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Available models apparently do influence childrens®
behavior. Because of this, it is important for teachers to consider
the philosophical, psychological, and sociological ramifications of
“heir teaching behavior and their organization of the curriculum and
learning environment. Teaching behavior hinges closely on the
learning environment. In this century, the learning environment {s
constantly expanding, and a confluent, pluralistic curriculum is the
only alternative for including this environment into the school
situation. The teacher must now be initiated into this new type of
curriculum in order to prepare students for an expanding learning
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laboratories, schools, and the community. Team teaching, special
projects, and open-plan schools are being investigated. The methods
courses focus on problem solving and creative expression.
Self-evaluation by students in these coursas promotes self-conftidence
and emotional growth which is necessary to facilitate change in
curriculum. (BRB)
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INTEGRATED CURRICULUM IN METHODS COURSES

1f a person assumes some validity in the cliche "a
teacher will teach in the same manner in which he was
taught,” then perhaps those of us in teacher-training should
critically evaluate our methods courses. Acoording to
Bandura, Mischsl, Wolpe, an’ others of the social-learning
school of paychology, available real-life and vicarious
models strongly influence the manner in which a person.
behaves. Bandura, for example, has shown that a movie
with adults displaying anger and .iqg'xnlion will elicit
increased levels of angry, aggreasive behavior from children.l
Joseph Wolpe, a psychiatrist, frequently uses models to
demonstrate the behavior he wishes his patients to adopt.2
Because these men and others have shown how available models
affect learning, it may be argued that teachers-in-training
will use methods courses and methods instructors as models.

Becausa available modela apparently do influence
behavior, wa believe that it is imperative for teacher-
educators to consider the philosophical, psychological, and
sociological ramifications of their teaching behavior and
their organiszation of the curriculw and learning environment.
We may need to alter some of our current practices; to
trxansform or aven revolutiouize the curriculum we present
to prospectiva teachers; :o asaume different roles for
ourselves as professors; and to create antirely new kinds
of learning environments, both on and off campus.



Such changea may be necessary for a number of reasons.
In our rapidly changing world mass communications make it
a daily occurrence for our children to encounter a welter
of facts, opinions, values, and cultural norms. Consciously
and subconsciously they cognitively and affectively process
this kaleidoscopic flux. From this multi-~sensory exposure
our children davelop highly sophisticated views of the world-~
a4 world which encompasses Viet Nam, the Presidential election,
the IRA, local racial problems, Archie Bunker, Ann Landers,
Charlie Brown, and so forth. In addition, our children may
construct attitudes toward the world which tend to conflict
with those of their elders. Consequently, the question
centers around how a teacher can effectivaly work with these
children.

About this matter Frank McLaughlin writes:

Marshall McLuhan suggests that the twentieth-
century child is the hardest working in history
because ha must absoib more in order to master
his environment....Mass commnunications has made
his world small; he is often deeply involved
beyond his own knowing. His consciousness is
bombarded with gubliminal advertising, "hip"
philosophy punctuated by the big beat (via 45
rpm) records and by magaszines and paparbacks of
varying quality on every conceivable subject....

To be one more "fact dispenser,” one more
contributor to the welter of unrelated information
seems insanity. Yet, isn't this what is happen-
ing? Couldn't we be just one faculty member who
could stand with the student and help him interpret,
analyze, and dlscriminate what is Feamed at,
through, and around him? One person who adopts
the "lat's explore this together” instead of the
"listen and you'll learn something” approach.
Being with them doesn’'t mean being their buddy;
it means tuning into their world, finding out
where they live, nsd establishing a live base
for communication.



1f teacher-training institutions are to prepare people
who can effectivaly help children and youth handle what
Toffler terms potential “future shock," then we believe it
is mandatory to altar drastically the learning environment,
the curriculum, and the roles of professors in our methods

courses.
LEARNING ENVIRONMENT

1f we /ixe to establish methods courses that serve as
models, a revolutionary change in the learning environment
must transyire. Gone must be the days when a student
settled ir.to a chair for an hour or so to hear a professor
lecture on how to "teach science" and when an hour or two
latexr the student appeared in another sterile classroom
to hear how to "teach children music." Instead we believe
that there should be a learning laboratory in progress
continuously, open around the clock if possisle. This learn-
ing laboratory integrating all content areas should house
hundreds or even thousands of centers where ideas could be
considered with their total implications instead of being
fragmnented into science, math, English, reading, and so omn.
And no rigid time schedule should separate learning into
bits and blocks of thirty or sixty minute segments. Instead
prospoctiv..toacher. should be able to concentrate on an
idea as long as they wish and, thus, learn to cbey their
own personal learning rhythms. They could explore an interest
for a brief fifteen minutes, or they could undertake a project

that would occupy them for six months, a year, or even longer.




At the center prospective teachers would be able to
establish questions to investigate on their own; they could
read, write, discuss matters of importance (and matters of
little importance) with peers and professors, engage in
micro-teaching, listen to tape-recordings, watch films,
video-tapes, and slides, create music, manipulate art
materials, work on simulations, progress through sensitivity
training, and so forth. Because mass media, according to
McLuhan, is causing the print hierarchy to falter, we need
to think of learning in terms of the total realm of comnuni-~.
cation possibilities. Consequently, for every center that
features reading or writing, we would recommend that there
should be one that does not.

The displays at these centers should change frequently-~
daily in some cases, weekly in others. And the sensations
a student would experience would resemble the ones we feel
when we attempt to "do" the Smithsonian in a day. In other
words, the learning center should be fashioned after the
world, for it should present an abundance of experiences,
Iacts, feelings, values, and norms for students to encounter,
accept, reject, and synthesize. It gpes without saying that
no studeant would be able--or even expected--to master all that
would be presented. Gone would be the day when a methods
professor would assign three chapters on reading, and prospec~
tive teachers would feel "through® with it after they had
nastered the content. Instead these prospective teachers

would realize that for avery chapter they read, there are
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hundreds more written from entirely different points of view.
Consequently, in the learning center a student would merely
learn how to make sense out of a small proportion of the
available stimuli that he chooses to. investigate, but he
would also realize the immensity of the burgeoning world of
knowledge and feel more able to cope with it, knowing that

no knowledge is secure and that only in the process of seeking
is one secure.

In such a mind-expanding learning environment there
should be physical space for large groups to congregate, for
small groups to gather, and for individuals to find isolation
when desired. In the midst of thig parade of learning
possibilities prospective teachers should have adequate time
to imprint these experiences (to order them, to scrutinize
them, to feel them, and to come to grips with them), to
express their cognitive and affactive reactions, and finally
to communicate these reactions to others.

As Jablonsky wrote:

An effactive learning environment is a pPlace

where people have the freedom to explore a wide

variety of resources in order to find answers or

solutions to self-initiated or well-motivated

questions or problems. 4

Because the community should be considered an integral
. part of the learning center, groups of students might elect
to spend their time off campus as they work on various
projects. And instead of duplicating community resources,
the teacher-training center would use the available resources
and augmant them when possible.



A CONFLUENT, PLURALISTIC CURRICULUM

In such an inclusive learning environment the curriculum
must be confluent, combining the affective and cognitive
domains and integrating subject areas in order to provide
interactions among these elements. Confluence, such as we
are describing, might emanate from showing a film like
"Dunes " (a non-verbal filwm depicting desert sand dunes)> and
afterward following up possible tangential strains of thought.
Viewers of the film might discuss the sensory impressions of
the film and write poetry or compose music. Or students
might observe the film to determine the ecological system of
the plants and animals. Or they might view the film from the
point of view of a social scientiét and pose the question:
"If you found yourself in this area, what would you do to
provide for your basic needs?"

It is obvious that such a confluent curriculum does not
recognize fragmentation of learning. The child himself does
not fragment his world into bits and pieces, but he unifies
it and integrates it as the world assumes new meaning for
him. 1In such a curricvlum areas such as music, science,
reading, language arts, social studies, and math can merge
because the flux of ongoing experiences may lead in numerous
directions.

This confluent curriculum must also afford the student
an opportunity to deal with ambiguity. He nust, somehow,
learn that knowledge is tentative and that doubt must be a



necessary ingredient of any knowing. Yet, paradoxically, he
must learn to act disciminatively on the best knowledge and
be willing to alter his course as he progresses. Therefore,
we believe that a confluent curriculum must offer much more
than a student can handle, for he must learn to make choices,
take risks, set priorities, and implement his decisions. He
must encounter "Masrive infusions of new materials and
experiences reflective of the wide variety of human behavior,
conditions, contributions, and values which go to make up
the country and the world in which we live."® As this student
sets about the tasks he establishes for himself, he will
encounter other students who have made different decisions,
set other rriorities, and attained other kinds of understand-
ings. Consequently, these prospective teachers would come
to realiz: that other people with different learning backgrounds
sexrve as additional resources for learning.

hnother point we wish to make is that we must gsteer clear
of a monolithic curriculum. One socio-economic point of
view must not monopolize the scene; one teacher's point of
view must not predominate; one textbook should not comprize
the entire curriculum. Instead a pluralistic treatment of
cognitive understandings, values, and norms must occur. By
this we do not intend a sterile, token representation of
different points of view; we do not mean altering the percen-
tage so that culturally different people receive more space
in printed material and talk time. We do mean that students



will have intensive exposures to a diversity of pPhilosophies,
Cultures, values, norms, histories, and psychologies,
«+.Curriculum development in a Pluralistic society
must provide exposure to, and choice among a
wide variety of values, content, and experience
with protection of the student's right to examine,
criticize, and/or reject....

Often the school finds itself in opposition
to the many kinds of incidental learnings and hidden

curriculums which students experience elsewhere...,

There are signs of a dawning recognition among

educators that we must really break down the walls

between the school and the rest of the community

and invite the influences of the home, the neigh-

borhood, the religious and ethnic groups, and

even the_wider world of politics, into the class-

roml L N 3

We maintain that prospective teachers must learn to
understand others from culturally~different backgrounds, be
receptive to their cultural values, be able to relate positively
with them, and be able to accept and increase their inherent
human worth. As the teacher, emphasizing problem~solving
strategies, guides students into critical examination of
different cultures, students hopefully would realize the
ambiguity of human experience--no one person, no one group,
no one nation is ever totally right or totally wrong. In
the pluralistic curriculum of which we are speaking a student
could adopt ideas, Principles, values, and norms from many
alternatives and explore their worth for himself. We contend
' that a pluralistic curriculum should foster an openness to
experience 80 that many points of view would be accepted as

valuable and receive a broad-based support.



In this confluent curriculum students would also be
exposed to a variety of leadership styles so that they
may learn the value of each. Prospective teachers need to
recognize when it is appropriate to be directive and when
to be non-directive, to be authoritative or non-authoritative.
For example, it is appropriate for a teacher, at some times,
to precisely structure an experience and to insist that
students follow directions to the letter. It might be
advisable for a scieace professor to insist that his students
demonstrate their competence in using the metric system.
It might be incumbent upon a teacher of reading methods to
insist that his students demonstrate competence in the
diagnosis and correction of reading problems that can be
tackled by a classroom teacher. On the other hand, at other
times it is suitable for a professor to free his students
from ary restriction so that they may decide what they want
to do for themselves. And, of course, a professor should
provide many experiences between the two ends of the spectrum.
We believe that only by experiencing~-both as leaders and as
participants--a wide variety of group environments can
prospective teachers comprehend the value of different kinds
of leadership styles and learn how to manipulate their own
' teaching behavior in order to promulgate the goals they have
established for themselves and their charges. And only
throuy. experiencing these group interpersonal environments
can prospective teachers understand how children respond to

different styles of leadership and interpersonal atmospheres.
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Finally, and perhaps most important of all, we argue
that it is imperative that the curriculum be grounded in
pPersonal, emotional growth, For only as a pvrson's needs of
safety, security, identification, and esteem are satisfied,
is ne free to learn and free to help others learn. Therefore,
a person's emotions, values, and attitudes as well as his
reactions to other people and his interactions with them
must form the core of the curriculum. Individual and group
therapy-~for those who need it or request it--should be an
integral part of any teacher~training program. wWhen needed
or desired, personal growth experiences through creative
expression, communication workshops, sensitivity training,
and human relations training would receive emphasis. The
individual personal needs and desires of the student would
determine the objectives toward which he would work, and the
burden of evaluation would fall on his shoulders--although
professors and peers would provide some feedback for reality-
checking. In our opinion the main goal of a teacher-~training
Program should be to help each prospective teacher become

more self-actualizing.
THE TEACHER

In such a kaleidcscopic learning environment with a
confluent, pluralistic curriculum, the teacher must assume a
hew role. The primary characteristic of the model teacher
is that he facilitates learning. 8uch a teacher has ceased
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people vith a democratic character structure, and h
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in the utilization of community resources. We hoped by
nodelling the possibilities of a classroam without walls,
our students would be more likely to dawelop their classes
along a similar philosophy.

In order for our students to observe an
curriculum with an emphasis on human relations and creativity,
we visited to the Martin Luther King Laboratory School in
Evanston, Illineis. There the teams of teachers function ea
a collegial basis~~in contrast to the differentiated staff st
the local school.

Because aany of our prosgactive teachers wers unfamiliar
with the libraxy and its serviams, ve spent sews:al days
at the South Read Pwlic Librasy. One day the ewildren's
librarian showasd the cles: the available guides to childsea's
literature, and then our studemas spent the eatime day reading
children's boshs and disowssing them. amether éay ve held
an “open classsssn® in the libracy md est p learaing centers
where films, resscds, video-tapes, snd beoks were asvailable.
Because our studants from this .cucu. of nasthesn Indiame
are somevhat isalkated, mot physisslly bus emstienally, fasm
people of diffasam: cultuses, Ghis purséenise dag ot the
library ves dswated 0 lrerning sheut pusple e Gifferent
cultures. 7The aisseass of Migaaat BDesession & Northern
Indiana spolis te eur students ahsut whe pechiems of migrent
children in schamis) Baptiste taihed abuwt the plight of the
black man; Bessun toushed wWon the Answiwen Iadhen and she
Appalachien meumtaineer.
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Since we believe in close personal relatiems between
professors and students, we often met in Begvea's home. we
felt that this informal setting would facilitate deeper
communication among all of us. We drank caffea together,
had lunch together, sang together, listened ¢0 music together,
and met in small groups at learning centers set up in the
areas of the basement, kitchen, living room, diming room, and
around the piano. Because sometimes we did msme for extended
blocks of tims, we Aiscovered that changing ssmations and
activities helped to sustain a high level of immsgest.

Other community resources we visited imchaded: a local
theological seminary where the organist expissnnd the
mechanies and physics of the organ and Peruging fer an; the
South Bead Seheol Corporation's Curriculus Quster shase our
students ewalmated the latest coamercial mussshals: She nssxby
river bamik amd local consacvatesy where we Lwmmptresnd soms
of the ways Whase plasss asuld be wtilizsed » Presrte iategue-
tion of subject aress. As we furnished theas *@ple we hAoped
thet ows studsnts would alse be mowe likely » epesblish
their clesses on similar beliefs end astivisgas.

u-vmm“nuu,nw-
provide a flexible, conflasat, pluralistic epsmmden. we

offered & awmber of expesisncss fSexr owr vetalapta gush s
dancing, smprovisatioca, ase, ereative witing, emagmiay

music, observiang vuhvnn the senses. As S piagmuued thssugh




17

these experiences and others, we posed questions reflecting
the Gallagher-Ashner model of questioning, and most of tae
time we asked questions for which we knew no definite answers.
Instead we requested our students ta scan their own storehouse
of information, and when they needed additional material, we
suggested possible readings. For Dr. Baptiste the students
prapared a Flanders' interaction analysis so that they would
became more cognizant of the various teaching behaviors they
exhibit, subsequently being in a better position to develop
and improve their own competence in self-chosen teaching
behaviors.

Bacause we had discovered that moat of our students
arrived in our classes convinced that they "could never
teach® sciamce or music and wondering how they would ever
understand reading, we did not aim to pump them full of
content. Iimstead we concentrated on developing in these
Prospective teachers a oconfidence in thamselves to take risks,
explewe new territories, and reach out to others. In order
to foster thmir risk-taking tendencies, we emphasised a problem-
80lving approach to learning, and both of us stressed processes
such as obsexvation, inference, classification, prediction,
and so forth. Acoording to maptiste, proocess provides the
structure fer any area of investigation; it can be transferred
from one bramch of science to another; from mass media to
music. In seience, for example, Bagtiste would have his
students observe aquariums and deav inferences from their

ohssrvatiens. In awsic students had to cowmpose short percussion



pieces and decide on suitable instruments. In

prospective teachers worked with children whom

diagnosed their needs and interests, and planne
instruction and evaluation. To helé. our studen
the possibilities in an integrated curriculum, °
questions similar to the fellowing: "what kind
activities using language could you provide aft
with sciemce?” "What kinds of reading skills we
to cmmprebend this material?” “Hew could yom »
film o science amd social studies?” “"Whaat cam
musiC in comjunctasn with this peem?” ‘“How csm
this actiwity for first grafe, for f£ifth grade,
grade?” "what wowld be sows appropriate intrad
and queastions?” Pmequestly the students planmm
for the eatire gromp; these activities had to s
minimum of thwee swbject areas. 1In eur opiniem
became mere confidemt in thewmselves as they fam
capable of solving many varieties of problems im
teaching and learning.

' In addition to an emphasis em problem-e0 Iwmi
curriculum acosnted creative expressien. as 8il
commented:

++..The artificial separation ef these aspu
or modes of knowing~~the false dichotomy b
the ° tive® and “atfectiwe® demain~-ca
faeling. "IE this Ba sor thie Eamought ot
painting, dance, and the other arts ass not

to be indulged in if time is lefk over afts

b
.uua.u ?‘ education) they gye the busines
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Our students found themselves engaged in a myriad of
experiences in creative expression. Both as individuals
and in small groups, students wrote poetry, stories, essays,
composed music, danced, sang, and worked with art and film.

support this stress on camative empression, we provided
many experiences capable of involving both the senses and
emotions. Students went on trust walks, eagaged in relaxasion
exercises, viewad evocatiwe f£ilms, cbserved fascinating anst
intrigeing projects and phesmsmena imn depth, aad participated
in dramatic improvisation amd role Playimg. As a matter of
fact, almost every student im the csurse discovered that be
could write poetry.

Our curriculum offered many ambiguows situations.
Sometimes we did not know exactly where we would meet because
we altesed locamimms according to the needs of the day and
even of the hour. Students who somght detimitive right ox
wrong answers had to bacoms accustamed to owr epen-ended
gquestions. Beawsa ran her part of the ssurse on a contract
basis for which she provided sems guidedimes but Sor which
the students had to decide precisely what thay weald do in
the areas specified. BRaptiste provided a nwber of alternskives
for most of his essigmments. as for esaluation Baswen

_ Placed the primaxy responsibility opon she studemts themselwss.
_.  To guide them, she previded seff-evaluambon fewms, and oaly
. after the studemts had dealt wish e atiguity of Weir am
expesbangs, 4did she puwwids Seadhaghk. Syptdete sheowsd vidap-
tapes @ classmmmms inwhieh the Sashings vas asither cleecly
good em Sad; stmfants elgeed thar tapguy and dicowmned Whpda
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perceptions.

Not only did we try to provide a confluent curriculum,
but .e also 4Ny avenues tO expose our gtudents to |
different cultures. We spent a day at the library learning
about culturally diffemmmt people. The students spent two
weeks dealing with the @wswslopment of sensitivity to self
and to others; they reas amd discussed children's literature
focusing on culturally-skffereat backgrowmds. They listened
to music from various cmitwres and sang amd danced appropriate
numbers. They were alas amcouxaged to read such books as
The Autobiography of Malmmlm X, Manchild In The Promised
Land, Custer Died for Bmmy Sins, La Vida, Bury My Heart at

Wounded Knec. The gromg discussed dialects and language

differences and ways in which the schools oould respect these
differences without impading tbo learning procsss or stamping
on -ulf-conqu.

One day Beavem bremght slides of local migrant living
comditions to class andiused them to elicit cowments from
students. A video-tape camera caught these students as
they uttered remarks rewsleat with something known as white
racism. 7Iwo weeks latss affter our open classroom and other
studies devoted to cultmmally-differeat pocple, she confremtad
these pssspective teachews with the evidence of their ewn
Prejudice. Then she and ¢he studsmss wesked through msst of
the cognitiwe dissemanen.
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We . Jested our students to maintain a personal journal for
a minimum of two weeks and to record whatever they felt
significamt. Many claimed this experience was a positive
growth step for them. In addition, since we believe in close
interaction among peers, we frequently arranged activities
requiring students to work with partners or in small groups.
In this way close friendships among students were ab1§ to
develop. As professors, the two of us did what we could to
encourage personal emotional growth. We tried to relate to
our students on a person-to-person basis, and we tried to be
as transparent as possible. Many students did come to us
for personal counselling, and as a matter of fact, we referred
seven of the twenty to local community agencies for therapy.

Because on their initial self-evaluations many students
listed 'gaiﬂing self confidence” as a goal for themselves, wve
provided a welter of experiences designed to increase
concentration and spontaneity, vital ingredients of gelf-
confidence; we stressed dramatic improvisation, pantomime,
and dance. To increase self-knowledge, we introduced sswessl
mirrors of behavior. Baptiste used Flanders' interaction
analysis while Beaven demonstrated the utilisatiom of
transactional analysis, the CERLI method of group ahalyais,
the Seiberg method of content analysis, and other informal
inventories. |

Sincerely believing that teachers teach the way they
are taught, the two of us tried to model facilitating
teaching bshavior. We acted as facilitators not oaly to our




22

students but to each other. Meeting frequently to discuss
ideas, students, class projyects, and our personal reactions,
we were able to admit our strengths and weaknesses to each
other. Because we had complimentary strengths, we decided
to expose our students to different kinds of experiences
and leadership styles. Thus, it was that Baptiste emphasized
questioning strategies, sequancing learning, cognitive use of
film and other media, demonmkrations, lecturing techniques,
and learning theories. Beawan, for her part, focused on
personality development, affiactive learning, psychological
growth, creative expression, small-group tasks and processes,
individualization of instruction and diagnosis of individual
needs and interests. In retxospect, the two of us firmly
believe that our differemces are vitally important. Baptiste,
a black male, and Beaven, a white female, helped our students
look at various matters from mumerous points of view that
would have been impossible if two people from the same
racial or sex background were eallaborating.

And how did our students feel? One recent letter from
one of the women stated:

I want to tell you how much I enjoyed your

course. I have never had a cowmse that I benefitted

from 80 much. I am now talkkimg & course, "Principles

of Teaching,” at Columbia Yadvesmity Teachers'

College, and I find myself sefemmwing to things we

did in our class. I believe my Sellow classmates

and professor are impresasd amd surprised at some

of my experiences in owr elass.

I also appreciate the imterest you showed me
when I spoke to you of my pesscmal problem. I'm
still trying to find a g to ammept it and to

free myself from some of She seswey it has caused
me. Your course made me amare eff other aspects
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of myself that I did not know. That awareness

has been a help to me in my personal p-—oblem.

«...1 am grateful to you for opening my eyes.
In conclusion, it is interesting to note we have had similar
letters from most of our students, and we are pleased that
we were able to create a learning environment and a curriculum

that promoted such qrowth..
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