This is the way most American younyg people of the past used to
be, and it ptov1ded the underlylng basis for keeping order i:.'school, as
anyone over 30 knows.

Cowing a young person, however, is a process that takes per51stent
pressure over the early years of his life. Hence it can be achieved
only by -his family, not by the schocl. But, today, for better or worse,
fewer and fewer families are cowing their ch11dren :

The other day a l6-year-old student shook his finger in the face of
a teacher of my acquaintance. When she said to him, "Don't you shake
your finger at me like that," he retorted, "It's my finger, and I have a
right to shake it if I want'" Such a degree of self-assertiveness (or
arrogance) was rare just a few years ago. Few of us would have dared
to talk that way to a teacher or would have ‘had classmates who dared to.
Yet nowadays that kind of thing happens constantly. . And it 1is usually
the students most likely to get into trouble, those whose behavior the
school most wants to regulate, who are the least cowed.

School offi:ials, then, can no longer count on regulating the be-
havior of obstreperous kids by intimidating them. As Superintendert
John Letson of Atlanta said recently, "If the students and authorities
are on separate sides, look out! The authorities will lose every time.
A sad, but no longer rare®spectacle is the school principal who used to .
keep order with reprimands, threats, and punisbments, but who finds them
ineffectual today and becomes frustrated and angry.

That's not the whole story, however. Students who aren t cowed and
are nonetheless subjected to threats and punishments tend ]ust because
they aren't cowed to respond to what they view as attacks on them with
hostility and aggression: - The very actions intended to improve their
behavior make it worse. Even when cracking down brings 'these students
into immediate compliance, it produces more trouble in the long run.
Superintendent Robert Findley of Glen Cove, New York, says the "stupi-
dity of the high school situation," especially rigid rules like "having
to have a pass to go to the toilet," are the major cause of high school
riots. And, remember, no amount of cracking down by itself will bring
these young people around. For the growing number of students who come
to school self-assertive, then, the Puritan governance system is doomed
to be not only ineffective but counter-productive.

Both  the fact that the Puritan system is educationally inferior
and the fact that it is no longer very effective for keeping order-have
legal overtones.

Because the law requires that the school educate students properly,
students have a legal claim to be dealt with educationally. In principle,
then, a school official who attempts to maintain order with rules or
practices which are countereducational, or are less educational than they
might be, is not discharging his legal obligation. This is not to pre-
dict that if students sue on this ground alone they will win in court.

It is to say that such lawsuits may well be brought and that they might
be won. I know of two haircut cases which were argued in federal court
partly on the basis that the regulations constituted affirmative educa-
tional malpractice. The concept of actionable educational malpractice
is strange and new, but antipoverty lawyers have a tendency to bring
suits on just such strange, new bases. :

School officials are also required by law to regulate certain as-
pects of students' conduct and to do so effectively. Professor Goldstein
of the University of Pennsylvania calls this one of the school's "host"
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obligations. 1In a situation where traditional Puritan governance approaches
are ineffective, and wher. th e is no reason to expect them to be other-
-Wise, a school official who rvlies on them alone and hence fails to keep
order is plainly derelict in his duty. He is all the more vulnerable ,
in the face of abundant recen: studies concerning new involvement approaches
and "behavior nodification" tcchniques that can be very effective indeed.
The ineffective practices associated with the Puritan governance system
may not.be upset in the courts very soon, but they might.

The way out of the dilemma is fairly clear, I believe, but far from
easy. Simply replacing the Puritan system with the Madisonian system
will not do, of course. School systems are not democracies -- Madison
would have said 'republics" -- but are agencies created by the citizenry
at large and accountable to it, while partly accountable, too, to the
students they are intended to serve. The school's governance system
can be a modified Madisonian system, however, with many rights and
powers guaranteed to students, yet with some powers reserved to school
officials, the representatives and employees of the public. The actual
division of power between school officials and students should vary, it
scems, depending on the students' ages, so as to allow for the range

from the very young to 17-year-old adults on the verge of full citizenship.
As little children grow older, the governance system should radically
expand their rights and prerogatives and radically decrease -- nearly
to the vanishing point -- the restrictions and requirements unilaterally
imposed on them, just as many families brnaden the prerogatives of their
growing children and adolescents. year by year, likewise cutting back on
autocratic restrictions. Cutting back on.school-imposed restrictions
does not mean that students necessarily become freer. It means, more
. likely, that as they grow up more and more of the restrictions on their
g freedom are restrictions they have accepted by their own choice.
. About pferogatives it should be pointed out that having real pre-
. rogatives is much more than being involved in decision making in only an
‘advisory capacity. Valuable though such involvement may be, it does
not take the place of having the latitude to make final decisions, and
thus to make one's own mistakes and achieve one's own successes.

- Unfortunately, however, today's school law not only makes no provi-
sion for giving students power or prerogatives but implicitly prohibits
it. As one liability case after arother reveals, it often prevents tho
school from allowing students to play on a playground or hang .aroun
together, after lunch without a supervisor standing by tc intervenc should
any roughness threaten. Recently the California Supreme Ceurt, in &
decision involving a high school senior, said:

Supervision during recess and lunch periovls is requircd, in part,
so that discipline may be maintained and student cownduzt gpogularea
--.-Adolescent high school students are not adults and srould Lot
be expected to exhibit that degree of discrezion, judgment, nad
concern for the safety of themselves and others which we asso-
ciate witn full maturity....Boys of 17 and 18 years of age....

are not accustomed to exercise the same amount of care for their
own safety as persons_of more mature years....[A] principal

task of supervisors is to anticipate and curb rash student beha-
vior.. (Dailey v. Los Angeles Unified School District, 1970)
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Such a view seems somewhat anomalous in a state where a year later
one of the houses of the state legislature was to vote to define 18-
year-olds as in every sense full-fledged adults, but it reflects. a.
general legal barrier to converting the schools to the Madisonian system.
As attorney Thomas ‘A. Shannon of the San Diego school district told a-
Senate committee on education in Sacramento, the law today works on a
double standard. This being so, it seems clear that new statutory pro-
visions are needed to allow school officials to turn over to students,
espedially older unes, significant portions of the regulation of their
own conduct and of the general decision-making about school affairs,
including student publications and the expenditure of certain funds.

It is another key feature of the Madisonian system that rights and
duties are reccrded in writing. Many school systems have written state-
ments specifying students' duties vis-a-vis the school, and some now have
statements of students' rights though none that I know of ties duties
ror rights to age, and few even begin to place them on ascending or des-
cending scales. The same holds for the several state board documents
spelling out students' rights. Only one document, to my knowledge,
affirmatively and explicitly spells out schocl officials' duties toward
students. . ‘ . :

During the interim, while new disciplinary approaches are being
introduced and new legal instruments created, our school administrators
are hardly to be envied. Others, however, can holp. Members of the
public, especially wnarents, can press school administrators and schocl:
boards to adopt and implement statements of students rights. New York,
Philadelphia, Rochester, Montgomery County (Maryland), Cleveland,
Evanston, Minneapolis, Seattle and many other schoel systems have already
done this; the Ohio state school board and the California state legis-
lature are considering doing it for all public schools in their respec-
tive states. Those who know tcachers and students can stir them up to
insist upon a new distribution of authority and power in the schools and
support them when they do. Professors of law and education in particu-
lar may be prevailed upon to turn their attention and that of their
students to the creation of new legal and educational forms consistent
with the Madisonian system. R

With plenty of help -- including some strong pressure -- and with a
bit of good luck, administrators will probably be dble to extricate
themselves from their dilemma, to the profit of us all, but especially
of the students in our schools. /
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STUDENT EVALUATION OF MODULE

Please circle the appropriate information:

MODULE 1 11 111 Iv v VI

Level of competency worked for this module: A

1. Did working in this module capture and hold your i

/1 | /2 /3

low L -

2. Did this module serve your career gg

/1  n /4 /5

low

high

3. Were the readings and act sate level of difficulty for y

/1

low

/5

high

4. Has this module s y to know more ‘about the topic?

__ /4 /5

high

/4 yE

high

TURN IN AFTER COMPLET™WC MODULE . "

-~
-t

[
Ge

266




STUDENT EVALUATION OF MODULE

Please circle the appropriate information:

MODULE 1  II  III IV VvV VI
\\\\ Level of competency worked for this module: A B c
\ H
\, ' :
\\ . R .
1. Did working in this module capture and hold your interest?
\\ ' . . /
Ry /2 /3 /6 /5

low ' : : high

2. Did thisimodule serve your career goals?

[i \ /2 /3 [4 /5
low \\\ . high

3. Were the readingé\and activities of an appropriate level of difficulty for you?

\

\,

? n o

/1 /2 /3 A /s,
low N K . high

4. Has this module stimulated your curiosity to know more about the toﬁic?

/1 /2 j /3 . b J5.
low o . . high

5. My overall reaction to this module.

- .

/1 72 /3 - /4 /5
low ‘ _ : g - high

[y

Suggestions for improving

TURN IN AFTER COMPLETING MODULE

-
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COURSE EVALUATION OF EE 3010 AND SE 3040 STUDENTS 1IN MODULARIZED
EDUCATION CLASS: -PUBLIC EDUCATION IN THE UNITED STATES

Note from the instructors-
. < .
A thoughtful, detafiled, totally honest response to these questions will

‘help us as we plan for next term. Please complete this evaluation and’
turn it in at the center.

(THE SURVEY HAS NO EFFECT ON YOUR GRADE).

/

NAME

MAJOR

1. Grade you are contracting for in this cé
change during the term and contract for =N

If your answer is ;yes, why have yo

2. Would you recommend this course

No
‘Why or why not?

/

3.  You will soon be teag/fR ' Qianize and teach a cpufse in
this manner? »

Yes No

‘ iy X Weanize and teach a_part of a course
in this mafiner? 3_ . y- or-why not?

@atisfied with the course content?-
' Adequate Poor

) . 2 :\3
Ared to classes not taught in this manner? ’

usual classes




v

7. On the whole, were you satisfied with the method of course organization,
i.e., modules, contracts, etc.? '
Excellent Good Adequate Poor

8. Method of course organization as compared tc classes not organized in
this manner. ' '
better than usual classes .
about the same as usual classes
) poorer than usual ﬁclasses .
(R T

9. On the whole, wq}é;you satisfied with ‘'your individ th
N the instructors? Y%i NG, - Why or why mnot?
o N :..R R : g .
' more )
.about the same
10. Was there Less .. inter And the ,
* much less: :

instructors- as compared to otheg

11. Lre you satisfied with your gra;’. ;Jng of the work you've done

12. If a more informal cZTNEN 0T e Mjinstead of thé formal contract
1% : pt? Why or why not?

13. If you could /R ol 1 Wrange SORer pért_ of your life (husband/wife,
: ) o friend/friend, lover/self) relation-
act basis? Why or why not?

14. . Ou g nts flexible enough to meet student needs? *

15. enough to meet Student needs? Yes No

: .
[ were team teaching another course in a traditional
take it from them? Yes No.

16.

'
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N
COURSE EVALUATION OF EE 3010 AND SE 3040 STUDENTS lN MODULARIZED
EDUCATION CLASS: PUBLIC EDUCATION IN THE UNITED STATES

e -

Note from the instructors-

A thoughtful, detailed, totally honest response to these gquestions will
help us as we plan for next term. Please complete this-evaluation and
turn it in at the center. . / :

(THE SURVEY HAS NO EFFECT ON YOUR GRADE)

; NAME p
. .MAJOR . ] - L 0
1. Grade you are contracting for in this course . Have you had to
change during the term and contract for a lower grade? Yes_ No

If your answer is yes, why have you had to "contract down?"

. I'd

2. . Would you recommend this course to a friend to take? .Yes No
Why or why not?

A T i
3. You will soon be teabhing. Would you o:ganiie and teach a course in..-
' this manner? = " - - -
Yes ' Ne__ . Why or why not?
1 3
4, If your answer was no, would you organize and teach a Qart of a tourSe
in thlS maner?  Yes No___ Wh; or why,not7 3
5. On the whole, were you satisfied with the course content? S
"+ Excellent Good__ Adequate_- Poor Y
- N R :"
6. Course content as compared to classes not taught in this manner? f’%f(“

3

better than usual classes
about the same_as usual classes
poorer' than usual classes

342 | . ~
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7. On the whole, were you sutisfied with the method of course organization,
i.e., modules, contracts, etc.? ]}

Excellent Good Adequatu Poor

‘8. Method of course organ12at1on as, "ompared to classes nbt organized in
‘ this manner.

better than usual classes

__about .the same as usual classes
poorer than usual classes

much :less

9. On the whole, were you satisfied with ynur individual interaction w.
the instructors? Yes No Why or why not? .
more
about thé same
less . ,
10. Was thire — interaction between yourself anc the

‘instructors as compared to other classes?

la
11, Are you satisfied with your grade when thinking of the work you've done
for this course? Yes__ No___ Why or why not?
‘T2, I1f a more informal covenant or agreement instead of the formal contract

had been used, would you have preferred that? Why or why not?

~

v

13. If you could, would you arrange other parts of your life (husband/wife,
¢ roommate/roommate, parents’yourself, friend/friend, lover/self) relation-
ships and roles on a similar contract basis? Why or why not?

\ \
' \

14, Are the course\requirements flexible enough to meet student needs?™
Yes No

15. ° /. the faculty flexible enough to meet student needs? Yes No

16. it the instructors were team teaching another course in a traditional .

manner would'you take it from them? . Yes No

A
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