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I
FORWARD

This publication introduces teachers, pupils and educators to the
results, up to now, of a Unesco sponsored project for developing an inn¢w-
ative approach to the social science and integrated studies curriculum and
it contribution towards intermational understanding.

It includes only a selection of the experiences and activities of this
project as it has now been in operation for three years and presently in-
cludes schools in fourteen countries. The pupils that have been involved in
the programme are between 11-18 years of age. The success reported by the
teacher's who have been developing and using the approach and materials
encourages us to publicize the Eroject more widely.

The publication begins with a brief overview of the project and its
approach. This is followed by a set of guidlines directed towards the teach-
er, and should provide a sufficient basis for the experienced teacher to
try applying the approach., The final section includes a detailed descrip-
tion of a number of the curriculum units and shorter summaries of others.

The approach described here should not be looked onas a curiculum to
be applied as is. Rather, each school and teacher can critically select
those portions that may be used and, more importantly, can design those
changes called for by local conditions. Our purpose in this publication is
only to sketch out a starting point for a long process. The development of
4 curriculum must be a national and local endeavor, even for a curriculum
method that seeks a greater international outlook. We encourage the devel-
opment of translated and 'nationalized! versions of this kind of publica-
tion so that it is more useful to the practicing teachers and pupils withe
in a country. This would primarily involve decisions about the most appro=-
priate place or places for thesc kinds of learning activities within the
total school programme and the structure of pre~ and/or inservice teacher
training that may be needed.

It has often becen said that "there's nothing new in education". This
applies to the approach described here. Its various elements - the activi-
ties, materials and methods - have been tried in similar forms repeatedly
in many different settings under widely varving conditions during the last
100 years. Their use has generally brought satisfaction to both teachers
and pupils. With education, however, the fact that an approach works well
is often unrelated to its continued existence or widespread acceptance.

Today, though, there is a more widespread readiness to examine cduca=
tional practices and search for alternatives. Ve are issuing this publica-
tion as one proposal that merits consideraiion by those teachers and edu-
cational administrators who seek to integrate school learning with life and
to increase the motivation of all of their pupils for school.

ACINOLEDGEMENT

The curriculum is a coopcrative accomplishment of the following group of
teachers who attended the initial workshop:

Richard Appel, Federal Republic of Germany; S&ndor Biroc, Hungary:
Joim Colclough, United Kingdom; ingelbert Decusch, Austria; Robert lHopc,
United Ringdom; Gabriella Lengyel, Huvngary; lMargaret Miller, U.S...; George
Papaleontiou, Cyprus; Panayiotis Persianis, Cyprus; Jirina Skoumalord,
Czechoslovakia; Helga Strater, Ausiria; ond John Waddleton, United Kingdom.

They have all done much extra work - developing units, revising them
on the besis of classroom expericnces, prescnting the approach to collezgues
and working with those intcrested in using the materials.

further contributions came from those attending a 2nd workshop. Of
these, the following hclped develop additional units:
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Chris Adewole, Kenya; Afework Alemu, sithopia; Max Anyanwu, Nigeria;
inna Denesova, Czechoslovakiaj Rachel Cohen, Paris; Balquis Mohammad Din,
Pakistan; Tckeste Habiu, Eithopia; Jum Haynes, Paris; Minne Lachs, Austria;
Marcus Lincbom, Sweden; George Messiri, Nigeria; Richard Pring, United

. Kingdom and Keith Pulham, United Kingdom.
The conception, development and administration of the project activi-
ties has been the joint responsibility of Judithe Bizot, Uncsco, H.M. MUller
J Wolf, formerly with the Unesco Institute for Tducation, Hamburg, and David
Wolsk, Danish Institute for Educational Research, Copenhagen.
During the period when the approach was in its formative stages, much

was contributed to it by Barbara Ellis Long, U.S.A.
Finally, but most importantly, the actual 'spark of life' for all this

is our puplils.

ERIC

Full Tt Provided by ERIC.



ii4
.TABLE OF CONTENTS

Introduction
An Example
Key Concepts
I. ELEMENTS OF THE UNITS
A. The Experience Situations
B. The Discussion
C. Follow=-up Activities

1. Integration with School SubJect
Curriculum

2. International Exchanges

3+ Individual Study

4. Projects

a. Within School
b. Out-of-School Activities

1 Informational Studies
i1 Action Projects
Il INTEGRATION WITH THE SUBJECT SYLLABUS

Social Studies

Biology

Literature, writing, language
Physical Sciences
Mathematics

The Arts

III THE TEACHER AND THE EMOTIONS OF PUPILS

IV VARIATIONS WITH AGE AND CONTEXTS
A. Above Age Eleven
B. Below Age Eleven
C. After-school Youth Groups
D. Teacher-training (pre-service)

V. TEACHER TRAINING (in-service)
VI THE PROJECT EVALUATION STUDY

VII THE UNITS
A. Blind Trust
B. Four Hands on the Clay
C. Level of Aspiration
D. Rumour Experiment
E. Balloon in Flight

29
33
37
L2
b7



F.
G.
H.
I.
J.
K.
L.
M.
N.
O.
P.
Q.
R.
S.
T.
U.
V.
W
X.

iv

Development Education
Guilty or Innocent
Export=Import

Faces

Finger-naze Exgeriment
Humour

Ideal Group

Learning to Think
Necker Cube

Peaceful Negotiations
Roler playing

Self Concept (I am Me)- ‘-

Shifting your Viewpoint

Vhat is Man?

Passing Notes

Nesertced Island Scenario
Scenario: Cac & Mouse Fantasy
Job and Occupstion

Sex Roles and Stereotypes

LIST OF ADDITIONAL UNITS

47
49
51
52
52
53
53
55
76
55
59
60
63
63
64
65
66
68
68

69-71



. Introduction

"Education for international undersianding is ncecessary for our sure
Viva.l’ " or "iseeeeeeis a lot of meaningless words,"

Today's teachers are likely to give either answer. For the past twenty
years Uncsco has felt that the answer will come 'out' in the doing. An evere
increasing number of teachers in schools, colleges and teacher-training

. institutions all around the world aave been developing educational programe
mcs for international understanding. Unesco has co-ordinated some of these
efforts through its Associated Schools Project (Asp) by sponsoring cone

-~ ferences, publications, teaching 1ids and fellowships for tcachers.,

On the basis of these experiences, and with educational idecas and
schools undergoing rapid changes, an expanded orientation to the concept
of international understanding was looked on as havinz promisc. The mcaning
of this 'expanded concept' is illustrated by the following cxample.

Teacher: Our war with Country A ended six years ago and we have been
having Irlendly relations with them ever since,

ﬁgg%l; How can you be killing cach other one day and be friends tho
next day"

: Such a question places the class at a eritical spot. The teacher may
remember the history syllabus and ask the class to open their books to page
93 which describes postwar events, This could be supplemented with outside
reading about events that came after other conflict situations, c.g., civil
wars, religious conflicts, labor-management disputes, revolutions. The
lcsson would then ond with a discussion of some similarities and differences
between various kinds of post-conflict situations.

Alternatively, the teacher may fcel it important to have the pupil
scek nis/her answer to that question of "How?" in an cxpanded, more analyt-
ical, framework. For example, "How do human beings perceive, fecl, thinlz ar?
make decisions and influcnce each other so that killing seems right to thenm
one day, pcace another?" What can such cvents tell us about the naturc of
man and the social system?

A problem with this = in adding the analytical approach to the descrip=
tive - is that it cnormously complicates things for the teacher. Mostly,
becausc there is no single and no final answer and no stopping point, Itt!s
something like reality.

Three ycars ago Unesco sponsored a workshop for 15 teachers from
Associated Schools in 8 countries,x) They formulated an experiumental pro-
Jeet with a new orientation towards cecducation for internation understanding.
An approach was agreed upon, one which the teachers felt could deal with
the complexitiss of human behavior, socia. systems and international rclati-
onships., The tcachers worked with pupils between the ages of 11-18 and used
from 1-4 hours per weck with the approach cnd the matorials that were
devcloped and collected.

To illustrate this, we can continuc with the example above: the how
and why of war one day, friends the next. Tae approach invelves developing

- classroom situations that actively explore relationships between events
(historical and current) and characteristics of man's behaviour and social
processcs, These would include aspects of confliet and cooperation of lcader-

. ship and power, of fear and anger, trust and friendship, of misperception
and ctercotypes, communication and persuasion, of grcup bechuvior and decis-
ion processcs, of attitudes, values and helicfs. The pupils may participate

x)Austria, Cyprus, Czechoslovakia, Denmark, the Federal Republi~ of Germany,
Hungary, the United Xingdom, the United States of America.
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in a simulation-type exercise that dcvolopes cooperation and competition
between groups and then look at their own reactions and fselings and decisis.
on processes. They do a simple experiment in perception and communication
that illustrates the process of stereot¥pes; or they discuss their own
answers to the question, What is a Dane) 2 ; .
This approach to the curriculum sccks to analyze traditional subjcet -

matter by beginning with the pupil's own behavior, his personal expcriencesi
From this, tne pupiis generaIEze; they move a step back from thomselves and’
examine relationships with other expericnces and situations; they formulate:
the concepts about humeans and socicties which help {o answer those 'why!

~nd 'how! questions. One advantage from proceeding in this way is that it
tends to avoid oversimplification. From the classroom activities, which
we'lve called eerrience gituations, the pupils know the complexity of their
own behavior. ey've experienced the difficulty of describing how the
decided to do something. It's an casy stcp from this to being more cautious
about others, about big swceping statcments on wars and enemies and govern-
ments and pcople.

At the teacher's workshop that began the project, a set of 35 of these
expericnce situations (or units) were assembled. Some were written by teache
ers and staff, others collected from educational publications. They included
role-playing situations, experiments in perception, communication and group
behavior, questionnairc studies and action projects within the school and /
community, simulations and projective exercises and fantasy scenarios, /

Most of thesc cxperience activities take about 15«20 minutes; the
remainder of the class-period is used for an open-cnded discussion. The unit
may end there or, preferably, be devcloped much further through one or more
follow=up projects and/ur related experience situations, This will be cloav-
er if the recader glances through a description of one of the units at the
end ot this publication (pages 29 to 42 ).

The various units are related to the wide range of sudject matiter in
schools that covers the nature and activity of humans. The teachers who
have becn using and developing the approach have done so in the following
subjeccts: history, civics, social studies, psychology, human biology,
foreign languages, the mother tongue, literature, and integrated or gencral
studies, Thus, they use the units, thc experiencc situations and follow=-up
activities, in varying combinations and” sequences, some teachers have made
use of, or founl time for just a few of them, while others have uscd many,

The tcachers from the workshop also sclected several of the units to
be donc together, that is having the pupils exchange their results from a
unit amongst the classes in several countries, In this way, the internation-
al aspccts developed as an cextension of the pupils! own local cxpericnces,
The pupils were able to study the similarities and differences in the ro-
sults that came from presenting the same experience situation to like=-agced
pupils of diffcrent nationalities.

For example, a Danish class tape rccorded their discussion of "What is
a Danc?" and exchanged it with a Hungarian class that had written their
answers to "What is a Hungarian?" as well as their idcas about Dancs, In
the follow=-up to the exchange, toth classcs were able to sec how they look
to others, how they tend to stercotype themselvis, how misinformed werc
their ciplanations of national differcnces, and how it feels to be !'judged!
by others., This judging is what caused their biggest rcaction,

vhe approach and materials scck %o improve international understonding
by not tcaching it directly. The rcasoning behind this is as follows: for
pupilc, the teacher is a representative of the adult world. But the adult
world comes cvery day to the pupils - in newspapers, radio, telcvision,
adult conversation « with reports of wars, poverty, starvation, crime,
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corruption. The gap is. Just too wide between this kind of daily exposure
and tho few hours weekly that thc teacher is sceking to teach internati=
onal understanding.

As an alternative, this approach uses threc intere-rclated processes,
Pirst, tho experience situations and follow=up activities make morc cone
crcte and alive concepts such as co~opcration -~ competition, frecedom =
social control - power, fear - aggression - cmpathy - love, deecision
processes, and individual and group differonces iﬁagerception, communica~
tion and action. This brings the pupil into perso contact and involvee
ment with both the theory and processes of individual development, gioup
and institutional relationships. The pupils! interest in thomselves is
linked to the world around them: understanding of personal and social
reality must serve as a foundation for the pupils! own interest in in-
ternational understanding. The sccond process comes from sharing the
same .Xperience with pupils in other countrices through the international
excharges and the collection of pupils! materials. Lastly, many of the
activitics provide training in thosc social skills which are needed for
cffective participation in community and national development.

By focussing on these threc processcs the *tecachor may avoid an ine
cvitable dilemma of teaching international understanding: until the
pupil has achicved a certain level of understanding, the whole subject
is too distant and confusing to be of real interest. With no real inteore
est, what is learnced will be too superficial to constitute undersvanding,

AN EXAMPLE

The following cxample of a class doing the unit called "Four Hands
on the Clay" may help illustrate some of the processes which arc de-
scribed.

Picturc a pupil with his eyes covercd, and not allowed to speak,
sitting opposite an unknown classmatc with a large block of clay on the
table between them. He is to work together with this unknown partncer,
forming somcthing, anything, from the clay. Fiftcen minutes later the
blindfold comes off and he looks happily at the clephant he's helped
create, Around the room, others have made bowls, hecads, figures, abstract
forms and other animals. The discussion begins. He tries to describe how
the decision was made to build the elephant: that he took the initiative
but felt that his partner wasn't that plecascd. Somconc asks how the pari-
ner felt and that soon Uakes everyone off into the question of working
together with an unknown person, and how they triecd to figure out who
the partner was., "But why? Why was it important to know? What is a
stranger?" Later, a pupil asks the teacher what it was like watching
egveryonc., Scveral want 1o watch another class do it.

What has been happening in this class? They have shared an cxpericne-
cc together., They have all been faccd with 2 similar situation, onc which
has involved their action and rcactions as human beings (not as pupils
absorbing book knowledge or muscum cxhibits). They have something to
discuss ..... themselves, in commor circumstances, but rcacting individe
ually. The situation has been structured so that certain themes may de-
vcelop in the discussione. As thesc thumes develop out of personal involve-

)
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ment in the shared oxperience, the framework of the discussion can then
be broadened and concepts developed: "I didn't fecl called upon to
producc something beautiful... boceuse of the blindfold, the pressure
was off," "Called upon? Pressurc? It sounds likc you felt you didn't
have to play a role." '

"What does it mean, 'playing a role?! Do we play diffcrent roles
when we arc with different peoplc?"

"What could that mean? Is it the samc with adults (and teachcrs)?"

"What about our public officials? Is thore anything different about
how they play roles?"

"But if I folt I was making the decision in a different way beesuse
of the blindfold, and the changed role, what is it like for the politicie
an? How does he make his decisions - with the whole community looking
on, or with pressurc from his political fricnds?"

"How could we find out about this?" "I want to rcad some autobioe
graphics of politicians." "I would like help with an intecrview study."

And so on, This discussion, and follow-up work could have taken
many other directions. Depending upon the teacher and pupils and paste
cxperiences, and the syllabus, it could have been left totally free to
develop by itsclf (through group processes) or been structured by the
teacher., What's probably more important is, first, the gualit¥ of the
discussion that arises from an expericnce shared by everyonc in the
group; and, second, the way in which it produces an active personal
involvcuent in onc's own learning proccsses.

For thceir next period, the class has reccived a report from a class
in another country which has done the same "experiment". Their report
describes what happened and summarizes the discussion which followed.,
One of the pupils notices something in their report which he thinks in-
teresting: it appcars that in all cascs it was the malce pupil in the
mized pairs who felt he'd initiated the decision as to what to make fron
the clay. Yet, in their discussion summary, no one scems to have cormonte
ed on this. The class tries to rceall whether this also happened with
them and decides it didn't. They wonder about the background and mean-
ing of this difference. When they writec their report, to send to this
other school, they mention this difference and ask for comments on theiw
interpretations concerning mole-female roles in this other countyy. When
trey later find out about their nisinterpretations, they follow this up
irn two dircections: further study of male-fcmalc roles in their own and
other countrics; and the question of the meanirg and importance of the
kind of misinterpretations they had made,

This cxamplec, a compositc from several classcs, illustrates the usc
of one kind of exchange process that the teachers cxplored. The basic
starting point for these exchanges was the crecation of a common cxpericne
ce which could be shared with classcs in other countries eewee experione
ces that begin with the same directions in cach country but which may or
may not procced in a sinilar manner., In following up the discussion of
one's own classroom expericnce with comparisons from other countrics, a
wholc new dimension is added. The pupils have an opportunity to take a
situation they have expericnced and try to comparc and understand i+t frouw
a foreign point of view. They also sce how their own cxpericnces look to
foreigners who have shared the same situation. They can sce how easy oxr
difficu’t it may be to straighten out the forcigners about themsclves
and vice versa., And, they mey discover a wide range of underlying similave
itics in fceelings and rcactions.
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The approach of this unit as well as the oxporience=centercd currie
culum in general ocan be summarized by briefly discussing the key cone
cepts underlying the approach:

1. The New Social Sciences

. The rapid expansion of rescarch and publication in the social
sciences, and its inereasing applicaution to all facets of society, in-
crcases 1ts importance for the school curriculum,. Mathematics and the

. physical sciences are being applied morc now to the social scionces,
thereby widening its interdisciplinary charactown,

2, An Ixpericential Approach

The class, school and community providc scttings for direct ex-
pericnce of individual and social processes, LExperiments, demonstrations,
‘eritical incidents', interview surveys, simulations, 'projective! games,
role playing and community action projects arc some of the specific
tg%hn%%ues uscd in this approach, They are referred to as experience
situations.

3. From Deseription to Analysis

The activities, recactions, deccisions and feclings of the pupils,
teach:r and others in these expericnce situations form the basis of
open~i:nded discussions and follow-up activitics and reading. The zoal is
to huve pupils develop skills in going from descriptive to analytical
levels, to learn to generalize, to sce relationschips between different
kinds of class ana out-of=school cxpericnces., In doing this the useful=-
ness %f conccpts for organizing and remembering information becomes ap-
parent.

4. Analysis of Decision Processes

The discussion after the expericnce situation often focusses on the
multitude of small and big decisions that constitute behavior; for cxompe~
le, the variations in decision processcs from pupil to pupil, the role
of information in decisions, differences in emctional reactions when
making safe or risky decisions; and, lastly, the role of positive and
negative responses from others (actual, imagined and anticipated) on
onc's sequence of decisions,

5. Empathy

The concept of cmpathy, a fecling of oncness with another, can be

. lookcd on as having two interrelated parts: (1) a feeling of safety and
relaxation with others that comes with self-confidence; and (2) a skill
that can be lcarned: an incrcased scnsitivity and concentration on the

. totality of wverbal and non-verbal messages coming from another. Both
espects arc an important part of this curriculum approach with (1) being
developed in all the units while (2) is a more specific objective of
scveral units. :

©
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G. Acauisition and Application of Knowledfo
a) Applyinz knowlodge already learned:

In discussing theilr rcactions during the cxpericnce situations, the
pupils quickly discover that the more information and understanding they
have the casier it is to make docisions with little anxiety. This can
provide a starting point for orienting the learning of new informatic
towards its applications in school, family and working lifc. :

b) Bxtornal and internal knowledge:

A basic concept of the approach is that pupils necd held in changing
their traditional view of the relationship between themselves and knowe
ledge. Knowledge should not be looked on as tauthority!, as something
texternal! to be absorved and respeciced, as !'things! to be remembered,
organized under teacher's categorics and textbook chapter headings; but,
rather, as something ‘internal!, a tool for one's individual development,
uscful for tho decisions onc is and will be making. As such, knovledge
is best when personclly discoverod and challenged and cxamined and then
fitted into one's own individually functioning set of categories and
concepts, Plaget has used the terms assimilation and accomodation to dee
scribe this process whorcepy knowledge is internalized into perceptual,
emotional, cognitive and action proccsscs of the individual. Many of the
features of this approach arc meant to help pupils achicve this .relatione-
ship to lcarning new knowledge so that school lcarning can becone similar
to all learning.

7. The Tecacher as Fellow Investigator

We are all permancnt student ¢f human naturc and the social systom
eoee it's ncecessary for our survival, This makes it somewhat casicyr for
the teacher to work together with the pupils as an investigator. The
cxpericence situations also help since the pupils! reactions, decisions
and feclings become the starting point ¢f the discussion, thoercby die
minishing the tcacher-as-expert role., The teacher'!s role derives from
his/her greater life~expericnce and understanding of the relationships
between description and analysis, theory and data, opinions and facts,

8., Open Relationships in the Classroom

With these expericnec situations and the gencral approach, the
pupils and teacher more casily drop their limiting and depersonalized
roles. An atmosphere of openness and trust often develops. This, in turn,
results in much better outcomes from the curriculum units so thore is a

. circular prccess of increasing benefil to the class as a whole and to
the pupils! work in other subjects.

- 9., Cormunication and Cooperation Skills

Discussions and written work following <ﬁe expericnce situations
help puplils lcarn how to communicate about individual and shared cox-
periences, clearly and fully, with toth sclf-respcet and respect for
others. This is also a starting point for improved interaction processes
in the classcoom, cspecially improved co-operation (among the puplls but
also between tecacher and pupils). Projeet work in the community (informa-
tion and attitude surveys, action projects) develops these social skills

ERIC
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in a wider framework and preparcs pupils for later participation in ace
tivities concorned with community and national dovelopmont,

10. Classroon Develovment of the Approach

| Sinco this approach is quite difforent from what most classes aro
. used to, pupils cannot bo expected to fully utilize it quickly or auto=
matically. Theoy typically begin boing o bit suspicious of the tcacher's
intentions, Thus, the method itself nceds classroom discussion at several
. stages during its development, This kind of a common process analysis,
shaxred by pugils and tecacher, will integrats them into a "iearning group
and help to diminish the gap between tecacher and students, A special
unit hgf)also been designed to assist this proccss (sce Unit No. 34,
page .

B. RELATIONSHIP OF THE APPROACH TO EDUCATIONAL CONCERNS

A few comments about pupil motivation and individualized learning
arc rclevant. As teachers, we know that the pupil who is personally and
emotionally involved in lecarning something will take less time to do it,
and remember it longer, and have a greater scnse of achicvement. We also
know that examinations, grades and praise from tcachers and parcnts often
produce a high level of motivation, but only for the successful pupils.
There are also a number of pupils who truly enjoy school and learning.
However, nost of us have also becen faced with the problem of the un-
motivated pupils, those who don't do woll on exams, who genorally find
most classroom work to be frustrating and/or boring, and who fall hopo-
lessly behind the faster-learning pupils.

Ever since the sprecad of universal compulsory education, the per-
sistency and importancc of this problem has produced a large number of
attempted solutions from ability strcaming to computer assisted instructe
ion.

The present approach has demonstrated its usefulness in involving
all pupils of a class and helping to dccrease differentiations between
bright and dull and between active and shy. For many of the participating
teachers, this has been its most important outcome. Three things contri-
bute to this full participation: (1§ the expericnce situations are casy
- both the norc cutgoing, active ils and the shy ones can feel free
to participatc in their own way; ?g cveryone is on an equal basis for
the discussion since they've all just expericnced something together

- which they can describe without a special vocabulary or 'high-lovel!
thinking proccsses; and (3) the teacher is not cxamining the pupils or
looking for right answers,

Thesce three aspects concern the processes or method of the approach.
It is cqually important, in achiceving high levels of motivation, that
the foundation of the content is the pupils thenasclves. They start their
voyages of discovery piloting their own ship and seeing what happens to
their ship. They kecep rceturning to their ship for reflection and to chavt
new courses.
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In the beginning the pupils nced the toacher's assistance in uesing
the framework of thoir own individual lives - past, present and futurc =
to give form and meaning to traditional subjcet matter. The teachor
nceds to continually refer to the cvery-day decisions pupils arc, or
will be meking, and to guide the pupils through the process by which
knowlcdge of maths, history, biology, ete. gets applied to decisions
concerning schooling, oceupation, marriage, child rcaring, leisure,
gcogo?gs ctce. Therec is a more dectailed discussion of this aspeet in

ar .

A final point about sourccs of motivation concerns individualized
locarning. A class learning from a toextbook and the teacher's lessons
uges much of their time and cnergy in adjusting the structurcs of their
owvn information processing systems, their individual classification
structurcs, to the tecacher's and textbook'!s classifications. Alternativee-
ly, when an expericnce situction is uscd as a starting point, and an
open-cnded discussion follows, the pupils are, in a sonse, being left
alone to learn in their own style. They individually put in and take out
of the sicuation what they are ready for. When they follow this up with
textbooks and teachers lessons, it is with a serics of questions stated
in their own terms and linked to their own reactions to the expericnce
situation and to their individual views of their own past, present and
future lives. This is an cfficicnt learning system for all pupils. It
puts the mass of pupils who ncver will become coxperts a¥ book learning
back into the picture. For the class as 2 whole, the reduction in
frustration and boredom results in a sinilar recduction in passivity,
agression, or acting out. And the teacher with a class of 35-40 pupils
is better able to concentrate on the lecarning. The increased pupil
notivation achicved by teachers with this approach has been a central
part of its value. Obviously teachcrs enjoy their work rmuch more with a
wholc class motivated by their lcarning achievements, This has been of
primary inportance in a project developed through the efforts of the
participating tcachers.

The remainder of this docunent has scven parts. The first devclops
nore specific guidelines for the tecacher: (a) for using the expericnece
situations; (b) for assisting in thc discussions; (c¢) for developing the
follow=up activities both within and out of class and internctionally.
The sccond part suggests possible ways to integrate the units into the
traditional subject syllabus. Thc third part exanines the teachers role
and the emotions of the pupil. Part IV decals with varying the approach
according to the participants age and context; and Part V with in-scrvice
teacher=-training, Part VI gives a summary of the evaluation study and
the concluding scction is a description of the units.

. I. ELENENTS OF THE UNITS

A, The Experience Situations

Ilost of thesc rcquire very little or no advance preparation and
cquipnment. The class also nceds very little or no introduction. Generallys,
the less sald, the better: a specific title should not be given, the
concepts or themes they arc designed to illustiate should not be discusse
ed in advance, The teacher can help to crceate a uscful sense of cxcite-
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ment by organizing the activity very quickly and storting it right off.
A typlcal example: "Today we will start with somc action = a short
cxereise, call it a group dynamics cxercise., First, pleasc form into
pairs, preforably with somcone you don't kmow very woll,"

With many of the activities it is important toc sce that they have
1ittlc ond in themselves beyond providing a shared exporicnce for indive
ual and group analysis and discussion. The content is less important
than the process. The nore open the pupils arc to the activity, to their
cwn and their class-mates' feelings, thoughts and recactions,.the nore

"data" they will have for this discussion.

An atmosphere of spontancity is good. It helps to looscn up the
pupils so that they can project themselves fully into the activity. When
a situation avises where the pupils ask for further rulces, it is best to
gsay that there are no nore rules,

In some of the activities it is good for the teacher to participatc,
This can happen quite naturally where pairs or teams of four are nceded
and there are an odd number of pupils in the class. With a fow of the
activitics, several pupils may hesitate to participatc. This possibility
- should be mcntioned by the teacher at the end of his/her introduction.

A statement indicating that "it is quite natural that some pupils may
not feel like participating when the activity is something quite new and
unusual" will leave the pupils free to decide for thenselves.

Both the teachors and pupils arc often interested in trying out
some variation of the original activity or following it up immecdiately
with sonething rclated., In most cascs it is good to try out these ideas.,
The more tcachers and pupils fecl they can create and reercate with this
kind of curriculum approach, the better it will be. If the pupils arc to
fcel that they truly are the conter of the curriculun, a fixed and rigid
structure cannot be imposed upon them. The sane applies to the teacher's
creativity in using the curriculum. The instructions for cach activity
have been deliberately kept short and variations indicated to cncourage
this creativity and an cxperimental approach by the teacher.

It is also important to realize that the cxperience situations -
the games, cxXperinents, dcmonstrations, cete, - don't fail. Whatcver
happens, including the unexpected, happens beecausc of the characteristics
of the pupils, the tecacher, the school nmilieu, outside cvents, etc. No
one cxperience situation will ever develop in cxactly the same way, nox
does it need to have a singlec spceific goal. For ecxample, if a group
dynamies experiment normally produces a compettitive situation, but in
onc class somcthing quitc different develops, the pupils will be quite
fascinatcd that they didn't behave "as expected", The uncxpected reucte
ions arc what they will want to analysc. Very fruitful discussions have
often developed fron these 'failures!,

This mcans that the teacher should be open-riinded and rcady for the
uncxpected while the class is "going through" the activity. When the
activity is frec to develop with its own internal dynamics, it will have
much morc meaning for the pupils and their involvenment can reach a decper
level.

B, The Discussion

Oncce the activities arc brought to a halt, the pupils will quitc
naturally carry on their own spontancous discucsion -~ in pairs or snall
groups, It is often good to let this continuc until the pupils scen in-
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terested in céming together as a total group. When they are together, if
thoy are waiting for the teacher to get them started, a question such as
"What happened?” is usually sufficicnt (and doesn't limit thou).

During the discussion the teacher con talke many roles, It is (iffi-
cult to be specific about this sinece it depends so much on the age of
the pupils, the size of the class, the amount of time left for discusse
ions, ete. There are, however, scveral things which distinguish these
dizgu:iions from classroom discussions that arcn't linked to an experience
situation.

1) Appealing to_ the non-participatory pupil

With cveryone sharing the oxpericnce, it i1s casier to bring the
shy and generally inactive pupils into the discussion. By asking sonmc~
thing likc, "How was it for you?" those pupils who would tend to say
nothing if lecft alone can find it casy to say somecthing without cmbarrasse
nent. Pupils who usually let the "smart oncs" dominate discussions find
that they have something to say and can uake a positive contribution to
class discussion following thc expericnce situations. But they wmay nced
somec help to break out of their old habits.

2) Open=Ended

The discussion can often rzach an unusually intense and exciting
level when both pupils and teacher feel it is free to go in any dirccte-
ion. The cmutional aspects of the cxpericnce situations can induce a
nood of fantasy and humour, of anger, wonderment or plcasure, of a sudden
nced to cxpress somcthing. Sometines the things said secrn totally unre-
lated to thc activity. At other times, the relationship will be clecuier,
and understood and shared by nmany., Fcr cxample, in the niddle of a dis-
cussion following the 'Blind Trust! (page 29) activity, soneonc sudden=
ly remembered a fecling of closcness towards mankind which he had fclt
once when a baby was asleep in his arms., The class followed up the boys!
intervention by talking about the complete and unquestioning trust young
children have and the kinds of comnmion incidents which tend to diminish
this scense of trust,

In other, yct similar instances, onc pupil's point may lcad nowhere
or take the class away from what it had been involved in discussing. Vhen
this happens, both the tcacher and other pupils have a responsibility to
scc when a discussion should be brought back to an aspect of more gencral
intercst., A discussion with the class on their sharing of this respons-
ibility with thc teacher is often useful. However, this judgenent is
often difficult to make., The teacher who is accustonied to leading dis-
cussions that cover a nuwaber of important points may tend to be over-
dircctive here., But after an cxpericence situation, where the pupils! ine-
volveruient may set off a whole chain of individual thoughts, there is an
advantage to having morc frcedom., Otherwisec the individuality of the ox-
pericence is lost. Thus, to make this kind of discussion most useful, +he
tcacher should shift his/her attention from a "lesson outline" to the
upils, kecping closely in toush with their feelings. It is exhausting
work., But the rcward comes when you notice the intent face, the pupil
with a strean of thoughts running through his/her uind, whco only nceds
to gcc the tcacher waiting cxpectantly before putting the thoughts into
wordas,
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Vhen pupils experience this approach for the first time, the tezch-
er needs to be more active in asking questions to help them to develop
more conplete descriptions of their reactions to the activity, and to
have the discussion shift from a description to an analysis that probes
deeper and develops concepts, After a few units have been worked through,
the teacher can discuss with the class this structure for the discussions
and can then 'formally' propose that the class share the responsibility
for 'leading' discussions. One or two pupils could be discussion leaders
(in rotation) or the responsibility can be shared by everyone. A come
parison of results under both systems is interesting. There is also a
unit that has been prepared to assist pupils and teacher in making a
real learning situation out of the discussion (see page 71 Words and
Things). Without this kind of specific training many pupils view the
discussion as "fun" but "not learning'.

3) Focus on decision processes

The discussion will be more concrete if the pupils first focus on
the decisions they were making during the activity. This can include:
considering the processes involved in thinking of alternatives ané eli-
minating all but one; the kinds of information and previous experience
that were used in finding and eliminating alternatives; and the feelings
which result when information and past experience leave one in conflict
between alternatives or with too little information to find any satis-
factory choice. For example, in the 'Rumour Experiment' (sece page 42),
was a decision made, consciously or unconsciously, to concentrate either
on remembering the descriptive words or on building up a mental image
of the picturc from the description? Was it the same with the others?
Another example, in the 'Blind Trust'! (see page 29) experience, how did
the lcader decide to hold and guide his blind partner? In '4 Hands on
the Clay' (sce page 33) how was the decision recached about whnat to make?
Was 1t a joint decision or did one partner makec it? With such a partner-
igipa how does each onc feel when one takes responsibility for making

e dcecision?

Pupils are not accustomecd to analyzing a complex activity in terms
of the scquencc of decisions that take place. lowever, they will get
morc out of the cxperiencc situaiions when they can structure the dis=-
cussion so that it focusses on:

- the decision processcs;

- the feelings involved in making the decisions
and anticipating the possible conscquences;

- the role of feedback from onc decision on
making the next one; and

- the information used and the kinds of unknown
information which could have been useful for
the decision proccesses.

It is important to develop a framework focr the discussions in which
the decisions made in the class activity are related to the pupils! rcal-
life decisions, i.e. further schooling, occupational choice, mariiage
and family size, leisure activities and moral, religious and philosophi-
cal influcnces on actions. In this process the pupils begin to learn how
to generallze from their specific reactions to the experience situations,
to see relationships with other situations and cxpericences. Concepts
about human behaviour will be developed from this aspect of the discuss-
ion. Th: deseriptions of the first four units (pages 29 to 42) contain
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examples of this.

What omerges from this kind of discussion is a greater conscious-
ness of how knowledge is used and the anxicty that resulis when decisions
arc made with inadequate knowledge.

. 4) Developing follow=-up idcas

During the discussion, when points are brought up about knowledge
that was lacking, or when pupils have made different dceisions based on
differcnt assumptions, the pupils and tcacher can write this down.
Follow-up activities that seck answers can then be planned. For oxample,
as a follow=up to the 'Rotating Trapezoid Illusion' (seec page 71),
scveral pupils arranged to show The demonstration to six~ycar olds to
sec if i1t had the same ceffects. '

5) Sharing Experiences: Tcachers' role

Much of the teacher's contribution to the discussion should ccme
from a sharing of her/his own experiences. In a class vhere the teacher
shares experiences, the pupils will find it casicr to do the same, If
the teachor has participated in the beginning activity, this will help
her/him come into the discussion as a participant and member of the class
group rather than Just as a discussion leader, Then, when the discussion
begins to generalize from the cxperience situation, the events and de-
cisions from the teacher's own life will often be relevant., Pupils
rcalize that it's not that casy for the tecacher to share with them her/
his out-of-school existence. Seeing the tcacher make the effort will
help them in doing the same., Thus, hicrarchical structures of the tradi-
tional authoritarian classroom sctting might be overcome.

It is important to sec that the structurc of the discussion pre-
vents this from turning into a kind of personal psychoanalysis, in that
both tcacher and pupil are sharing an cxperience. There is no judgoument
or analysis to be placed on & specific or personal experience and nonc
should be offcred by the teachcr., For both teacher and pupils, personal
experiences zrc being ghared in the context of finding gencral concepts
about human behaviour (sec page 23).

6) Writing rcactions

Espceially with a larger class, it is often uscful to ask the pupils

to write dowmn their own rcactions to the cxperience situation. This may
be done before the discussion, in which case it will give cach pupil a
chance to think about himseclf in the activity before becoming concerned

. with all the other class members. The pupils sometimes want to pass
around or recad aloud what they have written., This will supply good data
for beginning the discussion. Alternatively, taking the last 5-10 minutes

. from the end of a class period for writing will cnable them to include
both the activity and discussion in their notces.

In some classes the pupils have been keeping their own diarics with
personal thoughts and reflections from the activitics. Thesc can be
cspecially useful in relating the class periods o further projcets and
rcading as well as in writing rcports., With a diary the pupils have on
the onc hand a better basis for doing normal "academic" work (recading
and writing) and at the same time this work becomes morc relcevant to their
personal interests and neceds,
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C. Follow=up Activitics
1) Intcgration with School Subject C..ciculum

Often tecachers will complete a unit within a single 1-2 hour class
period. Although, with many of the units, this is sufficicnt vime to do
the experionce situation and a short discussion, much more can be gained

> by further doveloping the ideas and concepts of a unit through a scrics
of follow-up activitics. It is in this phasc that the approazh sccks to
integrate the traditional subject matter of the 3chool curriculum with

. the questions and probloms and concepts that arise from the exporicnce
situations. In this process pupils come to appreciate that 1) lLuman
knowledge has developed to solve human problems.,...the same kinds of
problems that come up during their discussions. (Kepler had the Job of
figuring out the dimensions of wine casks with a minimum of wood for a
maximum capacity. In doing so e invented the calculus of variatiors
and found out that his ideal solution was already the onc beirng usod$.

The unit descriptions include specific suggestions for follow=up
activities; in Part II 19 there is a more general orientation towards
the wide range of 'contact points! between the traditional subjcet mat-
ter of math, blology, the physical sciences, history, foreign languages
and mother tonguc and social studies. The main features of this integrat-
ion with subject matter consist of: (1) +he development of one's undcr=
standing of personal and social rcality as a framework for defining
critical decision situations; and (2) the application of knowledge (of
all kinds) to assist onc in clarifying and making these decisions.

2) International Exchanges

The international project for which these units were assembled ine
cludes a system for exchanging results amongst the classes in diffcrent
countrigs. For example, the final drawing from the 'Rumour Clinic! (sce
page 42) cxperiment hag been cxchanged along with a summary of the dis=
cussion that followed it. The pupils thus have a chance to compare their
benaviour with others, noting and trying to cxplain similaritics and
differcnces when the same photograph is used as a starting point., In
.this case, what caused the most comment was that cven though many of the
final drawings were almost totally different from the original picturc
and from cach other, most of them had the biecyele. (Sce drawings).

The pupils can also examine and share their own sterecotypes and
stercotypcs about themselves in these cexchanges. For example, a class
in Denmark rcceives a tape recording of a discussion held in a German
class on the topic "What is a German?" (scec page 63), Beforc listening
to the recording they make their own recording: first, giving their
opinions on "What is a German?"; then, *trying to guess what the German
pupils have said on the tape; and lastly, discussing "What is a Danc?".
They then listen to the recording from Germany and, afterwards, add to
their own recording comments on the acecuracy or lack of it in their
. gucssses about what the German pupils would say.

This is one cxample of thc kinds of things which can develop from
the exchange program. Iach unit has its own potentialities. Together,
they add up to a much wider sharing of common cexperience situations. The
rupils can txy to project themsclves into the experience as it happened
in another country (sensitivity to others); then they can cheek out how
well they were able to sce and feel the expericnce from another person's
vicwpoint,
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As with other aspocts of the curriculum approach, here tco, tho
crcativity of pupile and teachers should be usced to devise all kinds of
variations on this themc and develop now themes. :

The project teachers have gencrally found it best to be linked to-
gether with two other schools and to arrange cxchangus of about 3-4
units per year. A largc collection now exists of the results from sceveral
of the most frequently cxchanged units: Balloon in Flight, Fantasy Trip,
Rumour Experiment and What is lian. It's an interesting collection of
cross~cultural data. Several cther units are especially suitable for the
exchanges: Export-Import, Films, Forcign Residents, Humour. Idcal Com~
munity, Level of Aspiration, Loaning Words, and Shifting your Vicwpoint.
(Sce Part III).

Furthor suggcestions about the framework for the international ox-
?hangos ar%7%ncluded in the desceription of the unit, Level of Aspiration
see page .

3) Individual Study

Pupils may develop their own particular intorecsts as a result of the
experience situations. The open-cnded quality of the eclass discussions
will have morc mcaning if an individual pupil (or small group) can fol-
low=up tho specific issue which concerns him/her. This gencrally involve
es 2 wido variety of information gathering approachcs; the teacher is
typically nceded to guide the pupil somewherc between oversimplifying
and going off in too many dircctions.

When the individual pupil, or small study group, is prepared to
sharc their results with the rest of the class, this can become an
occasion for ecxamining this kind of communication process itself. The
aims of the unit Shifting your Viewpoint (sce page 63) arc rclevant to
this proccess.

4) Projects

a. Within School. As the social institution with which pupils have
most contact, the school is a natural place for pupils to begin their oxe-
plorations into group behaviour, social roles, and social structurc and
functioning. However, this is often difficult to arrange and problems
can arisc. The circumstances for this differ so widely from placc to
place that one can only encourage interest and advise caution.

Onc approach which is simple and relatively trouble free is for your
pupils to get permission from another tcacher to iun one of the cxperience
situations within anothcr class. Older pupils often wonder if the re-
actions to an cxercisc will be much differont with a class of younger
pupils. Quite good icsults have been reported from doing this and it

. provides an cxeellent cituation for c¢xamining the developmental aspects
of percception, communication, action, and cmotions.

Further suggestions are included in the various unit descriptions.

b Qut=0f-School Activities. The valuc of this approuach will ob-
viously incrcase as the pupils are able to extend their cxplorations of
hunan activities from the classrocm and school to the community. Foi many
tcachcers this is difficult to arrange during schocl hours. And, if pupils
have many hours of required honmework, this also limits possibilitics.
However, there are cducational trends in many countrices towards a greate:
integration of school and community. And, in some cascs, the pupills own
entinusiasm for community studics and action projecects will 'produce! the
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time to do them. llany. schools solve the scheduling problem by sctting
aside the rogular schedule for 1l-2 wocks, working full-time on a project.
The whole school may be involved or only scveral of the classes. This
works best if there is adequate time in advance for planning and ore
ganizing; the work, and, afterwards, for following it up.

Thero are two general types of outeofe-school activities that develo
from the expericnce situations and discussions: informationnl studics an
participatory studics or action projects. For both types, three things
nced to be said: (1) morc time than one would imagine needs to be sct
aside for plamning. (2) The jupil's cnthusiasm often rosults in too large
& projcet, Thus, until the pupils have scme experience with this type of
work, the teacher nceds to be fairly dircetive and to actively assist
the pupils, A very small project, well donc, is thc best beginning., And
(3) the primary value of thesc activities comes from o combination of
pragﬁicz with theoxry, or field expericnce with classroom analysis and
synthesis,

(i) Informational Studies

Attitude or opinion questionnaires, In class discussions, pupils
(and Teachcers) often make statemonts about the attitudes and opinions of
cther groups ("Parents think pupils are irresponsible")., Whon such stato=
ments are made, they can become the beginning of an attitude survey to
get at "the facts". The first thing to decide, after the topic is agreed
upon, is the number of subjects (pcople) that will be questioned and +the
type of questionnairc or interview form +o be used. If many subjeccts,
it's bost to use a form of quecstionnaire +that immediately gives quanti-
tative (statistical) datas questions where only a "yos - no" or "agrec =
disagree" answer is rccorded; and scales; for cxample:

"How do you feel about modern music?"

dislike it like it

very much
L/ / [ / Put an X along the scalc
o 1 2 3 4 according to your opinion

Pupils should learn that the way a question is asked will often ine

fluence the answers. For cxample, peoples! opinions will scem different
. if onc asks: "do you like modcern music?" or "o you dislike modern nue-

3ic?" Onc avoids this problem by stating questions in a ncutral forn:
"What do you think about modern rusic?" Or, "which do you prefer?"

Where it is not important to question a large number of subjects,
the nupils may learn more by using open~ended questions, In thesc, the
subjccts answer frcely and their whole answer is written down or tape
rccorded. To summarize and analysc thesce answers statistically, onc nakes
up a sct of categories that apply to the answers and then goes through
the replics, counting and recording the number that fall into different
categerics, There will always be some answers which are *unclassiliable!,
These can be put into a "miscellaneous" category.
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Beforo the pupils do the survey, it is useful for them to malke
guessces about how it will turn out, to make hyputhoses about their ree-
sults, In doing this they may realize the need to make revisions in the
questionnaire or changes in the 'types! of pecople that will be cucstioned,
It is also advisable to try out the questionnairc on 5-10 pcople before
deciding on its final form.

- Community Survey. In this kind of project the intercst is in gathering
information about some aspect of the community. The kinds of surveys
which pupils have donc include such things as cducational budgets, child
welfare scrvices, water pollution, leisure facilitics and participation,
conditions of foreign workers, youth uncmployment, discrimination agaoinst
women in cmployrent, and occupational choices of pupils.

Tor most surveys of this kind it is advisatle to get assistance
from community resourcc persons who have dircct contact with the situa=~
tions being studied, It is also uscful, for obtaining cooperation, to
promisce that copics of the final report will be sent to thosc interested.
An intcresting class scssion can occur by asking a rclevant person in
the community to rcad the report and then discuss it with the pupils.

In many cases the value of a survey will be increased when the pu~
pils can compare their community with others, cither closc-by or in a
foreign country. Arrangements can oficn be made for joint studics but
adequate planning time is essential.

(i1) Action Projects

An action project will put pupils in working contact with the in=
stitutions of our society and the pcople who arc connected to thesce ine
stitutions, both the officials and the rceipicnts (pensionists, unwed
mothers, the sick, forcign workergs, cte.). A 1list of suggested kinds of
projects is placed at the end of this scetion. These projects can ful-
f£ill several levels of objectives: (1) gather information - a ‘'descripte
ive understanding'; (2) analysc the institutional systems - dccisicne~
naking, cormunication, rewsrd and punishment systems, power structurc -
o 'conceptual understanding'; (3) achicve a change in attitudes; (4)
achieve structural and/or procedural changes in the institutions; and
(5) develop the skills of the pupils -~ in cormmunicating with social ine
stitutions, in dccision-making, in cumpathy, and in being in touch with
thensclves.,

Lach of thesc objectives is important in itsclf but a project plan
with a final goal of including all aspects will grecatly improve the oute
coric and do much to insure azainst superficiality, 'do=goodism', hollaw
victories or final frustration and cynicism. Sincc thesce kinds of nogati-
ve outconies have sonetinies resulted from nast work with action projcets,
the nore inclusive and far-1reaching goal may be quite inmportant.

A progran that attempts do decal with the five levels of objectives
will nced an organizational structurc which is carcfully planncd and de-
veloped. This may nean nothing niore than a committee with represcentatives
of pupils and school officials, parcnts, and the relevant social or
governmmental agency. A liason group that links existing committeces nay
be nore appronriate; or therc may be an existing organization or comnittcc
that could be cxpanded with pupil and tecacher representatives.

The outlining of alternatives as thosc above, and the decision pro-
ccss involved in choosing one, arc an inportant lcarning cxpericnce for
the pupils. For ¢xample, questions such as the following arc relevant
for discussion: (1) must one opcrate burcaueratically to influcnce burcau-
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craotic institutions? (Should 'our' committee function like 'their'! come
nittee?); (2) what kinds of information arc useful in selceting from
alternative organizational strategics? (Must we know if the apparcnt
power structure is the 'real! powcr structurc?); and (3) How restricted
or wide should our communication channcls be, and is one~ or two=way
cozrmnication likely? (Do we accept the opinion of onc foreign worker
as representative or nust we speck with many?). ’

Adequate time will be neceded for setting up an orgonizational siruc=-
ture which is suited to the projecet!s goals., This time nay be especially
long if comrunity agencies are involved or if meetings or permissions
arc nceded from groups that only nieet once a nonth, If there is nothing
to £ill this tine gap the pupils moy lose interest; thus, it is oftoen
useful to plan intoria activities which scrve as preparation for the
project, Ixamples of this are: a questionnaire suxvey (sec page _15_),
focusscd discussions with parents and other adults and data gathering
from old newsnaper files and city government records.

It is difficult to sugzgest guidclines for the actual carrying out
of an action project as there is too much vaniety. A foew comments are
apnropriate, however:

?1) Pupils typically cxpect to be able to accomplish ncre than is
possible., If they arc gathering data they will often end up with nuch
norce than they can possibly analyze., They enjoy going out with portable .
tape rccorders and coming back with hours of intervicws, only to find
that their classmates lose interest listening to it all and no osne has
the patience to write them up or find sclected excerpts.

(2) In many countrics, pupils arc quite cautious about 'inposing'
thensclves upon the adult world, having cxpectations of rejection, IF
this happens, it is probably worthwhile discussing it with the class,
The teacher may want to introducc such a discussion by using onc of the
cxpericnce situations; for cxample, Guilty or Innocent, Shifting your
Viewpecint, or Role-Playing.

(3) At all phascs of the projcet, a continual integration of pract-
ice and thcory is important. The theory may concern the natuire of burcau-
cratic structurces, conflieting rolc dcmands, patterns of communication,
social class differcnces, the role of nmass nedia, cte.

Scveral nini-thecorics can be linked into a broad theory. The functe-
ion of the theorizing, as a way of analyzing the practical work, will be
to organize the learning expericence and to develop a consistent vicwpoint.,
It also secnsitizes pupils to the explicit and implicit social theorics
(or beliefs) of public officials and others.

(4) An action projcct should be losked on as an cxercisc in inter-
disciplinary studies., This can best be rcalized by involving scveral
subjcct teachers, For cxample, in a project looking at town plauning
schenies for additional roads, the physics tcacher could be helpful with
the technical aspeets of road surfaces (frictional dccay, weathering,
strcss) while the gecgraphy teacher nay kncw soncthing about water run-
cff and drainage. Tor statistical analysis of survey rcsults, the mathee-
natics tcacher is often nccded., It i3 best tc anticipate these nceds fron
the start; involving teachers from the beginning avoids coning to then
with qucstions that are inpcessible to answer as the information that has
been obtained is inadequatce. In nany cases various conmunity resource
persons can substitute for cor supplenent the teacher-advisors, Ideally,
a conbination of both will insure that the project work is better inte-
grated intc the regular subject curriculum in all subjccts,
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A list of different kinds of action projects:

1. Language teaching to foreign residents
2, Help set up integrated youth clubs
3. Encourage kindergartens, playgrounds, parks and play=-groups
vhere necded
4, Encourage local radio and T.V. to provide programmes for
foreign residents, old pcople, children, ctc.
5. Urban renewal and pollution control, c.g. plant trces,
. docunicnt and conserve thosc which exist _
6, 0ld poople's welfare (painting workshops, 'mcals on wheols', reading
newspapers, help in shopping, ote.).
7. Hospital visits and homec visits to sick persons
8. Help with rehabilitation of delingucnts
9. Local public transportation analysis, and improvenent

10, Study public services (benches on streets, toilet facilities, lightiny,
naps and tinetables, litter bins, telcphones, street signs) and
work for improvenents

1l. Organizc a school garden where you experiment with a new potential
cash crop for the village

12, Help develop a new local craft for marketing

13, Help develop a programne for periodic health and nutrition surveys
of the village population.

14, Campaign against vandalism

15, Introducc an anti-smoking campaign

16, Make land=-usc surveys

17. Develop new ways in which local charitable organisations could be
used

18, Safeguard wild-life

19, Help with the care of children wherc necded

20, Study and publicize local customs and tiaditions; study, rccord and
analysce local languages or dlalects; interview old coumunity residents
about cormunity life 60-70 ycars ago. Publish an oral history of
your village.

21, Study wonen's and men's rights (equal pay for cqual work)

22, Local cntertainment (analysis of what 'entertainment' means and
who it effects)

23, Set up courses in first-aid, nutrition, family planning, firc-prc=-
vertion; training for help in cmergencices and natural catastrophies,
traffic cducation and self-protcction

24, Increasc community participation in town and country planning: roads,
scwerage, land-usc, housing projects, public transport, ctc.

25, Study and inprove youth cmployrient services, guidance and counsclling

26, Study and/or inprove facilitics for retraining of redundant workers
and uncmploycd youth

. 27. Provision of play strcets without traffic

28, Sct up a UN or UNESCO club or information ceontre

29, Cunservation and docunientation of ancient buildings and nonwicnts,
- historical sites or places of natural beauty

30, Virite a town or local arca brochurc (listing the existing problens
and giving inside information).

ERIC

Full Tt Provided by ERIC.
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II. Integration with the Subject Syllabus

Although there is a trend towards intecrdisciplinary studics, nost
tcachers arc still in situations where, at a given hour of a given day,
they arce required to teach a subject, be it math, history or chemistry.
And, the pupils come prepared to have their lesson in that subject - as
preparation for the subject exam which awaits them at the ond of the term.

Despite these typical limitations, the projecet teachers have found
it possible and usecful to integrate their required syllabus with various
units and clements from this expericnce centered curriculum. This scetion
indicatcs soric of the ways this has been donc. The statenents here arce
of a rather general nature. More specific apglications arc suggested as
part of the first four units, those described in detail, in Section V .

Scecial Studies

To the cxtent that social studies alrcady combines history, geography
and civics (political education), nost of the units in this curriculum
are relevant, What the units nay add to the usual social studics syllabus
arc concepts from individual and group psychology and projects in the
coumunity. For example, there is often a unit in social studics on transe
portation and cormunication. The distribution of cities and town may be
discusscd in terms of their needs for adequate transportation and cormunie
cation links with cach other. Much will be gained by the pupils if the
'straight! informational approach is integrated with a set of experience
situations which cxplorc how individual lives in various strata of socicty
arc affeeted by transportation and cormunication facilities.

For exanmple, with the Ideal Group unit (sce page 53), the pupils
cxpericnce and discuss their nced for friends, the idea of togetherness,
as well as the pressurc one sometinies can feel towards getting away fron
others, From this view of transportation and communication for personal
reasons, the teacher can move to the relation of these faciiities to the
cconouly. The unit Export-Import (sce page 51) can be used: Through person-
al or telcphone countact with import-cxport companies, pupils can learn
how the ncans and costs of transportation affect deecisions in internation-
al trade. Additional aspects of the genceral topic can be developed fron
units guch as Foreign Residents and the Fantasy Trip.

In a sinilar way, various expericncce situations can be rclated to
traditional subject matter of communications. Concepts which relate cone
rmunications to the nature of man and society and language can be develop~
cd with the Rumour Experinent, Loaning Words, Passing Notes, Understanding
(Speaking. Listening), and Who Said It?

An interesting ending (or beginning) to a unit on transportation and
cormunication can come with the futurc-oricented expericnce situations:
ggggario on City of thc Puture, Idcal Community (Socicty) and The Yeax

Finally, there are many worthwhilc Action Projcets and Cormunity
Survey studies connected to transportation and communication., (Sce list,
page 18 ). In many places the nceds of all people arc not being met ad-
equately by the cxisting facilities. Usceful lecarning situations will occur
with surveys that document peoples unmet necds, and action caupaigns that
seck changes in, for cxample, bus routes or schedules, or radio progran-
ning for the clderly.

Blology

Two, sceningly opposed, trends characterize present day biolegy: ine
creasing narrow specialization, and a broadening and integration. Althouzh

-
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the biological fecus of this curriculum approach is more dircected towards
the integrative aspects (ethology, behavioral biolozy, cvolution, ecology),
there should be ample cncouragement for the pupils to explore quitc

narrow interests (biochemistry of retinal pigmonts in colour vision).

The central issue, at any 'level! is the »clationship between nan
and the environment, For cxaunple, the question moy be: is it unhealthy
for pcople to live as crowded together as they arc in citics today? Vhat
are mininal and optimal space needs for a hcalthy person or fanily? Does
crowding, by itself, causc increcaced nervousncss, shorter lifc=-cxpectancy,
highcr incidence of respiratory diseascs, ectc.? Information related to

) such questions has come fron a wide varicty of sourcus: studies of crowde
cd rats and of lerming populations that periodically run into the sea and
drown, of health statictics, psychological surveys, laboratory experiuents
with hunans, observational studics of social interaction aleng eity street:s,
archeological investigations of ancicent citics, ccological data on :
changing distributions of animal populations, social=-psychological studics
of crowd behavior, ctec.

What bezins as a sinple question casily becomes overly conplex. As
this is typical cof man~cnvironuent rclationships, it crmphasizes the ncod
for some underlying concepts which we can usc to organize the information,
In the curriculun units, the three primary concepts which are related to
biology are perception, comnmunication and action (deccision-processes),
and the ocmotional or 'valueing' component which is involved in the intev-
action of all threec.

Within the framework of a biology syllabus, nany of the units fron
this curriculw can be structurcd to focus on the bioclogical nature of
nan, aspccts of man as a specics. There arce snecific suggestions on this
in the unit dcescriptions, especially: Four Hands on the Clay, Blind Trust,
What is Ilian, Lovel of Aspiration and the Runour I'xperiment. Other units
that arce relevant to the threc primary conccpts arc:

(a) Percception - Necker Cube; Rotating Trapezoid; and Being an Anina

§b; Cormunication - Films; Learning, Shaping and Reward

¢) Action - Group Problen Solvings Peacelful Negetiations; Reaction-Tincs
Finger~liazc; Learning to Think and the Ideal Group

(d) Euotions, valucs = Guilty or Innocent, Idesl Cormunity.

Litcrature, Writing and Lanzuage

In the enjoyrnient of literaturc and the weiting of it, one steps out
of onc'!s own shocs and looks at the world throush thce cyes of others. This
process is central to the app. »ach in the curriculum. After participatving
in onc of tne cxperience situations, a pupil listens tc cthers describing
and analyzing the activity that sho/he knows so well:

Jan thinks about what it nust have becn like for Maric and Nina, They

so hecautifully worked together on the clay, (Four Hands on Clay,

paze 33) they had a feeling of couplete cormunication just throush

their noving fingers. His own cxpericncc with Julie was quite diffore

ent, norc like the frustration that Ingrid desciribed. Walking hone
after school and, later, telling his fauily of the excereise, he agoin
rvefleets about the different axpericnces of his classmatces and hinie
sclf,
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The sharod activity of the cxperience situations and the descripte
ion and analysis process during the follow=up discussion, provide traine
ing in sceing both oneself and others more fully. It is the 'both! which
is eritical: there is a strong link between the increased understanding
of oneself and others, The application of this understanding to litera=-
ture and writing dcvelops as the pupils work through a varicty of the
curciculun units, inercasing their scasitivity along the way.

A wore dircct approach to this application is also possible. The
indccision of Homlet - it's cnotional effects, its source in uncertain
and insuificicnt information = is cxpericnced in many differont forms
by pupils during their activities and discussions. As another cxample,
the concept of level of aspiration (from the unit of that nane) is an
underlying thene of nany stories and autobiographies, includi the
writings of pupils. Similarly, the unit Sclf-Concept (page , I au Mo
rclates to the common literary therie of one's scarch for self-idcatity.

This norc dircet application of the units to literaturc and writing
can proceced in two ways: (1) When the teachor assigns a specific book
for class rcading, one or several of the oxperience situations can be
used to illustrate the themes and cvents of that book. (2) Alternative-
ly, the class can begin with an cxpericence situation, get involved in
exploring a particular concept or theme, and then follow that up by read-
ing onc or scveral stories that arc rolated to it.

The Jjump between an experience situation and a book nay involve a
level of abstraction and generalization which pupils are not yet able to
makce. The usc of role~playing is then quite effective and riore direct
rnethod., Situations from stories, including scencs not directly described,
can bc role-playecd.,

Physical Scicnces

There seems to be something about studying physics and chenistry
which gcts thesc scientists intcrested in the nature of man. Many of then
have written inportant philosophical works. And, in practice, there arc
a large nunber of critical contact points between the physical and social
scicencess sone of thesc are treated in the curriculun units. The two
prinary topics are: (1) the physics of sound and light waves as they
relate to secing and hearing; and (2) man's conceptions of physical
causality, his cxplanations of the¢ physical world, cspecially as thesc
relate to our own decision~processes in daily life,

In the curriculum o series of perception oxperiuents initiate
questions about the physics of sound and light. Ouwr understanding of the
functioning of the cyes and cars dcepends upon a knowledge of the proper-
tics of light and sound waves. Interestingly cenouzh, the reverse is also
truc. ror examnwle, the Colour Comniittece of the International Uniocn of
Physical Scicnecs, when Taced with the task of defining colours, of sote
ting standards for ‘'red', 'bluc', c¢tec., had to usc nan as the standard,
Our cyc, not a physicist's nmoasurins instrument becanc a critical pact
of the definition. Much of the carly history of scientific psychology is
concerneG with ggychqphgsics - the study of the relationship between our
perception and ¢ 'rcal' world., The major issues of paychophysics are
involved in the discussions and follow-up projects to the scries of per-
ception cxperiments (Necker Cube, Rotating Trapczoid Illusion, and Multi-
stability in Perception) and also in the units, Blind Trust and Four
Hands on the Clay.
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The sccond area, nan's conceptions of the physical world, is the
central concern of the unit, Learning to Think. Piaget has designed a
fagcinating scrics of test situations for children, They denonstratce
that we begin 1life with nistaken conceptions about the basic propcities
of thc physical world. Many of thesc ideas don't get completely stiraighie-
cned out until we are about 12 years old. Pupils have uscd thesc sane
tests with younger children to study the naturce of this slow develope
rnental process, The pupils arc surprised to lcarn that they wewe also
'so dunb' when younger.

As with other aspects of this curviculum apprcach, such topiecs are
not intended for 'acadenmie' study. Thus, in this case, thc pupils are
oriented to the uscfulness of a knowledge of physics and cheiiistry for
their own decision-processes., For exanple, what we oursclves cat, and
what we deeide to feed our children, is influcenced by our evaluation of
scientific reports on the harmful coffects of nany food colouring sube-
stancca, Also, decisions about seleeting a car, one's driving speed and
usc of seat~beclts are influenced by our knowledge (or beliefs) of the
lawa of inertia, the strength of netals, and flammability of petrol.

Pinally, in the out=-of school work of the curriculuri, the cormunity
action projccts, the pupils will soon discover that many political de=
cisions arc justificd on the basis of scientific and technical naticrs.
A situation in which those on opposing sides of a political issuc are
cach queting their own scientific scurces is a forceful denonstrotion of
oEr cveryday need for a solid education in basic and applied physics and
chenistry.

Mathenatics

Today's social scicntists arc uscrs of advanced nathematical teche
niques. The conplexities of the individual, and of the multitude of ine-
dividuals that make up a socicty, can not be analyzed without using
quantitative nethods. But naking accurate mecasurcrients of hunans and of
our behaviour is often gquite difficult and controversial. However, iri-
portant aspects of our lives depend upon how governnents usc <he oute
concs and predictions of such necasurencnts. Thus, soric knowledge and
skills with this topic arc an inmportant part of a pupil's cducation,

The curriculun units offer a nunber of opportunitics for covering
this arca. The primary focus is on the data (results) obtained in the
experinents and the questionnaire surveys., For cxample, fror the unit,
Exploration of Normal Bchavior (and Reaction Tine) the pupils gain ex-
pericnce with the most comnion mathenatical formwula usced Jor desceribing
hunan behavior = the "normal distribution curve',

In otior discussions they will ask a question such as: "Do ;irls do
thic faster than boys?" In their own class it was truc, but perhaps they
arc not representative of all boys and sirls. This raiscs a quite cinple
concept from statistics - when is a diffcrence significant - and »upils
casily understand it (vven without learning the mathematical formula for
testing significance).

In rnost schools, pupils arc nersonally invelved in the way hwian
behavior is mcasurcd......they arc given exans and narks, The unit
Leerning, 'Shaping', Reward develops the concept that sone (or 2l1l) of
our lcarning and behavior is 'shaped! by the positive and negative rc-
wards we rceceive fion others. A discussion of the application of this
concept to cxaris is worthwhile. How have our concepts of (and attitudes
towards) the individual differcnces in hunans been dependent upon the
fact that ccrtoin human characicristics can be nore casily ncasured?
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(scc Level of Aspirations, page 37). What arc the reflections of this
in the social difforcontiation of peoplc? Yes, math is iuportant!

The Aris

Onc philosopher has argued that a scientific theory of ocur crnotions
should be based on an analysis of art and the artistic processcs (rathoex
than come from the psychology laboratorics and the theranists 'couch!'),
The artist sccks to communicate his/her personal rcactions = to poople,
situations, objcets, the milieu, Thus, therc is a strong individualistic
aspecet to crecative work., But styles of art also rofleet the social anc
cultural influences upon the artist (whether he/she accepts or rejeets
thesc influcnces). The whole process nirrors a main thene of this currie-
culun: our identity as subjects and as objeets; as unique and as univere
salj as holding many ncmberships and playing nany roles.,

The pupil who is dceply involved in art - as creator and as viewer-
listener = is in touch with many 'laycrs! of human expericncce that are
hidden to thosc denicd this expericncc.

As a curriculun secking to develop open and frec cxpression and to
incrcasc awarcness of the 'filters! we place before our cycs and cars,
wc sharc a cornon playground with the arts. The gawes and activities of
both can and should involve a continual interchange. The ercativity of
the teachers and pupils, getting into the spivit of fantasy and imazinae
tion with a variety of the units (the Scenarios, Being an Aninol, Four
Honds on the Clay, Blind Truct, Year 2000, Fantasy Trip, Humour, Fortunc
Telling, New Language) - all this can result in good art, good times and
good cducation,

Scattered throughout the unit deseriptions arce nouwce specific
suggestions about this.,

III. The Tcacher and the Enotiona of Pupils

In inplenenting this approach there is likely to be soric uncertainty
about its potential harmful effects. Its change in cnphasis = from hunan
beings as subject matter in the hwaenities and social studies to hunan
beings as yecu and I - can be scen ac an overcnphasis on the tecacher!s
reaponsibility for handling the nsychological problems of the whole class,
Expericnced tecachers and hcads often talk about the generally bad effects
on & class of a tecacher who uses nuch class timc being an 'emotional
rnother!' to 35 children.

As an illustration of varying tcacher rcactions to pupil'sc criotions,
the following cxtamples arc given:

The school day bezins with the history lesson: sone cvents fron
Country X - the failurc of the Quecen's plot to veplace the King, the King
inprisoning his wifc, and, five years later, the assasination of the XKing,

The tecacher, Mrs. T~ asked gcoue questions.about all this and the
bright pupils werc ablc to answer thew. Mrs., T kept most pupils intercste
cd by telling a few wausual and funny stories of iclevant historical in=-
cidentc. However, cven this failed to intercest sonc, Mrs. T noticed that
lMaria was iay-drcaning 2nd that Peter was furiously drawing a picturc,

Sc, lirs. T" applicd her psycholcgicol insights, rcalized fron what she
knew of the fanily bockgrounds of Maria and Peter (and the violence cx-
presscd in Peter's drawing), that what had hoppencd to the Xing and Queen
had an especially strong influcnce on thesce two. Being too busy dealing
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with thoir criotions, they were unable to deal with the lesson. So, s,
I™ put the rest of the class to work rceading from the history textbook
while che applicd all her psychological skills to the cuotional problous
of varia and Peter. 5 )

Wo switch now - a different tgacher, Mrs., T°, with the sanc history
lcsson and class situation, Mrs, T, as soon as she saw the negative in-
flucnce llaria and Poter were having on the rest of the class, docidod to
punish therie This did allow Mrs. T to get on with the lesson, but now
her funny storics failed to gc¢t nuch response fron the pupils; she was
discouraged and angry at Magia and Peter and at history,

Yes, there is a Mrs. T7, and shc is using our cxpericnce=centered
approach., Thus, she feels that the valuc of the history lesson is in-
creasced if the pupils can place theuselves within the historieal situa-
tion - feeling the conflicts, naking the difficult decisions, expericnc~
ing its complexity. She uscs two oxpoerience situations for this. The
first, Level of Aspiration (sce page 37), is o short and sinple cxperi-
nient that introduces the idea that not cveryonc wants or expects +to
achicve the sane things in life. After discussing their cwn recactions to
this cxperinent, the pupils get back to history, finding that the applic-
ation of their ideas and expericnces with 'aspirations' to the higtoric=-
al aspirations of the King and Qucen is quite challenzing. lrs. T then
involves the pupils in sone of the crotional content of the historical
gituation. Shec has the class closc their eyes and ielax, opening their
ninds for fantasy, whilc she slowly narrates the Cat and Mouse Scenario
(sce page 66). The pupils cxpericnce being both all=powerful and powese
less, with feelings of helplessness and fcar,

Onc pupil, in the discussion that follews, draws a comparison with
the puplls powerlcssness in the school situation; another rcienbe»s the
class 'bully' of a few ycars back whilec soricone clsc talks about parents
hitting childgen and worlen's liberation activities as a fight for cqual
power., Mra. T° has then look at the personality of the King, given total
power but still dependent upon cooperation of others (as the teacher do-
pends upon the cooperation of the 'powerless' pupils). What does it feol
1lilke to be a husband nistrusting and inprisoning one's wifej cr, being
the wife? What fcelings of power come JIrom arranging an assasination
of a King? Does all this tell us soncthing about the power of dictators
today? (And wives and wvupils?),

This cxanple is presented to illustratg the differences between
using psychology on children (Mrs, T and T°) and developing o classroon
approach that uses psychology and sociology for crcating cxperiences and
insizhts. A clinate can be created that doesn't scek tc alicnate the
pupil from her/his own cnotional reactions but that intcgratces the whole
chila into the learning situation (not just the social situation of thc
class), This scrves to dinminish the inevitable effccts of blecking
eotional cxpression -~ the aggressiveness and cruclty, the explosive
playsround bchavior, or the passivity and day-drcaning.

Thus it is thgtsduring these past two ycars the rrojecect teachers,
the Mr., oand Mrs., T » have got over their initial hesitancy and fear
about harnful cffccts. They report no bad expericnces and a wealth of
cxeitingly good ones. Good oncs in a social ané acadenic sensc. Cencepts
like power, trust, aspiration level, and sex »oles help in understanding
potn one's sclf and one's surroundings, for applyins the knowledge of
history. A decper and nmore useful understanding cores fron secking ox-
rlanations that takec account of the !personaliiy of power!, thc leader
as shaper of history and as pawn at the top of incvitable social forcces.
But such explanations becorie intellectual gances if not tied to the rcale
ity of the pupils' own existenccs....including his/her cniotions.



IV, Variations with Age and Contexts

A. Above Are Eleven

The biclogical and psysical changes of puberty and adolescencce are
paralleled by psychological and social changes: an incrcasing intercst
in the opposite sex and in one's own sclf-identity, including aspects
of Jjobs, further cducation, marriage and a philosophy of lifc.

There is also a developuent in thinking processes: an ability to
gcc situations fron another's viewpoint and to draw rules or concepts
fron conerete excnples. The content and approach of this curriculun wrc-
late to these processes for pupils above about cleven years of aze. They
are highly uotivated by the content and sovon lecarn to use the discussion
technique = to generalize, develop concepts and shift their viewpoint -
in going from a descriptive to an analytical examination of the cxpericne:
situations.

Our experience points to an age of about cleven as nost satisfact-
cry forr first introducing this approach. Older pupils have already de-
veloped a self-consciousness that tends to inhibit their spontaneity in
the experience situations and their openness in discussions. Thus, it is
advisable with those above about fourteen to introducc the approach more
sloxlg and consciously, including periodic class discussions of the
nethod,

B. Below Afe Eleven

With pupils below eleven the discussions are nore limited and cone
crete. IMost of the content of the discussion will be the experience
gituation itsclf. Applications to real-lifc situations will generally
couic from their own personal experiences, There will be fewer opportuni-
ties to develop follow=up activitices. lMore of the learning will coule
dircetly from the experience situations, The young pupils will often want
to repeat these. Such repetition often is quite good. With the scconu or
third run-through of a gane situation the exeitenient dininishes cnough
for the pupils tc develop wore concentration on the ongoing individual
ant group processes.

Sone of the cxpericnce situations should be simplified for use with
this age group.

C. Aftcer-school Youth Groups

The units and approach are well suited to after-school activitics
and informal learning situations. Once away from the schooling nilicu -
subjects, textbool’s, examinations, 55 minute periods - the particinant!s
involvcuent, fantasy and creativeness arc typically greater, It is also
casicr to <cvelop the follow=-up activities, cspecially the cormnity
action projccts.

With aftcr-school groups whosc specific purposc is cormunity wosrk,
the curriculum activities can decpen the benefits deriveld by the parti-
cipants. For cxanple, when youth are werking in hospiials and institutionc
for disabled children, they often becoric quite frustrated and angry with
the institution's rules and inpersonality. Units such as Group Pressures,
Learning, Shaping and Reward, and Role-playinz have been used to explore
the social and interpersonal proccsses that charactesize institutions
s bwurcaucracics, Also, if onc is to dircct the participants! fiustrations
and anger into cefforts for inproving thesc institutions, units can be
gelected with thic in nind. Comaunication skills and an appreciation cf.
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the complexity and emotional aspects of institutional processes can be
developed with units such as Peaceful Negotiations, Rumour Experiment,
Ideal Community and Shifting your Viewpoint.

D. Teacher-training (Pre-service)

In relation to pre-service teacheyr training, the approach and cone
tent of this curriculum have been used in several ways. (1) For a course
in educational psychology the units served to illustrate basic psycho-
logical concepts of child development, learning, perception and individu-
al differences. At the same time, the students experienced a teaching
approach that is consistent with these principles.

(2) The units have also been introduced into curriculum studies
courses as one example of innovative approaches. Here, the fact that much
of the curriculum was developed by teachers gives it a special importance.
Teacher-trainees have worked with the method by developing their own
units and trying them out with each other. The teacher-educator is thus
able to avoid the dilemma of tecturing about the evils of the lecture
method.

(3) Teacher-trainees whose subject areas are social studies, en=-
vironmental studies, foreign languages or integrated studies have been
introduced to the materials as content and methods to be used in their
practice or later teaching situations. There is enough flexibility in
the curriculum that it can be a useful part of a wide variety of subject
courses in teacher-training.

Corments on in-service training follow in the next section.

. Teacher Training (in-service)

For a teacher to whom this approach is quite new, some training with
the method will be quite useful. The experiences described indicate a
wide variety of possibilities for this. The original project teachers
beian with a 9-day workshop. Since then, with the increase in classroom
experience, under widely varying conditions, training can be based nore
on reality and less on speculation. (And the materials have undergone
two revisions).,

The training of additional teachers has taken place in the following
types of situations:

a) several short presentations have been made of the curriculun
approach before groups of teachers. These have been more successful when
the teachers are from thc same school, Then, the interested ones can iorm
a working group to support and assist each other,

b) The teachers from the first workshop and those attending subse-
quent training situations have interested colleagues within their own
schools, assisting them in trying out a unit. LResults reported from this
informal on-the-job training have often been quite good.

¢) Individual efforts - many teachers have becen attracted to the
approach on the basis of their own experiences. They have read the
Teacher's Training Manual and a sct of the Units, then decided to try out
one or two...and see what happens. As far as can be judged from soine of
the written reports and letters about their class experiences, this has
1ar§ely been successful, even assuming thatl you don't hear from the
fai ures.
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While it is obvious that a solid week of tecacher-training is bone=-
ficial before beginning and, again, a year later, it has also secmed
that the approach and exercises are simple enough that worthwhile out-
comes are also prevalent with little or no additional training for the
already experienced teacher. One suspects that this is largely due to
the fact that the teachers have made thair own decisions about trying it
out. The curriculum has never becn 'spread down' from the top and, right
from its beginning, has been largely a teacher~-developed project.

One final point about teacher~training is that the classroom method
itself encourages the teacher and pupils to train themselves together.
In the course of the discussion afier the ewperience situations, the
teacher~learning method itself is repcatedly discussed. Thv., a system
is in operation for continued improvement of everyone's classroom skills
through the 2-way feedback of reactions and results, In-service training
within the classroom is far more efficient than in acadcmic courses or
teaching laboratories. It takes place 30 hours por week at no additional
cost; there is no transfer loss between the training and its application
to the classroom; thc 20-40 ‘supervisors' arc constantly in attendance,
are vitally concerned about improvement, and offer advice from many dif-
ferent viewpoints.

We have also learned from the evaluation study on the project that
good, traditional, authoritarian teachers are quite able to devclop,
mostly by themselves, into good, open classroom teachers, still with
authority, but no longer authoritarian. This kind of change has come with
a 1=2 year classroom use of the curriculum units. Those teachers who have
changed in this way are today the most ardent supporters and creative
critical thinkers for the continucd development of the programme.

vI. The Projcet Evaluation Study

When this project began it was impossible to kmow what would happen
with it. The situation was complex - teachers of different subjects,
pupils from 1l to 18 years of age, and widcly varying school systems in
the eight participating countries, Yet; as a pilot projcct, we hoped to
begin a long-term development process of continual revision and improve=-
ment and to demonstrate possibilities for wider application. To help
accomplish these long-term goals, we sought feedback and cvaluation in-
formation that would be helpful: internally, to the teachers and pupils
developing the materials and approach; and externally, to the administra-
tors and teacher-educators considering the value and applicability of the
programme., For thesc two purposes, evaluation data was continually
gathercd from the participating schools and from the series of external
contacts generated by the project's cxistence; for cxample, presentations
at cducational conferences and teacher-training seminars. This informatioan
has been useful in revising the curriculum units and in preparing this
publication., It also scrved as a background for the discussions at the
sccond workshop (Trcmsbittel) when a further cxpansion of the projcet
activitics was planned.,

%t is possible herc to summarizce only some main pointe from all <the
evaluation data., A complcte report is being prepared by H.=ll, Millereiiolf
for publication by thc Uncesco Institute for Education, Hamburg.
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Information about activitics in the schools came from thice sources:
(1) the project coordinators observed the teachers and pupils during
visits to the schools at the beginning and end of the 1972-1973 school
year. These visits included discussions with pupils, other teachers and
the headmaster, (2) After completing a unit of the curriculum, the pupils
and tecachers often wrote an evaluation including suggestions for iumpiove-
mentss; and (3) a long questionnaire was developcd by Miller=-Wolf for
administration to the pupils in the participating classes and to scveral
matched 'control! classes at both the beginning and end of the school
year.,

* The questionnaire was designed to mcasure scveral aspccts of attitu=-
decs, learning, behavior, rclationships and classroom atmospherc which nay
have changed in those classcs using the curriculum. In all, fourtecn
variables were measured., Of these, ninc showed changes in the prec~ and
post~test comparison that were significantlys#) greater than comparable
changes in the control classcs, These results arc summarized below:

1., Teacher-pupil Relationships: the pupils' rating of their tecachers
changed significantly (5% levelx) in terms of increased empathy and
understanding. The pupils also fcel more respected and accepted,

2. Class Atmocpherc: There werc significant incrcascs (5% level) in the
pupilsT rating of class homogeneity (as against cliques) and their own
feeling of being integrated into the class as a wholc.

3. Learning Readiness: The cffects of the curriculum scemed to sprcad to
attitudcs about school learning as a whole, with a significal (55

" lecvel) incrcasc in positive attitudes about not being forced to lecarn
too much and doing take-home work,

4, Anwicty: There was a significant decreasc (5% lovel) in the pupils!
ratings of school and 'genceral! anxiety,

5. International Undcrstonding: The pupils' report an increased readincss
(5% 1cvel) to associate with pupils and familics of foreign nationali-
ty. However, this was only taruc in teims of group rclationships, not
person~-to=person.

S, geactions to Conflict: The questionnaire included deseriptions of three
conflict situations folrlowed by open-ended questions about the pupils'
reaction and what their classmates would think of this rcaction. For
cxauple, onc situation was: Vhat do you do if you sce & member of your
class being unkind to a younger child? The pre- and post-test cone
parisons for all 3 situations showed 2 significant increcasc in social
sensitivity (15 level, cmpathy, acceptance, respect,'genuiness') and
soc%al competence (1055 level, actions taken and attitudes comaunica-
ted ),

*) The Wilcoxon H~test was used for the statictical analysis. The changes
arc significant at the 1¢%, 5%, or 10% lcvel of crror probability as

shown.
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Other variables from the formal questionnaire showed pre- and post-
-test changes in a positive dircction, but too small to be of statisti-
cal significanco (between 15~30% levels of error probability). These
werc a8 follows: 21) appliciability of school learning to later lifc:
(2) pupil's authoritarian vs. democratic models of desirable tecacher-
~-bchavior; (3) level of aspiration for later 1ife; ~nd (4) identificatim
with porents and toachers as models.

The statistically signilficant changes in the formal questionnaire
results arc supported by the more 'informal' data gathered from pupils
and tcachers and by the comparisons of class observations made at the
leginning and end of the school ycar. This was espeecially truc for the
chaggos in teacher-pupil rclationships, class atmosphere and lecrning
readiness.

These favorable outcomes within the classroom were obviously usceful
for developing the wider implications and application of the approech
and curriculum. The participating teachers have worked with interested
collcagucs within thc schools and ncighboring oncs. Scveral have written
orticles about the projecet for educational publications. Both tcachers
and the project coordinators have participated in conferences and scmie-
nars re¢lated to teacher-training and rclated concerns. One outcome of
these activities has been a widespread distribution of the project ma-
terials and a considerable incrcasc in the number of teachers known to
be using them. The evaluation study has nlso attempted to assess the
achievements and difficultics with all of these activities. The data
for this is drawn from evaluation questionnaires used after workshops
ond scminars ond from tecacher's 'diarics! and corrcspondence.

The evaluation study, as a whole, has highlighted some problems.
For c¢xample, the tecachers wnd pupils feel they have too little time
to utilize the full potentinl of the units. There was often little op-
vortunity to work propcrly with the intermational exchanges. Also,
souc classcs have found it difficult to learn how to effeectively use
the discusciion following an experiencce situation. Teachers have request-
cd that the unit deseriptions be more struectured and ecxponded and with
materials to support the follow-up activitics. Some of the units neced
major modifications for uge with younger pupils.

The period of formal cvaluntion of the project nctivities has cnd-
ad; 1ts results arc being applied to present and future developments.

In thesc, too, wo will continue to be guided by fecdback and cvaluation
vesulis, whercever »nd whencver fergible.

VII TH', UNITS
Lo BLIND TRUST
Procecdurc

- The class divides into pairs; onc is 'blind', with c¢ycs closcd or
wcll covered, the other is his/her leader. The pairs are instructed to
wr.lk cround for about 10 minutes; dupending on circumstnnces, this con
be inside and/or outside. Doing both is better because of the groater
varicty of cxpcericnces possible. The instructions must ineclude: (1) no
on¢ is to talk during the whole exercisey (2) the leader should not
turn thce walk into an obstacle coursce for the blind pupil. Sometimes
there is o teondency to 'teasc'. Rather, most of the walking should be
foirly casy ond the leader should try, instuad, to be creative in finding
o variety of cxperinces for the blind pupil such as trying to identify
objecets by touch, bLeing left alone for a few minutes, running (on smooth
ground) and being exposcd to a varicty of sounds. The tcacher coan mention
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these possibilities specifically dbut it is better to just ask the pupils
to use their own imagination for creating a variety of cxperiencas.

ifter about 10 minutes the pairs switch roles and continuc thoir
walk for another 10 minutes. The teacher can ask for this switch to take
placc in the classroom or let the palrs decide.

Variation

The pairs don't know who thelr partner is. Half thc class covers
or shuts their eyes. The other half arc the leaders and piclk their parte-
ners from the blind group without any tolking. After the 10 minute tour,
all puairs return to the classroom and the sclection process is then re-
pcated with the leaders being the blind group. In all other resncets
the procedure and instructions are the same as above.

Discussion

Concents:
a) Ve arce all born with total trust ... and then, what happens?

b) relationships between trust - mistrust and dependency = indcpeh-
dence,

c) dependency - what erc our reactions 4o being dependent?

d) communication of cmotions through bodily posturze, moveuent and
tension. '

e) role of past experiences in trust - mistrust.

f) unfemiliarity ond mistrust ... incrcasing mistrust of those
morc unlike oneself, e¢.g., opositc scx, social class, racicl
and cultural diffcrencces.

g) cern trust, carn power.

h) scnsitivity to the environment - how did one' awarcness of the
environment change with loss of sight?

The trust walk is generally a strong cxpericnce for punils. They
comc back wanting to talk and it is quite uscful for the tencher to
stay completely out of the discussion at first. The pupils begin talking
cbout the c¢vents that took place. But the c¢xperience has cmotional cf-
feets, i.c., fcelings of fear, helplessness, trust or mistrust in onc's
leader, responsibility for another's safety and guilt if there woas an
nceident; and, for those few who relox completely while blind, o mar-
velious feeling of freodoi and release from decisions. If the pupils
gpont-ncously discuss thesc cmotionnl aspocts, the tencher con help them
e¥plore the meoning ~nd significance of their feelings. However, if their
discugsion remaings only with the cvents, their own avoidance off the emo-
tional compononts can be point.d out to them .ee... 28 a stoxting point.

In going beyond the conercte cxpericence, some of the coucepts from
the list can be brought into the discussion., These are ensily celntea
to pupil's cxpuricnces with their friends and in their familics, in schodl
ond community. But he discussion should z2lso get to the workings of the
social system nnd the concrete ways different socinl institutions handle
trust and responsibility. Tor cxample, factory workers punch tine cards;
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we can't purchase drugs without a doctor's prescription and the doctor
puts his medical certificate on his office wall; also, do we have stan=-
dardized national school examinations because tcachers can't be trusted
to evaluate pupils? How are rules related to mistrust? ... family and
school rules, safety rogulations for food, medicines, traffic, ete. How
arc immigration laws related to mistrust? Can we imagine what a society
would be like if there was complete trust amongst all persons? Is there
such a society or group? Are there racial, cultural, social class and
national differences in the level of trust amongst the people? Vhy?

If thc pupils have been both indoors and out, they may be inteorest-
ed in a discussion of feelings about cnvironments. Was there a change
in awarcness of air temperature, sounds and smells when going outside?
In what ways does one suddenly become more aware of the environment,
and how do our different senses contribute to this? Do you remember
places that looked beautiful but the temperature, sounds or smells
were terriblc, or the activities of other people spoiled the atmospherc?
Why do certain environments, both indoors and out, effect us, emotionally?

Follow=-up Projects

1. Family - Pupils do a study of changing (or unchanging) family
patturns related to trust and mistrust. They compare their 'rules' with |
those their parents and grandparents had as children. Additional data
sources: autobiographies, novels, books for parents on raising children.
This could be followed up with a parent-pupil cvening meeting which be=
gan with a trust walk and then, in the discussion, ended up with ex-
periences and feelings about family and school rules as they relate to
responsibility and trust. A mecting of this kind is useful in introdue=-
ing parents to the ideas of the curriculum approach.

3. Senses - Repeat thec blind trust walk but for the purposc of oxe
ploring the human senses. Beforc beginning the pupils are instructed
to concentrate on their other senscs and they may try to sce if they
can tell when they are approaching a wall. Most will cxperience sounds
as extrcmely loud and this is an cxample of how our brain's system for
selective attention involves inhibition of sensory input. Some pupils
may want to try a trust walk without vision and hearing, About the only
practical way to eliminate hcaring is to have the pupil carry a small
transistor radio with an carphone in place and the volume (of music)
turned up high,

4. Lending Money - Design and do an cxperiment on interpersonal
trust, For examplc, sce if strangers will lcnd money with a promisc of
mailing it back the next day. What difference is there if the pupil neccd-
ing the monecy is a boy or girl, is ncatly or sloppily dresscd? Are old
or young, males or females more likely to lcnd money? Make hynothescs
about the results before gathering the data, and then make a theory.
There are many other kinds of interpersonal trust situations which can
bhe studied cxperimentally.

5., Scercts - Can you trust fellow pupils (or teachers) to kucp a
ign on cxperiment to cxamince some of the factors which influ-
ence this, For example, are girls morc likcely to keep scerets about
other girls, but pass iz on if it's about a boy? It the same thing truc
between racial, rcligious, cthnic and social class groups? Yhy?
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6. International Mistrust: Spying. Therc arc commonly accepted di-
plomatic procedurcs for handIing exposed spies of another country. As
the Stalin purges of the 30's and the Vatergate affair demonstratoe,
spying also takes place within a country. The mass media arc filled with
spy stories, both factual and fiction. A project on this could cxaminc

some of the political, psychological and moral aspects of spying.

7. The United Nations system and other international institutions
(c.g., International Court of Justicec) can be c¢xamined as ways of hand-
ling trust and mistrust amongst nations.

8. Managing conflict where there is little or no trust: black-white
in USA, Catholic~Protestant in N. Ireland, Arab-Isracli. Do a 'casc stue-
dy! comparing conflict managcment situations with and without a loss
of trust. Refer back to the pupil's own cmotional rcactions during the
trust walk for an understanding of thc emotional component,

Applications to School Subjects

Language: the trust walk itsclf has been successfully uscd as a
means of giving pupils a sharced experience to initiate an active con-
versation in a forcign language. Onc can also comparc languages by liste
ing all the words and cxprcssions concerned with trust and mistrust.
Does such a comparision say something about diffcrences in national
character. (Partial list from English: Confidence, foith, suspicious,
wary, liar, rcliancc, support, uphold, recsponsible, doubtful, gossip,
belicevable, team spirit, solid citizen, teacher's pet, tattletale, stool
pigeon, con man, informer, speak with a forked tonguc

History: projects like 1, 2, 6, 7, and 8 are rclevant to history
courscs. A %istorian has labelled the 20th Century, "The Agce of Anxicty".
Does mistrust causc anxicty? '

Geography and Environmental Stueics: do a comparison of aspects
of trust-mistrust - rcsponsibility with the different kinds of man-cne-
vironment conditions; c.c., Eskimocs, isolated mountain villoges, re-
petitive natural disaster arces, urbanized regions, small islands, cte.
How do our feelings change in different man-made and natural cnviron-
ments, e.g., tiny and huge rooms, candle and fluorcscent light, top of
a mountain and deep in a valley? Arc the different kinds of dwellings
people live in on indication of their trust in others?

Biology: Is trust neccssary for co-operation? ook at co-operation=-
compctition, the hunter and the hunted, in different animal spceics.

Is fcar and mistrust an instinct or is it lcarned, or both? Waat is

the physiology of the emotions the pupils felt on their blind trust
walk? Project 3, cmphasizing sensory rcactions and the sclective atton-
tion ~nd inhibition proccss, is especially relevant to biology. How do
the sensory worlds of different animals comparce? We know little scicne-
tifically about thc pleasurcs of scnsatiorn but it's an interesting and
important topic for biolegy and moral cducation.

Literaturc: the trust walk is a uscful beginning to some of the cx=-
tensive literature in which trust-mistrust are the basic theme. It may
also he related to storics of the blind or dcaf. Pupils may also usc
it as o theme for writing stories or poems or act plays - autobiogra-
phical and fictional.

Arts: Paintings, sculpturc and mugic oficn illustratce aspects of
trust ond mistrust, c.g., mothcer and child, Edvard Munch's paintings of
women, songs and operas about "love betrayced".
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We 'trust' the arts (although in some places artists are mistrusted).
By this I mean that the vast majority of crecative works appreciated by
the public follow acccpted rules of acsthetics. Combinations of colours,
architcctural forms and musical harmony please us becausce they arc fae-
miliar and predictable cnough., How do we rcact when the artist violates
these regularities?

Some regularitics scem universal (c.g., rhythm, geometric designs)
whilc others vary greatly in different cultures (e.c., significance of
black and white in Asian and Westcern nations, intervals in the musical
scale). The arts arc part of our complex communication proccsses, all
of which depend upon following acecpted rules. When we are unoble to
understand the meaning of nnother persons verbal communication, if it
Just scems to us like lots of words that don't make scnse, our diagno-
sis is likely to be of mental illness, schizophrenia.

B. FOUR HANDS ON THE CLAY

This cxercisc illustrates some of the processes involved in coe-
-operative decision-making between two pcople. By eliminating sight and
sound while working with an unknown person, many elcments in this pro-
cess are highlighted while the uniqucness of the situation insurcs
strong involvcment.

I. Equipmont

Onc large block of clay for cach 2 participants, The blocks should
be about two litres in volume but smaller blocks can be used if nccese-
sary. The clay should be soft enough for moulding but hard enough to
hold its shapc, and not too wet. Natural clays arc generally beiter than
the plasties which tend to be too hard in a block.

II. Procedure

@ 1nitial introduction to the class should be of this kind: "In
this exercise you work in pairs, with a partner, but you do it with your
eycs closed, and with no talking, and you wiil not Xmow who your partncr
is. The task is for the two partners to make something from the clay".

Tae clay blocks should be distributed around the tables so that
partners can sit opposite cach other with the clay between them. If pose
siblc, the pairs should not be too close together.

The pupils are then asked to remove watches, bracclets and rings
and to roll up their sleccves. The pupils are then lined up along onc or
two walls and the following instructions arc given:

"Please closc your cyes and try to keep them closed throughout the
cexcreise, Also, from now on there's to be no talking, or laughing, or
making of ony noisc which would allow others to identify who you arc.
Once cveryonce is quiet and with eyecs closed, I'11 begin leading you,
one-by-one, over to the chairs by the clay. Vhen I've put two partners
oppositc ench other, I'1l place their four hands on the clay and they
should begin making something together. Does everyonc understand? Okay.
oycs closed, no sounds',

There arc various approaches to arranging the vairs. Since the pupils
clmost clways ask the teacher how she/he chooscs pairs, it's good to
decide this before beginning. Some teachers like to arrange the pairs for
what they feel will give interesting results while othcrs purposcly use
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a system which mekes it obvious to the pupils that they have not been
tarranged!.

The problecm of an uncven numbor of participants has been handled
in scveral ways: the teacher can participate, o voluntecer can be gotton
from another class or you can put 3 pupils together in onc group.

The pairs will typically be about finished in 15«20 minutes, at
which time ask them to open their eyes. An organized class discussion
should be delayed until after the pupils have had a charce to talk with
their partners and to move around with them, Joining the discussion.,

III. Discussion

road question such as, "What was it like?" will get thc class
talking about what happened. This can be followed with more specific
questions directed towards those describing their experiences. With the
first fow pupils the teacher will probabaly nced to ask the questions,
But then this responsibility should be turned over to the class as a
wholc. Thesc questions can focus on threc aspects of the exercise: dce
cision processes, communication and fcelings.

1. Decision Processes. How wns the decision reached about what to
make; was it a Joint decision; did it develop from interaction with the
partner or was a choicc made already while waiting to be secated; what
determined the choice, etc.?

2. Communication. What were thc kinds of communication that took
place between parnters; were there times when you were trying to say
something but other times when the communication ! just happencd'; did
communication ever rcally stop; wasn't doing nothing, stopping work,

a good form of communicating; were feclings being communicated between
partners; how; ctc.?

3. Fcelings, Emotions. Starting right from the time the pupils lie
stencd to the instructions, have them think about their feclings -- du=-
ring the decision period about what to make, during the making, when
things were going well and/or badly, their frustrations (or plcasures)
from not talking and sceing, their rcactions to an unknown partncr -
any of this which they want to share with the class should be cncour-
aged. Feelings arc always harder to talk about but this exercisec is
different cnough from usual situations, far enough removed from 'reality
that many pupils find it easier looking at their emotional rcactions
and sharing them openly.

Another interesting aspect of the exercise is the cffeet of wor¥ing
with an unknown partner. Werc many gucssing about their partner? What
would be the difference if they knew? Wag it important to know if the
partner was a boy or girl? Do wc play differcnt roles with boys and
girls and with people we don't know, strangers?

After covering the cvents of the excreisce itsclf, the discussion
should be continued by picking up onc or morc of the 3 aspcects and de-
veloping and applying the concepts to real-life situations. Scction VI
%opga%ns somc suggestions for this and the follow-up projects alsc con=-

ribute.

IV. Variations
1, The execrcisc has also been done with some of the pupils 2s ob-
servers; pcrhaps, one observoer for each working pair. This introduces
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a morc personal clement into the discussions (and saves clay). For this
rcason it is probably better done this way cfter a class is quite ree-
laxed and open with ecach other. And, it mey be better to have the ob=
servers give thoir feed~back to the individusl pairs before the whole
class comes together for discussion. With the class together the parti-
cipants can discuss how they felt becing observed, and the obscrvers,
how they felt observing.

2. Play some music during the exercise. Think carcefully about the
selcction., Play it softly, but you may want to slowly make it louder
and softer for a few minutes.

3., This is an cxcecllent unit for videotaping or photographing with
a movie or still camera. The videcotape playback can be a powerful cx=-
pericnce. The beauty of working hands is quite striking; and I can re~
cal & nervous, ugly-looking pupil who changed appearance dramatically
before the clay = his absorption and plecasurc with the task and his good
contact with his partner transformed his face into onc of screne beauty.
The picturcs or movie film are also cxcellent for the international ex-
changes.

4. Repeat the exercise with groups of three.

5. Some pupils may feel that, with all the discussions, the cx-
pcrience is being 'analyzed to death'. The pleasure they had making their
object together can be spoiled by too much talk that keeps picking it
apart and asking why and how. Onc way to respcet this fecling is to set
aside a time for quict reflections about the exercise. This could include
writing thoughts and feelings, as a composition or poem, or meking a pice
ture. After the class has finished the cxercise and talked froely with
their partners and classmates, the class can be split up into these who
would like to be alone with their thoughts and those who want to remain
for discussion.

V. Follow=-up Projects
1, Decision Processes with Increcasing Size of the Group: Design an

experiment where a group has to comc to a single decision. Then split

into class into groups of threce, foxr their first decision, then into fives,
for another decision and finally, ninc. ilave an observer for cach group

to report on communication patterns, roles in discussion, emotions, ctc.

2. Information and Dccisions: All of thesc experiments should be
related to rcal-life situations., Contrary to this experiments, in many
reallife situations, we have some control ovcer the amount of information
that we apply to the decision process. Since the topic of using informa-
tion, applying knowledge for dccisions, is important throughout this
approach and arises in all the units, only one project will be des:ribed
here. This is a study that can be done with other pupils, teachers, head-
master, family mcmbers, city officials, ctec. In cach casc, have the per=
son think about a recent important decision. They arc then to recenstruct
the basis for their decision, the information which they uscd and how
they valued it, how much confidence they had in the various kinds of
information, etc. They could then describe whether the total amount of
information was enough or whether they wished they had morc. Also, how
did they feel when they first made the decision and how #o they now fcel
about it. Do they now wish they had done it differently? This Itind of
study can casily be designed and carriced out by the pupils.
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VI. Applications to School

1. Subjects

Arts: Some pupils feel they are not able to make clay sculptures.
They are too afraid of failure to cven try. However, doing this cxer-
cise, with eves closed, seems to 'take the pressure off', and they are
then pleasantly surprised by what they've made and the fun theytve had,
If this kind of recaction docs come up in the discussion, it could be
generalized into the kinds of things which do inhibit self-cxpression;
for example, standards of Judgement, feelings of inadequacy, and tho
idea of talent as something only special people have, It is also intor-
esting to look at the choicc and appearance of the clay objeets mado by
the pairs and sece if it roflects some of the differences in relatione
ships between the pairs. For ¢Xample, can onc see from the final result
that the bowl Jo and Bo made expresses their conflicts while you Just
know that XKim and Karen had fun together making their family of vears.
This can initiate a discussion of the general relationships between
the way a person feels, thinks ond roacts (his/her personality) and
the pictures, sculptor, music she/he makes., Is it himself/herself that
the artist is trying to communicate? How much docs an artistic work
communicate? Were the pupils surprised at the amount of communication
between them during the cxercise? Does our overemphasis on spoken come-
munication blind us to all the other kinds of messages we arc contie
nually getting, and giving?

Social Studics: This exercise is usefully applied to the topic of
family rclations ps and, for the older pupils, dating and marriage.
The varying range of cxperiences the differont pairs havc prescnts
good immediate contact with some of the plecasures of co=operation under
difficult conditions as well as the frustrations and aggressions of
conflict. The situation of this exercisec, wherce two pcople arc Joined
by a task that can be done in many ways, is similar to a couple bring=-
ing up their child.

Foreign Languages: This is not a good cxercisc to use for encourag-
ing frce conversation in a foreign language., The pupils get too involved
in the task and will feel too frustrated if unable to talk freely af-
terwards. What has been done is to have the pupils write a short descrip-

Biology: Pupils are generally surprised at how well they were abdle
to form the clay without the use of their eycs., Thie ability is an ex-
cellent illustration fo the workings of the touch and pressurc scnsca
in our hands. Ask the pupils if they were surprised when they opened
their cyes, and if, while they were working, they had a visual image in
their mind of the clay object. This image derives from an inercdibdlc
integration (putiing=-togother) through time of the neural messages both
going from the brain to the muscles of their ten fingers for controll-
ing their movcements ond coming back to the brain from the touch and
pressurc and position scensory cells in cach of these fingers. It's worthe
while thinking about what's going on in the brain during this exercise,
Without any cffort, conscious thought or concentration the brain pro-
duccs that image of the object. At the samc time, one is planning what
to do, and judging how well its coming, and picking up what one's parte-
ner is doing, and thinking about the partner, and deciding what to do.
Meanwhile, many other ideas and thought probably kcep running through
onc's mind. But nonc of this stops the moving fingers shaping the clay.
One class cnded up their discussion of this by making 'pictures! of
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their brain doing all these things together., It was enjoyable and the
results were quite good and amazingly varied, which says something else
about the brain!

C. LEVEL OF ASPIRATION

Pupils often ask themseclve., "Do I really want to cccomplish a
lot - get high marks on school éxams, carn a lot of money, help many
poor people, have eight children, writc a famous novel? This unit uses

I. Equipment

ne small plastic cup and ten paper clips for each two pupils. Any
set of small bottles, Jars, cans, ete., with opcen tops about 3=4 cm in
diameter will do; and metal or rubber washers, tacks or small nails can
be used instead of the paper clips. It is best to test out various come
binations of the cups and objccts to be certain that the task is not
too easy or too hard {see Procedure below). Paper, pencils.

II. Proccdure
upils work in pairs (it is good for the tcacher to participate);
each pair is given a cup and ten paper clips, The task is to place the
cup on the floor, stand directly above it and hold the paper clip by
one's face and try to drop the elip into the cup. Before starting, ecach
pupil is to guess how many of the ten paper clips he/she can drop into
the cup and then to write this number on her/his own picce of paper,
Then, each pupil does the task and writcs her/his scorc next to the
gucss., The whole thing is then repeated with now gucesscs and new scores
from cach pupil, If a paper clip hits the bottom of the cup and boun-
ces out, it is still counted as a 'hit'., (A combination of 'cups and
clips' which produccs an average of about 50 pereent hits is ideal).
1l the gucsses and scorcs arc then written on the blackboard in the
following form:
2nd score

Pupils | 1st guess . 1st gcore 2nd guess

1.

2.
3.

- e -

.- oo gy el .

TS

Total
Average

e e ol G e oo Sl
P - Mo cov amtom-

i
|
!

. Acnames J

III. Discussion
Concepts:
2. Sclf-evaluation - winncr or loser
b. naturc of abillitics, talents, skills - what =rc we born with and
what can we learn?
c. nced for achievement and fear of failure - which do we think
about first and which is more important to us?
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d. the forces that shapc our level of aspiration - family, fricnds,
culture, religion, nationality
eé. what does experiencc teach us -~ the persistent fighters and
discouraged 'quitters’'.
f. group, national and international lovels of aspiration.

- The class will grobably be noisy and the competitive spirit high
during the cxperiment. This is good for it will help the discussion
and should itself be a topic for the discussion (why they became so in~
volved in a silly game). An opening question for the discussion, if one
is necessary, might be, "what do you think of what you've just done,
and the results on the blackboard - what can it show?" This question
will give enough dircction to the beginning discussion, and the teacher
necd not structure this further at the moment. The experiment usually
works out such that the chnnges between the first and second gucsses
are influenced by the first score. This will probably show up in tho
averages s0 that if the lst score average is higher than the lst guess
average, the 2nd guess average will also be higher than the lst guess.
The conclusion: we use past experience to 'set' our expectations of
future accomplishments. Then, therc is the question of individual dif-
ferences in the level of aspiration. The set of figures for tho lst
guess will reflect this. What recasons can the pupils think of that may
cxplain the wide differences i. these first guesses. Could they have
said in advance which of their classmates would make high and low gucs=-
ses? It is also important to compare situations like this one where
the self=-rating comes from a score, simple and definite, as against other
kinds of situations where the evaluation or judging is much more diffi-
culi, for cxample, social 'skills' and physical appearancc, and arti-
stic talent. Other possible arcas for discussion arc as follows:

1. How do you arrive at a realistic cstimatc of your potential?
What does it mean to be realistic?

2. Is thore often a difference betwecen your self-evaluation and
others' evaluation of you? Why?

3. How do you feel and what do you do in situations wherc your
friends, family, tecachcr, cmployer scem to have a different
level of agpiration for you than you have for yoursclf?

4. Do you fecel you are continually in competitive situations? Why?
Do you like this?

5. Think over thc decisions about your own life which you will be
making in the future. Do you fcel you know enough about your
abilities, talents, and skills to feel relaxed about these de=
cisions? If you feel you do not yet know cnough, what can you
S alout 1it?

ERIC

Full Tt Provided by ERIC.
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III. Follow-up Projccts

1. Do a survey study in the school of the jobs or occupations which
pupils want when they finish their schooling. The pupils who have made
o choice should be asked about the things which influenced them, Infore-
mation about the occupations of parents and pupils' school marks can
be included in the survoy.

2. Do a study with the parents of the pupils concerning their grand-
parcents 'drcams' for them and their ‘dreams' for their children. Pupils
could interview their own parents or switch around and do the parents
of a class mate.

3. Do an experimont which shows the social or group pressures on
aspiration level. The following task is suggested: Have one small and
one large box, or any kind of small and large containers and put about
75 paper c¢lips, nails, otc. in the large onc. The task is to move the
paper clips one-=by=-one, as fast as possible into the small box in 20
seconds. Four volunteccrs =are asked to leave the room; the cxperiment
ig explained to the rest of the class and then the volunteers called
in one at a time and told that they are going to take a test ¢f 'manual
Gexterity! (skill in fast accurate movements). The first two volunteers
are told that peoplc generally get about 25 clips moved within the 20
seconds while the last two voluntecers cre told that this number is about
50. Bach volunteeer is asked to gucss how many he/she will get into the
box. After cach onc does the task, he is asked to make a sccond gucss
before doing it a second time. But it is not necessary that it be dunc
a sccond time, the guess is ¢nough. The discussion of this cxperiment
is about the way we react to group pressures and social norms, how wo
usc these as standards for oursclves by either accepting them or fight-
ing against them (but rarely ignoring them).

4, Do a study with peoplc working at various kinds of jobs to sco
what information they gct and what they use to judge their own succecess
or failure in their job. For cxample, do most teachers fecel the marks
their pupils get on exams arc the best way they tell how well they arc
doing as teachers; and do writcers 'usc! the critics or quantity of b»ooks
sold; and business men, the total volume of sales; and scicentists, the
number of their articles published in scicentific journals?

5. Is the concept of level of aspiration the same in groups and
institutions as it is for individuals? Does the group of people involved
with your school have a level of aspiration for the school? Is this the
some for pupils, tcachers, the headmaster, the inspector, parents, cm-
ployers? An interview=typce of study could be donc about this. Other in=
stitutions and groups could also be studied: for examplc, sports tcams,
labour unions, social weclfarce agencics, women's organizations, the lo=
cal government council, What are the kinds of achicevemnt criteria or
standards for different groups? Doucs it often happen that there is little
agreemcnt within a group about thesc standards? With what results?

6. What arc the effects on pcoples' lives of spcecial accomplish-
ments and failures? For example, failurc to get into the university,
winning a Nobel prize, climbing the tallest mountain, writing a first
novcl that is a big success, losing ~n Olympic match, divorcc, getting
fircd from a job?



IV. Applications to School Subjects

Geography: What can be said about relationships betwoen different
kinds of pﬁys¥0a1 cenvironments and the aspiration levels of the popula-
tion? This might focus on the supply of natural resources, food and
shelter; do people become lazgy if nature has provided them with CVery-
thing? Do people who have it 'easy' turn to sports comnpetitions, or the
arts or warfare becausc they still 'neod' some sense of accomplishment,
of acgicvement? What about those living in very poor or harsh cnvirone
moents®

Social Studies: An interesting focus here could be on changing
levels of aspiration - within individuals, families, nations, As cxampe
les: (1) the situation today where many young peoplc are rejecting
their parcents strong interests in high achicvement; (2) the situntion
of blacks in the U.S.A. which is oftoen deseribed as one where a rising
lovel of opportunity quickly leads tu = much greater increasc in the
level of aspiration; and (3) social scienticts have developed specific
training programmcs to be used in developing countrics te increcasge
peoples' level of aspiration. Is this good? Will it work? How about
training to lower levels of aspiration in countrics that 'we' think arc
too competitive?

Literaturc: Projects number 2 and 4 can be done together with sto-
ries or plays which illustrate these aspeets of a8piration level.

Longuage Studies: Both in onc's own mother tonguc ond in a forecign
longunge, the pupils can comnile a long list of the language of aspira-
tion and achievement, success and failurc. The list can include both
collogquinl exprcesions, which are quite numerous in IEnglish, ond single
words. The list of colluquial uxpressions in a forcign language could
be greatly cxpoanded through an oxchange with a schocl in the avpropriate
forcirm country., It is also interesting to look at, and comparc inter-
nationally, the valucs we place on words. For example, what is the
'valuc-weight' we place on words like ambitious, casygoing, bankruptcy,
amateur, prize-winner, sceccead place; skilled, dircctor, and asgsistant,
Pupils mey be intercsted in the elass results from cach pupil rating

such 2 list of words on a S=point scale: negat1Y? positive

{ i i /
Each pupil would get a sheet with the list of words, cach followod by
the S5~point secale. The pupil would place a cheeck mark anywhere along
the scale to indicate his/her own value, for cach of tho words or cxe
pressions on the list. The gsame cxperiment could be done with other
groups within the country or with other countries.

Biology: Arec humans the only species with aspirations? Do we think
that some animals scem happy when they've succceded in doing something
and sad after failures or 'misbchaviour!? Arc aspiraticns part of onc's
sense of the future? Do animals have this? How about the meny folk-tales,
nyths and legends about s~nimals forcsceing cvents in the futurec; for
example, the animals that do somcthing differently if it's going to bc
o cold winter; or, the birds in the southern part of Africa that begin
to sing diffcerently months before something terrible happens. Another
topic: can we 'define' achicvement biologically? Is therc a speceinl pate-
tern of physiological proccsses that 80 together with the feclings we
kave when we accomplish somecthing spceial? Could a physivlogist, gceing
only a sct of recordings of your heart beat, blood pressure, clectrie-
cel waves from- the brain ond changes in hormone concentrations from the
bloud be able to soy whether you hod gotten o higher or lower than cxe
pected scorc of paper elips in the beginning cxperiment of this unit?
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History: It seems rcasonable to explain many historical cvents as
coning from the desire for achievement of individual politieal lcaders,
or religious groups or nations, How often does achicvement for one group
involve cxploltation or rcpression or death to an.ther group? Is this
inevitable? Will we only have less. conflict and peacc after people
(and/or their leaders) reduce their high levels of aspiration? Or, could
peace and conflict mancgement itself become what we all aspire towards?

Arts: How many pupils arc discouraged from enjoying work with the
arts becausc of ideas about high standards of achievement? Pupils can
usc this unit to exemine ideas of standards for creativity, for Jjudging
who has it and who hasn't. How many of them arc afraid to do anything
creative because they combine their own nceds forachievement with these
idecas of standards and judgement? Is there any cevidcence that crcotivity
is something only a small portion of the population is born with? The
unit Four Hands on the c¢lay can be related to this topic.

Integrated Studies, Gencral Studies: With pupils oldce than about
16, it moy be interesting to bring in some of the philosophical and
rcligious conccepts that relate to achievement. Concepts such as fatalism
and predestination (what happens to me, what I achicve is God's will)
arc important for pupils to understand. Hedonism and othor forms of
non=-religious philosophy which stress the herc-and-now, the tlive for
today' rather than plan for a securc future, can also be brought into
the discussion., Another topic comes from the sociological cnd politi-
cal studies of Max Veber and Tawney. They both analyze releationships
between the spread of the Protestant religion in BEurope and the paral=-
lel spread oa a capitalist economy. They reasoned that Protestantism
(in contrast to Catholicism) cncouraged a high aspiration level, indi-
vidual achicvement as a central recligious goal. This 'fit in' with the
nced of a capitalist socicty for savings and surplus capitol accumu-
lation, for income dcetermining social class level, for individual inie
tiative and many other things. Pupils find the idea of this kind of
possible connection fascinating.

V. International IExchange

The questions and concepts and pupil rcactions to the topiec of
this unit arc one of the most important to exchange with pupils in other
countrics. Through this, they can begin to have dircct contact with
the cultural ond national influences on peoplc's level of aspiration
and sce that these arc not the same everywhere. If sufficient time is
uscd, they can begin to sec how differcnces in aspiration arce part of
the total social system, both in their own country and the others with
whori they cxchange., Thus, to undcrstond or explein national differcnce:
in aspiration level requires information about the ecconomy and govern-—
ment, about religion and family size and child-rcaring practices, about
cducation and social class differences, about language, moss media end
communication patterns, and, the history of the country and how the
people look on their past history and their future. Obviously an cxchenge
will not supply all this information, cven with additional reading. If
the exchonge continues, however, with the pupils in cach country making
an exchanging guesscs about cach other, then the complexity of oxplana-
tions becomes apparcnt and the idea of a social system has morc recality.
For cxrmplc, pupils may fcel that aspiration level 18 influcenced by
religion in another country and then find cut that the influence of re-
ligion itse¢lf has changed as a rcesult of changing cmployment of women
and smaller family size. The concept of a social system, with its in-
dividual institutions having meconing only through relationships with
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each other, is an cxtremely difficult and sophisticated concept for
most pupils. Thus, the¢ effort seoms worth moking. The oxchange of ex-
pericnces with this unit provedes a good cxample of the way looking at
another country helps us to better understand our own.

D. RUMOUR EXPERIMENT

How docs language reflec’ reality? In this unit the way visual
and spoken information arce passed along from perscn to person is studiced.
The process is complicated; many things influence it. Understanding
th%i complexity is an important part of our effective use of communi-
cation,

I. Procedure

& volunteccrs are nceded. The class and the voluntecers are then
told that the first voluntecer will look at a picture for 1j minutes
while the others are out of the room. Then, the picturc is to we put
away and the sc¢~ond voluntecer brought into the room. The first one dc-
scribes the picwure to the sccond one saying everything he/she can
remember about it., No questions are to be asked und it is aportant
that the class be quict. After the first volunteer is fin.shed with
the deseription, the third onc comes in and listens to the description
from the sccond person. This process continucs up to the sixth person,
who, after he/shc has heard the description, draws a picture based on
it.

II. The nicture '
“The projoct tcachers have all becn using the same picture | ...
., but any picturc with a fair amount of detail will work well.

If a tapc recordcr is available, use it to play back the carly
descriptions. Otherwisec, it works almost as well to have several pupils
keceping a check-list of the individual itcms mentioned at cach succecd-
ing rectelling, noting down whether theoy are accurately descridbed and
whether informotion is lost (~), added to (+) or changud (x). Give the
recording pupils time to werk cut their rcecording forrm and be surce they
arc in ogrccment on the diffcrence between the + and x.

For the international exchrnge of the final reperts, get the last
person to draw the picturc. It will photccopy better if it is drewn with
a fclt pen.

III. Discussion
Conccpts:
&. Information processing - classification and sclection aspects
b. memory -~ association processes

c. stercotypes - as a universal phcononena

d. cmotions - as they distort communicoation

e, Vision and language - rcelationships in communication

f. wncertainty in ccmmunication - our rcactions for decisions
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The pupils will probably want to begin the discussion by sharing
their views of what happened. The voluntecers in the experiment may feel
defensive about their poor performance and want a chance to describe
their rcactions.

When the pupils have completed their deseriptions of what happened,
they are ready to begin analyzing with questions of the typc: "Why did
it happen the way it did?"

Some pupils will probably make the correct psint that the rcsults
werc much dependent upon the first person's description., You may want
to support this by showing the pupils one or more of the reports and
final pictures form other countries. Vith the pupils being awore, then,
of the great variety of results from classes in other countries, they
heve o bais for ecxomining the nature of communication, or information
processing, as it relates 4o o visual imagce and spoken language. The
main theme for this is the individuality of selcetion and classifica-
tion processcs in communication; that our individuality as people both
comes from and is expresscd in the individuality of our commmnication
proucesses.,

Selertion and Classification:

What determined the amount ¢f description for the different things
in the picture; for example, was there only one word for the bicyele
end trce, scveral for the store kceper and many for the stere cnd ad-

vertiscement? Does the length of tne deseription indicate the complexti-

ty of the classificaticn system we usc for thinking ond communicating
obout people, cvents and things? Docs the concept of a stercotypc mean
a simplified (onc or two word) classification applicd to individuals
or groups or things?

Menory:

How does the proccss of association (relating things to cach other)
work in cur memory? Whenwone of the participants in the cexperiment heard
words like bicycle, store and Indian was there an automatic association
with sonme menory from jast expericence? Did this help onc to remember
the new description? . " so, what happened if the further description
of thce store or Indian didn't fit in with one's pnast expericnces? Does
this cxplain why many of the finol drawings look like scenes from the
perticipant's home town? Vhen we listen to somcone tell a story, how
much docs our mind add tiesce asscciations of cur own rather than con-
centrating oa everything taiat “s being said?

Cmotions and Personality:

boes what we sce in a picture (or a rcal scene) refleet our indi-
vidunlity or pcrsonality? Some participants cmphasize a physicnl descrip-
tion of the picture, cthers try to capture the general fecling cr at-
riosphere while others will imagine the relationships betwecen the people.
In the cxperiment, did such aspcets of personal interpretation become
more obvious with the last person, who had to draw something? Also,
with the last 2-3 participants, as the description gets more distorted
or illorical, what were some of the reactions to this uneertainty? Was
gonething more likely to b . left out if it made no sensc? Wag onc pare
ticipant willing to descrapc nonscnse while another left out the things
that were not logical? Is thic a rcflection of differences between
pecople?

Did the participants cmotional rcactions - their positive and
negative feelings - to the parts of the picture, and to the cxperinent
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itself, influencc how things were described and what was remembered?
Posychologists have aslked pcople to make up storices about gots of pic=
turcs or to deseribe what they 'sec! in inkblots. They usce this ag a
vay to understand some of the differcnces between people, Yhen a pic-
turc or situation is complicated and unclear, what we make of it parte
1y depends upon what we arc, our personality.

Another difference between the participants may be that some do-
pended mostly on remembering the exaet words of the deseription while
others formed a visual imoge of the picturc as it was described to thom.
If is intercsting to explorc this differcnee with the parcicipants ond
clagss,

Daily-life Situations:

Whet is the meaning of the concepts from this experinent in daily
life? For cxample, we should rezlize how normal it is for our menory
to change things, that we can nuver be certain of its accuracy. How
often arc conflicts causcd by iwo pcople or groups or nations sceing
the same situation differently cven though they may use the sane words
to describe it? More of thege aspcets are‘discussed in Scetion VI,

IV, Vaoriations

1. Divide the class into groups of siw., Repeat the uxmeririent with
cach group beginning with the sanc picture, Compare the final drawings
for the discuasion.

2. Divide the class inwo groups of six or eight. You may want to
usc the same picture for all groups or 2-3 different pictures, The 'fipst!
person deseribes the picture to the 2nd person whe then draws it., The
3rd person lovks at the drawing for 1 minute and then deseribes it to
the 4th person who then draws it. Tho 5th looks at this drawing for
1 minute, cte. This variation produccs more cxpericnce and data for
compiring visual and spoken cormunication and invelves gveryonc.

Ve Tollow=up Projeccts

l. The influcnce of cmotions and stercotypes on perception and
cormunication can be studicd by sclecting or making a beginning picturc
especially for this purposc; for example, a secenc involving racial
groups or one between powerful and powerless individuals or between
young and old,

2. Study the way o rumour (or rumours of diffcrent types) spread
through the school and/ur community. Care uust be taken in thoe scleoce
tion of the rumour. A carcful pPlan should be devised for studying the
process of beginning and sprcading, and the changes in the rumour kel
it is repcated. There is an intercesting article about a famous French
incident of the sprcading of a rumour through a whole town and books
have been published on the psycholugy of rumours.

3. Do a simplc cxperiment on the role of association and clossifi-
cation in memory. Prcpare 2 scts of cards, cach sct having onc of thesc
designs:

=
e
T
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Half the pupils look at onc design, half the other, with no in-
structions given as to the purposc of the cxperiment., Pass the designs
out facc down, allow 10 sceconds to look at it; ecach pupil should only
sce her/his own design. Then, collcet the designs. One weck later csk
everyone to draw their design to the best of their memory. Variations
on the same themc: (1) compare momorization of a list of 3=lettex
words (dog, car, tin) with 3-letter nonscnse syllables (gub, hek, dcg)
and 3-lctter consonant 'words! (ntec, gnb, hlk). This can be tosted in
10-15 minutes. (2) using recordings of faniliar music, sce how many
pupils can rccognize the piece with only the first 1 second, 2 scconds,
cte., played (or use a piano).

4, The other perception cxperiments in this enrriculum can be used
as o follow-up to this one. These would include Rotating Trapezoid,
Multistability in Perception, the Neckar Cube and Faces. In all of these,
perception as an active construction process (selection, classification
and valucing) is stresscd.

5. Substitute a real=lifc scenc for one on paper. For cxample,
have a pupil go out to the school playground or the hcaduaster's office
and obscrve for 1-2 minutcs, come back to class and then ropeat the ox=-
perimental procedurc as described in Scetion I. The other participants
should not be told where the first pupil has gone;y and the Tirst pave
ticipant should be told to describe the place without saying what oxr
where it is.

VI. Applications to school subjects

Social Studies: Pcrception and communication are key proccssces
in 211 svcial relationsiips and social institutions. Thus, the importan=-
cce of pupils' understanding of the errors, distortions, limitations,
unconscious selcctivity and valueing which characterize perception and
communication processes, both their own ond cthers. For cxanple, 2
real-life counterpart to the runmour experiment is the runour itsclf,
Rumours arc often dramatic exanples of what is a coumon problem: words
and situations mean differcnt things to different pcoplc but we cone-
tinually communicate as if this were nut so or c¢f little inportance.
Another idea of rclevance to gsocial studics concerns cur recactions to
uncertainty in information or communication, One cxamplc is our sgsystim
of legal proccdures for catching, having a trial, and punishing cri-
ninals. They illustrate the way o nation tries to come as close as pus-
siblce to the truth in a situafion where the wheole truth may never bhe
known, where decisions arce token despite the uncertainty of information,
Mony legel proerdures con be scen as ways of responding to this uncer-
tointy (a jury .ather than a single judge). The samc kind of analysis
con be applied to discipline situations within the school and to our
whole systen of examinations and school grades. Both doctors and poli-
ticiars arc coustantly making important decisions with less than coa-
plete information. How have different societies structurcd both these
profcssions (and others) to take account of this uncertainty?

Forvign Languages: This cexperiment has been widoely used in forcign
~anguage classes as a way of getting pupils talking in the foreisn lone-
guage. The pupils typically explain their crrors or mistakes on their
language difficulty. They want to repeat the cxperiment in their owvnm
language, using a new picturc. They may be surprised to find that thoey
do just as poorly or cven worsc! The cxplanation may be that they cone-
centrate more when working in the forcign language.
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Language Studics: The experiment provides a starting cxpericnce

for cxploring the rclationships between language and ‘'reality'. Du a
detailed analysis of the changes in dcscriptions for different kinds
of objects within the picturec or in a rcal-lifc situation. WVhy de we
usc different sets of deseriptive terms for describing people, cars,
trees, horses, furniture, etc.? The personal styles of different poets
and novclists can be compared with this in mind. Alsc, how is language

. uscd to influcnce our cecnotional rcactions, the values we place on things
desceribed? Pupils could study this by writing two descriptions of an
objeet or one of their class-mates (or the teacher): onc to arousc a

. pesitive, favourable rcsponsc; the other an unfavourable rosponsgc.

History: How do stercotypes affect relationships between countrics
and within a country? Arc world political leaders morc or less likely
to have stereotyves like everyonc clsc? How do these sterecotypes in-
fluence communication? An approach to these kinde of questions is tu
study a histocrical event as it was secn frow the viewpouints of diffe=
rent countries. For example, original sources (newspapers, sSpecches,
governnent records) have been comparcd from France and Germany about
the causes of World War I. There are many differcent kinds of historical
ond present-day situations where this method may be uscd,

Biology: The cxperiment can introducce the concept that perception
(visual and auditory) is a proccss of active selection, classification
ond valucing (negative or positive cmotional responsc). Our cycs ond
cars, and the parts of the brain to which they eonncet, do not work
like a movic camera and tape recorder, Rather, the process is one of
seeking information, of focussing attention upon significant parts of
the total picture, and then responding to the meaning cne puts on this
plcturc, bascd upon one's own past cxperiences. This nmeening comes from
the classification applicd to the picturc. For coxample, onc person 'sces'!
"a bicycle," another "a boy's bicycle," or "a bey's bicycle thnat is ¢ld”
or "boy's bicyele, old, with no gears," ctc. Bach individual 2lso pla-
c¢S Ssore valuce = negative, ncutral positive = upon the classification,

This type of information processing is the same for animals. How-
cver, cach species has its own 'perceptual world', This rcefers to the
fact that, in cach spccies vision, touch, taste, hcaring and tenpera-
ture scnscs arce combined and uscd differently. For example, in finding
focd some animals usc their eyes whilc others usc their noses. If you
put an animal that uscs smell under a glass Jar and placc foud outside
the jar, it will not rcspond.

This idca of 'percceptual worlds', and how they've developed through
cvolution so that the way-of-life of cach specices is adapted to its
environment, is quite important for animal biology. But it is cqually
important te understand its application to humans. Other units in this

- curricuium develop this further as it is a central idea for the cur-~
riculum approach. (Se¢ Rotating Trapczoid, Neckar Cube, Multistability
in Perception). A full, working appreciation of this concept helps pu-
pils in their reactions and communications with others. The concept is
¢e~sily applicd to differences bhetween nationalitics or between farm
ond city or rich and poor pecoplc. But it applics equally to differcn-
ces in percceptual reactions to thc achnol, between pupils, teachers and
parents, between 1lst and 7th grade pupils or between niale and fenale
pupils. This is, thus, & situation whcere the animal biolegy con illu-
strate o common human situaticu.
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E. BALLOON IN PLIGHT

The class bogins with the following story:

You set off alonc in a balloon and have taken 10 things along with
you. After a while the balloon begins to lose height so you must throw
out one article. Which do you choosc? Unfortunately, the balloon still
keeps going down so you have to choose another thing to throw overboard
and this continues until you only have onc left. Which is it?

List of articles:

Binoculars Canping stove Extra clothes

Books First-aid kit Tool kit

Camera Pet animal Washing kit
Radio

The pupils! work individually, listing thec ordor in which they
would throw out the things.

After this is finished, thore are many ways for the class to conm~
pare and discuss the individual pupils! responscs to this situction.
Some teachers put the list on the blackboard and, for cach iten, ask
how many threw it out first and how nany kept it until the end. Vith
this information beforec them, the pupils will probably begin to dise
cuss the 'logic' of their choices. Alternatively, or in addition to
this, the teacher can pick out several of the items for discussion.
For example, one ean ask about the 'pet animal'; "How many of you threw
it out 1st, 2nd, 3rd ctc.?"; then, put this information on the blacke
board and let the dimcussion take off from there, Pupils generally have
o tendeney to limit their discussion to technical matters, e.g. "The
redio is useful in emergencics; the binoculars can help in finding a
landing place, ctec." However, therc are a whole range of more personanl
and individualistic attitudes which arc reflected in the pupils' choi-
ccs and, when brought into the discussion, can give a deeper meaning
to the cxperiment. The items which arce perhaps best for this arc the
pct animal, books, spare clothes and washing kit.

For exomplc, onc class discussion about the pet animal began with
the obscrvation that scveral of the pupils who threw it out first had
one at home; some others, who kept it for last, wanted one but their
parents had forbiddon it. This was tho beginning of a long and good
discussion. Similarly, the item 'books! often brings out some pupils!
negative attitudes about schiol and other pupils! r~, ° - LT

i . .. ' usc of books as an cgcape into a world
of fantasy and adventurc,

There is a valuable poiat thet can cmerge through this kind of
discussion: the things we chocse for curself are an expression of many
aspcects of our own iIn ividuality and a statement to others about our-
sclves. The Self-Concept unit (p. 60) develops much the same idea in
terms of the things we do rather than what we buy or colleet or kecep.
The pupils can also comparc the rational and irrational or cmotional
~8pccts of deeision making, These arc also present in group decision
processes.,

Variation: the calss is divided into small groups, the sanc task
is given, and the group must dccide the order for throwing out the
things.,

F. DEVELOPMENT EDUCATION

Education about the Third Vorld typically focusscs on problems of
national development and the money contributed by industrializcd na-
tions to help them. This often results in pupils visualizing wholc
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continents as just problems with little feeling for the variety of
attitudes, cultures ang Ii?e~styles within sach country.

Two suggestions are offered to help widen pupil's vicws: (1) sect
up an exchange with o class in the Third World, using units of thc
curriculum selected together: and also (2) carry on a project in onc's
local community: a study, in dcpth, of a loeal dcvelopment problem
and/or an action project, working for community development, or for
changing local policies in ways beneficial to the Third World, Cele
having supcer-markcts import more food products from the Third World.

The following two simulation cxerciscs are useful classroom supplo-
nents to a unit on the Third World. It is worthwhile following up these
simulations with a discussion of the cmotional reactions to being in
one's chosen role of tho charitable 'giver! and one's foreed role of the
needy Tiaker'. A useful starting point for such a discussion would be
to do some role~playing of situations which arc somewhat comparable
but mor¢ within the pupils experiences. The unit Cat and Mouse Fantasy
(p. 66) can also be used.

Oxfom's Education Department has produced two simulation execr-
cises to be used for teaching young pcople — and adults - about devele
oping countries through paerticipation in decision-making situations
concerned with Third World development.

The Aid Committee Simulation Excrcise

This is rclatively simple. It was designed for USC¢ ....... in lower
secondary school classes, but has been succesfully played with older
groups.

The players study one developing country and its development nceds,
using 'background papers', snd then decide which projccts deserve fi-
nancing with a limited supply of money. Time nceded: about 4 school
lesson periods.

sxfam can supply instructions, slides and background papers on
several Third World countrics. (Oxfam, 274 Banbury Road, Oxford, United
Kingdom) The Development Simulation Excicise:

This game was devised for older pupils (16-18), vouth groups and
adults. Preferably the players should have had some experience of role-~
-playing beforehand and already know a little about overscas zid and
develo; aont,

Up to 60 people can taoke part in the gwe. They divide into groups
to study the background papers and then play the roles of governments
of several developing countries. Each group rcpresents one country,
and draws up a 3=5 year development plan and one major project nceding
support in its own country. In plenary session, each group prcsents
its progect and requests aid from a critical committce (cconomic con-
sortium) with attitudes typical of rich world governnients. Time necded
to play the game: about one day.

Oxfam can supply instructions and background papers on meny Third
World countrics. Cost: free, but donations arc weleconme to covexr costs,

There are many other simulation cxcercises and a wide variety of
projects rclated to cducation about the Third World. An ecxcellent,
up~to~datec source-book is published by the Education Unit, VCOAD, 25 Wil=
ton Road, London, S.W.1. It is called The Devclopment Puzzle. (Cost: 60p)
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G. GUILTY OR INNOCENT

This cxperiment uses a 'word-association test! to study the natwre
of cmotional influences on language and thought, and tho concepts uf
guilt and innoccnce. In o word agsociation test, a stimulus word is
read from a word list to the 8ubject, who thoen responds with the firgt
word that coues into his/her mind, (For cxample: teacher says "trco",
pupil responds with "bird")

Procedurc

Two pupils, whom the teacher considers imaginative, arc sclected
from the elass to be subjects. Or, two volunteers can be uscd. The
subjects arc taken out of the room and cach given an wmnarked cnvelope
with a desceription of an cvening's activities. The subject is told <to
imagine himself in the activitics, picturing himself in cach situc.tion
in full colour, going through the motions. One set of instructions is
called 'guilty' and the other 'immocent!', (Note: for younger upils,
storics closer to their own expericneces should be substitutcd?.

The 'guilty' instructions arc as follows:

"Last night about two o'clock you stole a blue car from a parking
Space near a hotel., In it was a football and a whitc leather handbag
containing a gold ring, a pen, and £ 150 in cash. You drove the cor
fast, about 25 kilometers when you swerved from the road, hitting o
lorge trec. Your left hand was cut, getting blood on the white handbag
Fearful of a blood analysis, which might conncct you to the car theft,
you took the handbag with you. You wiped the door hondles and the stecp-
ing whcel rcarcefully to remove finger prints. The keys you hid about a
block from the secene of the accident. About two kilometers from tho
accident, you hid the white bag under a stonc ncar the bridge after
taking out the £ 150.

The 'innocent!' instruction arc as folows:

"You came horic from work last night about 5 o'clock, ate dinner
with your fomily, playecd eards until obout 10 o'clock, took the dog
out for a walk and then went to bed. About midnight the telephone rang.,
You answered - wrong number. You noticed that it was raining from the
cast side of the housc. You went back to bed. This norning you got up
at 6.30, halfe-an-hour carlicr than usual."”

The subjects should not talk with cnoch other or sce cach other's
instructions and the teacher should not know who has the 'guilty' sct.
They shculd be allowed zbout five rninutes to study then. During this
five ninutes the teacher should explain to the class the naturc of
the cxperiment. He/she should read both instructions without saying
which person has which set. PThe naturc of a word-association test should
be cxplained to them zond their job on, 'the jury' todetermaine which pupil
is guilty. Onc person in the class can'(if'a stop watch is availablc?
others . recorder the responsce words, and others can note down
dny unusval bchaviour such as coughing, stalling for tinc, manncrisns,
¢te. The subjects arc brousht in onc at o tine, and given the word-
-association test. The class shoald be :isked 4o be tutally quiet during
the testing. After the test has veen given to both, the class is to
analyse the responses to determine which subjcet is guilty. Iach member
can cxpress his opinion and a vote can be taken. The subjeccts arc told
to be quict and make no reaction tuv the discussion, Aftor a decision
is recached (it will almost inevitably bc the right once) a discussion
should boriin on the rolation of this experimental situatiun Lo actual
situations., A decisiecn might be reached by the elass as to whether
they think 2 word-associction test should be usced as cvidenee in o ccurt,
The discussion might then be Ccxpanca to cover the influence of feelings
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of guilt. Por cxemple, how do other pecple 'make! us feel guilty? Is
this gouod or bad? How do we act whon we fecl guilty? Can some poople
hide their cmotions better than othera?

ord-Association Liist (To bec recad slowly, in a neutral voice, allowing
tine for the recorders to write the rcesponsc words)

1. book 10. MONEY 19, STEAL 28. RING
) 2. cow 11. clock 20, BLOOD 29. cake
3. BLUE 12. horse 21, watch 30 STONE
4, railroad 13, TREE 22, tray 31. safe
) 5. house 14, HANDBAG 23. FOOTBALL 32, gun
6. block 15, chair 24, silk 33. PEN
7. HOTET: 16, KEYS 25. BRIDGE 34, WHITE
8. piano 17. paper 26, shocs 35. FINGERPRINT
9. CAR 18, picture 27. cigorcttes

(Vords connected with the 'erime' ocre in capitals.)

ERIC

Full Tt Provided by ERIC.
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H. - EX2ORT-~ I}PORT

Do we rcalisc how much of everyday life is ticd up with other countrics,
and with intornational trade; and, hence, how much pecee is an outcome of
cconomic interdependency?

Mothod. The children can in their own or school time go around to dif=
ferent shops and find out what kinds of products come {rom particular
countries. It might help if a type af questionnaire is constructed so as
too makec the task of the pupils morc cfficient. The questionnaire could
includc questions to the shop kceper on why he has choscn particular pro-
ducts frcm a certain country. How did he find out about thoms where docs
he order frou, They can also ask sal.cs personnel (after asling permission
of the shop kcepcry or the customers dircetly. What is therce response to
imported goods and why do they choosc thoem?

The next part of the work is in the classroom. The pupils can find
out who the importers of various products arc, i.c. by using the telephone
direcctory or trade magazines, Letters could be sent to them or a telephonc
intervicew done asking various questions related to the work carricd out
in the shop. Extra questiong could be reclated to the particular difficul-
tics thoy cxperience with legal matters and protecetive trade barricrs that
exist. The pupils can also move on to othcr matters relating to the quality
of products and the sort of guarcntces they have. There should be many
Sourccs of material for this projecct: the countries!commerecial attachés,
normal school gcography books, and cxport and import tradc magazinecs., It
is also interesting to find out the trade balance between raw materials,
agricultural producc and manufacturcd goods.,

Maps diagrams charts ctec. could all be constructed from data rcceived
from the pupils,

Morc advanced groups could delve decper into the work. Studying inter-
national ccononics, they could investigate seoveral busincss firms that have
international branch offices. Through personal or tcleplione intervicws or
mailed questionnaircs, information could be compiled on the businecss man's
perception of 'national character', bascd on their own particular kinds of .
cxperience doing business with another country. hat arc thc problcms of
staffing a branch office or plant in another country? Are national loyaltics
prceent and what sort of prcjudices arc met? Do brand names have to be
altercd to suit local conditions?

There are many direcctions that the project could take, and individual
tcachers must interpret this in the best way suited to local conditions.
Follow up work and documentatiion can vary much, but the students should at
the end sce how much of daily lifc depends on international tradc. The
Project can become a two-way study by arranging to do it togcther with a
claszs in another country. It would then focus on ihe trade between the
two countrics.
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Proeeaure, The pupils are shown a got of drawings or pictures of
nine faces, both nale and female, They also have a list of seven Qiffcre
ent occupations: for cxample, dipleust, c.-ininzl, student, couediorn,
policceman, teacher, umusician, Vorling individunlly, or in snall frowns,
they arce to deecide which face goes with cacin of the occupctions. Fox
the cxtrea two faces they sugoest occupations.

Discussici, WVhat are sonc of the proccssces by which we begin to
forn stercotyncs: (a) about the way people looks and (b) the kinds of
peonle who have diffcerent jobs?

What are sorie of the results of our xeacting on the bagsis of such
gtercotypes? Arc they 'tiue' in sone sensce or usceful, or nccessasy, o
unavoiacavle? :

Do you yoursclf try to look like o stercotype?

ihat do you think it is like Jfor the diplount who luoks like a
boxer or zangzster (or vice veisa) and the youns actross who is uzly,
ctec.? You nay want to rolee-play sonc aituations you nake up based on
thisc. Another situation for role~playing: Docter (plastic surscon),
patient (facc smashed in accident), and parcnia of patient (optional).
There is a discussion over what kiné cf face the suwrscon should 'ropuild!.
The discussion of faces may be anxicty~producing, cspeecially for soue
acolescents, Pupils should not be pushed into this role-playing. And,
if a discussion sccias to be raising the anxiety level, it may be woirthe-
wvhilc terminating it and discussing the anxicty itsclf instcad,

Jo. PINGER=-MAZ:) DXPE:(IMENT

Pupils ave given small wooden natchsticlss, a sheet of pancr and
quick-drying gslue. By glucing the natchsticks te the paucr, they construct
a naze-type pathway with a starting and ending rlace and dceade-cnds.

They then poir up with soricone who hasn't scon thedr niaze and test coach
other's learning ability. Onc pupil closcs his c¢ycs, has his Tingew
placced on the starting point and then fucls hic woy along until he
£iually concs to the correet end point, This is womented several on oiony
tines, reeceding the inprovenent irial-bdy-irial, until the corvect nath
iz followed without nmistakes along the way. The time it takes and the
nuriber of cuowors (wrons turns) uade clong the way can be written dowi.
The cxperinent ean gerve 28 an introduction teo non=verbal le~rnin;. The
stuCcents quickly find out the kints of problens that arisc as a consce
guence of the different kinds of patterius uscd in the nozes ant the
cifferent ways one can licep secorc and rcasuwe the anwunt of lcearning,

Tne discussion can foecus on tryinz to desehibe what is actunlly
lcarned in this tnek and whether it is the sarwe icr overyone. Ferr cxornple,
is tho scquence of left and vight turms uenosiscid, o docs onc begin o
Lovio on ingge Of the moze? These Aifdcrences help rupils understond tho
individualily of their bacice lcaoning proccessces, that pocple learn thae
sane thing ia diffoercnt ways.

vhat is it 1ike ©o 1lcok at 2 maze fivet, thea clusc one's eyes and
find the wicht peth? Is a l-sceont lock cnou;h?

What will happen if you tiy the sane maze 1 hour, 1 day, oo 1 wveek
12texr? De the pupils who Jeawrncd their ziaze £octer ronenbere it bettoen?
Ave thcy cleverur, better in all things?
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K. HUMOUR

Everyday we laugh at so many things but do we cver stop to think
why we do? Do people in other countrics find the same things funny? Is
humour rclated to national character and are there wide cultural or
soclal class and age diffcrences in the scnse of humour within o country?

llaterials: Scrap books, paste, paper and scissors. ‘YWhere possible
films and rcecordings can also be used,

Proecdurc: Begin with the story »f the Princess who would not laugh
until she was presented with a totally uncxpected situation, or other
similar stories illustrating humour (or film or rccording). Thc pupils
can then relate funny situations that made them laugh, Have the class
(or small groups) make a list of the kinds or types of situations ot whiel
we laugh. VWhat conclusions can be dra’™m from this 1ist? The pupiiz could
then take a look at the question of 'lifc-~stages! in humour. Arc there
different things that childrcen, adolesccents, and young, middic-ared or
old adults laugh at? Onc sourcc of information on this would be the joe
kes and cartoons in magazinces that have audicnces of different ages.
Individual diffcrences in recactions to hwaocur can be studicd amongst
pupils and parcnts with a joke and cartoon collecction asscmblced by the
class, A rating form can be printed up with wvating scales (from "didn't
smile" to "loughed out loud"). Pupils have also onjoycd writing theiv
own captions to cartouns. The cartoons can be mounted on nwabered cards
and the rcal caption written on the back., These arce passed around the
class with pupils taking a2 few minutes cach, gsceing if they can think up
a caption. All of thesc procecdurces will benefit from being done in co-
cperation with a class in another country and/or different cultural or
language groups within one's country.

Discussion: Why do pcople laugh? Do they do so out of hostility, or
because they arc surprised, or sinply to rclicve tension? Must one lecarn
to laugh? How and when during chilchood does laughter appear; why not
carlicr like crying? wWhat is the purposc of humour? Docs it help human
interactions or disrupt them? Vhat is similar and different betwecen
laughing and crying? Could human beings have developed so that we laugh-
cd when we were sad end ericd in funny situations? What is the differcnce
between people who always remember jokes and thosce who always forget
then? Can you try to find out some édiffercences? vhat roles doces humour
pvlay in our Life?

L. IDEAL GROUP
{original 1dca from Daniel I. Ifalamud)

In a large room clcarcd of furniture, the class divides into groups
of 5«6, Tach group forms a linked-arms circle, cveryone closcs their cycs
and for the rest of the time they arc not to speak or open their cyces.
The toacher provides a narration for a scerics of 5 phasces which involve
the pupils in imagining, fantasicing and feceling differcent aspects of
being part of an ideal group: I) During the first linkcd-arns-in-cirecle
phasc, the narrator dcseribes gome of the positive supportive aspeets of
group membership. II) The group members ther touch cach other to find
identifying features (cyc glasses, wristwateh, swecater) which will as-
surc their being able to rccogrnize cach other later with eyes <till
closcd, III) The third phasc, with cach group wcformed in their cirelces,
couasicts of a long drawn out scparation, a slow pulling apart, where the
narrateor talks about conflicts between the desire to keep the group to-
cother and the nced, now, to scparatce, IV) After slowly pulling apart,
vaclh ¢ne goes off by himsclf while the narrator talks about indepcerndcencce
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and loﬁzliness. Aftor several minutes of silence, the last phasc, V)
consists of cach one trying to find the other members of his group as
they come together for a big 'reounion party’.

The discussion which follows focuusscs on the various meanings of
groups, the individual expericences in the exercisc and its relation-
ships with other group expericnces., Is man biolugically a social animal?
Can you imagine yoursclf living totally alone? Or with one other person?
The pupils may themselves know storics of childroen supposedly brought
up by animals in the forcote.

Yhat is the fecling of lonelincss? Isn't it hard to describe? Why?
I3 completc trust neccessary for an ideal group? Docs the group start
out with this or does it develop later? How? Did you feel much trust
with your ideal group? How many pcop” for an idecal group?

When you are grown up and if you have a family of your own, do you
think it may be an ideal group? How? The ideal family can bc comparced
to thecharacteristics of today's family life. Onc interesting way to do
this is to discussc how the family is perceived by: (1) hearing - noise,
quarrelling, discussing, tclevision, violin practicing; (2) sceing -
thc home as it looks, clothing, ncatncss, spacec; (%) touching ~ carcsc-
ing, beating, working togecther; (4) tasting - food and drink, mcals and
snacks; and 65) smclling - odours in and around the house, open windows.

Narrator's Sccnario for the five phascs

Given below is a framework of idcas. The narrator is to use his/
her ovm creativity and feelings and experience in improvising a narratiorn,
As the narration is only meant to provide some structurc to the panti-
cipants! own fantasy processces, it is important that there be long
pauses between statements ... time for the fantasy. However, the slowncss
and pauses should not produce a gleepy monotone type of speaking. The
narrator should put some fceling and cmotion and animation into the
geenario, It is best to do this without anyonc watching: aslk thosce
pupils not participating to lcave the room.

Phasc I: Each group in a circle with arms over shouldcers interloclked.
"ry to forzet that you know thoe people in your group and that they
know you...this is a whole ncw cuxpcrience, outsidc of the here and now,
so put all of that out of your minc and start afresh. Keep your cycs
closed and make no sounds,.™

"You arc with your idcal group...friends you love to be with...
whom you know all luve to have you as part of the group. You cannot
imagine a better group of friends. You can always be yoursclf...cvery-
one is open. You always have good times together...fun, laushter, good
talk, sharing, helping, working together.™
Phasc II: Touchirg cach other to find identifying characteristics. "You
cannot always be with your group. DBut beforc you scparate you want to be
sure you can casily find cach other again. So, liceping your eyes closed
and making no sounds, break the circle up and go around to all the other
members of your group. with cach onc you should find somc identifying
thing, like spectacles, clothes, shoes, cte., which will be cnough foxr
you to find the person later. When you arc finished the group should
lock arms again,"

Phasc I111: Pulling apart, ceparation,

{The norrator should try to prolong this phasce 28 long as possible),
"Now you arc together again, hut you know that has to cnd soon. But you
do not want it to cnd. You know it is timc to secparate but you want to
hold thc others back...to not lct them go just yet...onc more minute or
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80...but you have to go...no, not just yet. We really must! When you
arc freec, walk slowly backward until you reach the wall of the room.
Then, just stand or sit thero."

Phase IV: Loncliness and independence,

"Now you arc by yourseclf...all alone. You miss your group...but it is
good to fcel independent. No one is watching you or expeeting things
from you. You arc free to do what you want. But therc is no-one to sharc
it with. Loneliness." (Stop the narration for about 3=5 minutes. Quict-
1y changec yow: own position in the room so it is not quite as casy for
the groups to find cach other).

Phasc V: Rcunion, Cclebration!

T™Wow's thc time when you've arranged to be together again...it is time
for a cclebration with your group. So, kcep your cycs closcd, scarch
for your friends, when you find someconce from your group, stay togcther
and look for the others, And, when you arc all together, have your
celebrationi®

M. LEARNING TO THINK

Aim: to beccome awarce of aspects of intelleectual development in younger
children,

Equipment: Jars; 2 widc + short; 1 narrow + tall,
2 balls of clay. 1 jar of watecr. Sugar.
1 bunch of flowcrs.

Proccdurc: Onc may begin this topic by asking thc pupils what they think
they would have answered at age 3, 6, or 9 given such tests as thosc
below.

The pupils then will plan a way of putting their thecorics to the
test, using younger children in the school or younger rclatives or
ncighbors,

1. Widc and Narrow watcr jar. The child is shown 2 identical wide
water jars with cqual amounts of water. The child is asked, "Are the
amounts of water thce same?" The contents of onc of the jars is then
pourcd into a tall, narrow Jar, and thc same question is askced.

2, Clay Ball. The child is shown two idcntieal clay balls, and
asked, "Arc thCy thc same size?" After he/she responds, once of the balls
is flattened, and the same question is asked.

3. Sugar + Water, Somc sugar is placed into a glass of water and
stirred until dissolved. Thc child is asked, "What happened to the sugar?t

4, Flowers + Daisics. The child is shown a bunch of flowers, nost
of which arc daisices, and he is asked, "Arc therc morc daisics than
flowcrs, or more flowers than daisics?"

5. Dots. Thce child is showvn a ccries of dots (or balls) as follows:

O 0 00O 200
D 0 6 O 0 ¢ 0O 0
and asked, "Which linc has more dots (or balls)?M
These cexperiments introduce the question of the ways in which we
lecarn about our physical world. Sincce no one tclls or shows us that the

clay ball docsn't got lighter or smaller when it's flattened out, how
do we come to know this? We use a combination of both scicntific truth
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and 'folk-wisdom! to cxploin the things that happen in nature, It is
intercating for the pupils to look at the srigins of both kindo of
knowing, and to find cut that they are the same. The variations from
country to country in folk-wisdom and its incorporation into fablces
and myths can also be brought into the discussion.

N. NiCKER CUBE

The pupils cach draw an outlinc of a cubce on a sheet of paper ==
two perfoect squares and the connceting linces. They then gtare at it
for a while, kceping their cyces fixed on the centre. With almost all
of them the cube will scem to magically change its orientation 2-5
timcs per minute as one square or the other becomes the 'frontt of the
cubc. Once they discover the phenomenon they arce cncouraged to inve=
stigatc it scicntifically, c¢.g. using cnly once e¢ye, blinking their
eycs, concentrating on preventing it from changing, drawing other kinds
of thrcc dimensional outline figurcs, cte. With all these variations

{”‘i;;1 they can measurce diffcrences in the rate of chang

, in the figurc,
/ The discussion can begin with the basic question:
"Why do we sce the line drawing as o J-dimensional objeet?" They can
look at what their own cxperiments may have tcld them about the phience
menon and about visual processces. The chief focus here could be on
licting the things they still do not know. An important primary guil
ic to providec some understanding of the concept of our vision, not as
a mcvicecamera recording recality, but oo an a2ctive information secking
and proccessing system, congstructing and rcoonsiructing 'reality'. Ve
make the 12 lines into a box and we can, and do, do this in the two
ways. In whot other ways do we individually sce things as we kncw thcm,
or as wc want them to be, or as we think they aee?

0. PEACEFUL NECGOTIATIONS 1
(Original idca from Barbara &. L.ong's 'Read Game'™)

Materials Necded

4 of the largest available sheets of coloured poper or cardbuard,
in diffcrent colours. Or, pages frou 2 newspaper can be taped togethowr
and painted in 4 colcurs. 4 bru2d (2 cm) paintbruches taped to the endgs
of luny sticks (about 1 m.). 4 tinc, jars, pans or small buckets with
o siall amount of water paint (washable) in the same celours as the
paper shecets,

Sctting it up

The 4 sheets of colourced paper are taped topether to make o Large
squarce or rcctansgle, approxiumately 14 < 21 n. This ic placcd on the
Lloor, with nuwspapers around the cdsges te protect the floor from paint,
and in the centre of a large arca clearced of furniturc, Each colourcd
square roepresents 2 country and cach one has its own paintbiusn and
supp%y ot paint of its cwn colour for 'building! roads into the other
countricc,

1. Copyright: Herdcr & Herder, Noew York, 1970.
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The elass divides int> 4 groups, cach to a country, and the menbers
of cach pick their cwn Forcign Ministc. and Road Builder (who gets tho
paintbrush).

The Rulces

The object of the game is for a country to build as many roads as
pussiblc from its own country to the outside border of any other country:
Therc arc 2 conditions for building cach road: (1) permission to build
must first be obtaincd from cach and any country that the rocd goos
through; (2) if it is ncecessary to cross wnother ccuntry'!s road, per-
uission must also be obtainced for thal, All the negotiations about
thege permissions arc dunc by the Forcign Ministers. Thic othor coun-
trymen arc only supposed to advisc their Minister and help him/her
dceide what to negotiate for end with when, and vhat stroategics to usc.
3 things z2i'c not allowed: (1) building a road all aleng the outsidc
odge of the cther 3 countrics; (2) building o rcad atraight ceross the
niddle peint where the four countrics jeing and (3) dividing a road intc
two roads. (sce 1, 2, and 3 on the drawings

Proecdure

After the class has formed into grcups and cach cne has chosen
thelr Fercign Minister and Road Builder, eoxprlain the rulcs te them and
let thenm begin., From that point cn it is best tc refusc to answer que-
stions or intcrvene in any disputcs. The game can be stopped after abosut
15-20 ninutcs, by which time the intensity of the activity will probably
have increcascd sufficicently to require that it be stopped. Let the dise
cugsisn start spontanccusly with no 'interfexrcnec's but beforce the class
has returncd to their scats, ask, "Who won?" and give then time o
figure it out (or Lfight about it!).

Discussicn

The foru of the discussion results from the way the game was playced,
i.¢, huw much they 'fergot' the rules, how involved they got, how nuch
they arce still fighting about 'who did whot without perniissiont, cte,

Onc can start with ~ question such as, "vhat happencd that ycu becnric
8 involved in such a silly gamc?" The contral +thenie of the discussion
should be thce naturc of competition and co-spoercation: the criotional
responsces (how long it takes to ccol down, how little time it takes to
get heated up), the situations which may lcad to co-nperatiosn instoeod
I compctition,

Socner or later, the digcussion ghould fucus »n the activitics I
the negetiat.rs, the Forcign linisters. Vhat was thelir relaticnship with
the poople they represcnted, the nupils of 'their country'? lHew aid they
ool gerevine as n represcentative? Did this influencce their contoet and
nes.-tIntions with The Sther Farceisgn Ministers? Vhat happened te this
wholce proeess if ond when onc countiy looked like being the winner; oo
if and when one country besan to change the rules cr 'Yforget' then?

Dcee all this rclatce t5 real internationnal affairs?
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Alteinative Prscedurce

Lspeecially with older pupils, intcercsiting results have dboeun obinis=
ncd with the additicn of the following deserrintions, typed cn scoareto
8lips ~f paper, ono of which is hand.d to cach Freizn ilinistor just
before the ;auc bugins:

1. You repregent A large powerful country which foecls that in these
tince of 'power prlitics! it's beot to censtantly show yur po-
wer to ether c.untrics.

2. Y.u repregent o large powerful country thot likes 10 use its
aavcy ~s o protection £o1 othor sunller countiics thnt you want
~g fricnds,

3. You wepresent a suall ecountry that vonts to be independent but
fincds it inmposegible in a werld of internaticncl diffcercncos, You
have t: 'Join' a large powerful country.

de You wepresont o osurll cecuntry, The best vay for ycou to keep gouac
indenendenee is t- play the big pewerful cruntries I8 against
cach other, lctting them conpete Lor your fLricndship.

The Fercipgn inisters can chow this to the pupils in their countuy
but nut tc any:wne fr:.n the othee eountrivs. If these arc used, the pos-
gibiliticas for the discussion widen gueatly and 1€ is best to use none
than onc class pewind,

.
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P. ROLE PLAYING

Sotting up o Role-Plsy Session: Tochniques

I. Marn-up: Excerciszcs Lo preoparce class for activities in rcle-playing

4.
B.

C.

These activities should invelve os nany pupils as poussible.

The pupils should have a nuaber «f chcices to pick frem, For
cxample: crictional and non~cmotional respenses to questing -
"It is 5.%0 a.m. Your alarn clcek has just gone «ff. Show us
vhot you dol." #Walk dewn the strcet and look at yourseli in
the windows as you g6 by." The crganiser could keep such
titles on cards for thow to lock through.

Vorn=up Getivitics nay be verbal o non-verbal,

II, Preporation: Dircetions

A,
3.,

C.

D.

Give as nany as pussible, Iake them elear,

Lstablish a sctting. - "This orea is the duvorway., You cnter
here and leave thero.!

Souctines it is a rood idea t.o get the pupils to run thrcugh
o short fantasy to visualise the sctting,

Ask the class toc help with the physicol aspects of the sct-
“ing by nmoving chairs and creating o stagce.

III. Teehniques:

A,

B,

C.

.

The Intorvicwy = Ask pupils wh- arce cscimmced roles certoin
questicns about theusclves .... "dew do you feel now?",

" hat are ycu going to do about your situation?", "Hew old
ore you?", "De you like him?", "Vhat kind cf a pervson arc
you?",

Side=coaching -~ Sidc~coaching helje the pupils in the

audicnec and the pupils in the role=play f£rcus their atien-
tion on the action or the solution tc the problem. This is

and inmportant rcle for the teaocher or pupil. The coach sheuld
1ove arcund the players with helpiul coiments (never eritical)
rncant t~ kecep sonce rcality to the conversations,

The Frceze = Stop the acticn ant et suggesticns frcocu the
audicnce. "What do ysu thinlk he should do now?", Intcuview
the 'actors'... "How do you fecl now?", "Arc you ncking puce
scress?. Be ready to change the course of action if neccssaxy.

Deunling ~ The teacher may act. as the douvle or he uay use
o punil as double. "he double copics the posturc and fociad
cxpreasions of the ployer. This gives the player feed-bock
absut his inteopretation of the role, Doubling gives rnore

tupils & ehance to net in touch with eneh rolc. The double
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should gstand or sit as close to the ploeyer os possible. The
teacher ean propare the pupil double by tolling him tu fuel
what the ployer feels. "He is tense, nerveus, happy," cte.

E. Altcr-ogo - Alter-ego is an cxtonsion of the double. The
alver~ego stands or sits behind the playcr. He docg not hove
to copy posturc or facial cxpressiong., The alter=c;o spcaks
the innermost thoughts of the characier. The pupil playing
& character nay decide o be polite. He is really bein:; put
down by another character. In his uind, he is calling this
character names or thinking things that arc not so polite,
The alter=-ogo picks up these thoughts and speaks thea for
the ployer, Vhen he speaks these thoughts, he speoks os the
DPlayer. The alter-cgo anc the player beconic chice Tho altole
cgc makes the unexpressed feolings of who player cxplicit,
This gives depth to the rolce play and diuension to the rolc.

F. Solilo = & player turns agside to talk about his/her ine
ncr-mos% thoughts,

G. Rele-rcoversal - the action can be stopped and replayed with
twu players oxchanzing rcles.

IV. Closurc:

Have the pupils fueus on o solution or the cending. Scmetines it
is nccessary to set a time: "You have twe uidnutes to reach a solutiun,

Vo  Follow=up and cvaluation:

Always allow time for discussion of the role=play. Ask the pupils
about their roles. Get fecd-back from the audicnece, Ask the audicnece
what they would have donc. A role=play can be followed with discussion,
written assignnents, and readings. The teacher's job is to Jct as niany
points of view into the cpen as pessible,

Q. SELF=CONCEPT: "I AM ME" 1
(orizinal idea from Barbara E. Lon:'s 'Identity Auciion'™)

This unit begins with an cuction, where articles are sold 4o the
person whe bids the nost uoney. But in this case, the 'things'! arce o
list of statouents (sce below s & copy of which is given tu cach pupil,
anhd the noncy is imaginary. However, there is an wuctioncer, who ean be
the teacher, the hcadmaster or o 'talkative! puril, and who haz a ~avel,
hairier, or gshoc to usc for 'elosing the deal'. In fact, it is best fov
the tocacher to join with the pupils rather than be the autioncer.

The rules arce simply that cach pupil has an inaginary 5,000 francs,
vounts, dinars, kroner of whatever tc usc s he/sh. wishcs for biddiag
anc buying which itens on the list arc desired. Once a pupil has spent
5,000, hu7shc has to stay out of furthew participaticn in the bidding,
dhe pupils should keep a record of their own noincy so they know whien
it is gone. Pupils nrc free to call u> te the cucticneer the itcens

1. Copyright: B.E. Lungz, 1971
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which they would like to be aucetioned but the auctioncer con also sclect
Pupils (of all azes) get quite causht up in the aucticn and the auctio-
ncer should help to build up the exeitcment and fantasy aspects of cve-
rycnc's involvenent by keeping it 2ll nmoving along quickly. The bidacing
should be stopped after 20«30 ninutes.

Discussion:

It is as difficult tu deseribe the kind of discussion that can
aevelop fron the auetion as it is to deseribe the nower of the auction
itself Yo call forth cmotional invelwvenient. There arc four nain thoues
whicii sccn worthwhile develcping during the discussion:

1. The 'auction cffeect': If a lot of cthers are getting scucthing,
we want It too. L1t 18 & typc of sroup=-psycholosy cffeet, c.g. if o fow
people atart eating you suddenly feel hunzry (start yawning, and you
yawn; oo walkinz faster in crowded citiesj. BUT WHY? (psycholo. ists nhuve
naacd 'it' but net really oxplained it!)

2. Cormmunication: Docs the auetion zive us a chaonce to say soue-
thing we would otnerwise hesitate to say? What kinds of situctions _eno
rally heln to make coumunication casier or harder, <.g. romontic cvie
nings, alcohcl and parties, writing letters rather than telling soicone
%iic%tly?qArc we saying things by wiat we buy, then, that really wiean a

o ¢ us?

%o Fantogy and Day=-crcaming: Arc nany of the itoans that you have
beucht sinilar in soac ways to the kinds of thoujlits that 7o throuh
your 2ind when you day-dyveam? Vhat is this 'scewet 1life' of ours all
about? Arc we nore 'real'! in our fantasy lifc than in our real 1ife
(‘ich othcors scc)?

4. Individual Differcnces: Hove we found out scmcthing about wach
other and oursclves thal we nay not have known before, about peoprle, as
cech individually diffcrent? Were we using the auction, in a way, for
egnressing our own individuality? Is this what nade sonw of the itous
and biddin:; sc ingortant to you? Shoula individual sclfe-cxiressicn be
so lupuntont? Docus it hinder social co~operation?

Alteinntive Procedurce

If you have sufficient tinc for discussion, an additional sct of
fexperiencaa! can result from criransing the »upils in a cirelc and hoe-
ving the puril on one's right as one's parent while onc is the pavent tu
the pupil on one's left. Before bidding on an itenm it is nccussary <c
ask thoe neendssion of the Larent. If this is not zranted, the mupil can
still bid un the iteu:, but, if he c¢nds up with it, hce pays deuble the
arount of the fiaal vid. You rnay want to dc the auetion a sceord tinie,
using a list made up by the pupils and addin:: the 'parent's perudssioust,
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EACH PUPIL IS ALIOWED 5,000 to SPEND IN THE SESSION

Items for sale

e

I hate going to school 41 Why can't girls be dustmen?

I am going to be rich 42 1 don't want to get married

I like going to bed 43 My thoughts are original

I want to get away from home 44 Life is a bore

Please give me a bike 45 I like to be boss

I support Chelsea (local team) 46 ‘hat is wrong with long hair?

1

2

3

4

5

6

7 I am a shy person
g Boys are stupid
10
11
12

47

My parents are fantastic
I like to be loved

I am a nasty person 49 Let me smoke; I don't care
I really like everybody 50 I like squeezing things
Football is the best sport 51 I like painting my bike
Just be decent 52 Children are curious

13 I want to go on a long holiday
14 Ieave me on my own

15 T like to knit

16 Lessons are boring

17 All life is at night

18 I like wild flowers

19 I like puppies

20 Money is all that counts

21 I am weird

22 School is a waste of good time
23 My mother loves me

24 Hold my hand

25 Stop touching me

26 I want to be an engineer

27 Perhaps I'1ll go to the moon
28 I love you so much

29 I want to go to the cinema
30 I thought I saw & pussy-cat
31 Let's all go on strike

32 I hate school dinners

33 I like crazy clothes

68
69
70

Religion is the answer

I like eating

'y are we doing this?

I am superior/inferior to everyon:
Money is nothing to happiness
I hate my brother/sister

I am afraid

Why don't people trust me

I am lonely

Please like me

Teachers are stupid

I hate getting up in the
morning

Scratch my back

Vhy couldn't I be a girl

Boys have it all

Please tell me I am wondexrful
Black is beautiful

Bid your own 'item!'

34 I like eating
35 Kiss me Xwick

i[tem | Purchaser's Name

"~ Price

36 Let's have a laugh

37 I want to travel all over
the world

38 My life is all right

39 I like picking my nose

40 Coon I want to be a mother

'
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R. SHIFTING YOUR VIEWPOINT

A part of what we call understanding another person or group often
consists of being able to view situations from the other person's or
group's viewpoint. In this lesson the pupils try to do this and then find
out how the other person or group rates their understanding.

There are a number of forms this can take and the pupils may want to
design their own 'experiments'. For example, if a pupil has a different
opinion from a classmate, or teacher or parent, the pupil can set out to
discover the line of reasoning and values which underlie the opposing
opinion. This can be based on discussion with the opposition and reading
things which explain the opposition's viewpoint. When the pupil feels
ready, he/she tries to explain to the other person his/her own ideas about
how the other person feels. Misinterpretations can then be clarified.

This process can be experimented with on an irnternational basis, Here
one is interested in exploring the different framework of psycho=-socio=-
cultural processes as experienced by the pupils IIving in another country.
One possible format for this was suggested by Peter Dublin., The pupils are
presented with a series of specific questions under the following headings:

1) The self: what is important to me?

what makes me unique?
what are my strengths and weaknesses?
who and what made me what I am?
2) The self and others:
with whom do I associate? individuals? groups?
who are my heroes? or models?
what kinds of conflicts do I have and with whom?
how are these conflicts managed?
3) Self and society:
what are my roles in society, now and future?
how much power vill I have to influence society?
how much control does society have over ny life?

The teacher and/or pupils can modify this last according to time and
the interests and age of the pupils. The basic idea, however, is that the
pupils try to answer the questions as they feel a pupil (male or female)
in one of the corresponding countries would answer them. The information
is then cxchanged with the corresponding class, which sends back their
reactions. If time permits, both classes in the exchange should firot
answer ,the questions for themselves.

S. WHAT IS MAN?

i8 unit consists of a series of three questions that are typically
not put to pupils. The three parts have generally becn s  cad over three
class periods to allow time for sufficient discussion.

Step 1. Working together in small groups, the pupils make lists to
answer the question, "What is man?". They arc inttructed to be both fac~
tual and creative and as broad and complete as possible, e.g. man iz a
creature with an ear that responds to sound vibrat.ons between the fre-
quencies of 20 - 20,000 cycles/sec; and, man is a croaturc that bakos
bread and then burns it in a toaster.

Before discussion the lists can be organised into categories by the
pupils. This in itself is an interccting problem. The discussion about the
list3 can go in almost any direction the tcacher and pupils want to take
it, but the major objective is to determine and cvaluate the importance of
the universal aspcets of mankind as a species.

Step 2. The same¢ format can be used for this step. The question now
becomes, "What is a (name of own nationality)?" The results of this are
typically a picture quite similar to € stereotype we feel the foreigner
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has of us. It is, then, interesting to discuss why this is so, Also, there
is the question of the 'reality' of national character. What does it mean
to say %hat Englishmen are different from Frenchmen? This can be followed
up by a question such as: "Are French farmers morc like English farmers
than like Parisians?",

Step 3. The last question, worked on individuall y 18 "Who am I?%,
Again, this should be answered wiih & 118F oF single words and phrases
or single sentences. The students may then want to try a guessing game:
the teacher reads one of the lists or the first few items on a list (only
for those pupils who have glven prior permission) and the class triecs to
guess who wrote it.

The use of the three steps brings in the element of the greater dif=-
ficulty typically found going from the first to the second and then to
the third question, Why is it so difficult to 'put ourselves down on paper'’
A good question to consider is the ways in which each one's 'Who am I' list
would change from day to day and from year to ycar and the ways in which
it Youldtﬁtay Ihe sa?e. ﬁt the endi usénghthe thrgg s;eps, the pupi%s can
analyse the universal, the national and the individua processes and ex-
periences which have 'shaped’ them, The question of inherited versus
acquired personality characteristics typically gets raised and is of great
interest to the pupils.

T. PASSING NOTES
Ain

To show the class how certain things can be expressed in writing
which won't be communicated in specch,

Materials
Large supply of 1/4 size sheets of paper and pens/pencils.,

Instruction to the pupils

1. Everyone is to have a supply of paper (10 - 15 per pupil) and a
pencil/pen.

2. Refer to note passing in class - generally forbidden, now en-
couraged.,

3. Explain that there must be no verbal communication and that every-
one must stay in their scat.

4. The idea is to write and exchange notes with other mcmbers of the
class. There is no censorship.,

5. The notes can be open, for everyone to recad and pass on, or they
can be folded over and on the outside written the following:
a) Name of person note is for, but others can also read it.
b) * » " """ with a large letter (P) to show

that it is a private note, not to be unfolded by others.

c) They can be signed or anonymous.,

6. Ondany note not private, as it is passed around, others can
add to it.

7. NO TALKING. NO MOVING. RAISE HAND IF MORE PAPER IS REQUIRED.

8. Time allowed. About 20 minutes.

Follow up

Did everyone take part? What were the frustrations? Did you cnjoy it

and why? Did you writec anything to somcone you never speak to? Did you have
a rcply from somcone you ncver speak to? Were you able to say things you
normally would not say? Why? Was it a waste of time? Did ycu look at any

o note marked with a (Pg that was to scmeone clsc? Why? Vere you disappointed

ERIC

Full Tt Provided by ERIC.
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in some of your replies? Were you pleased with some of your replies? How
could this idea be expanded in normal letter writirg; or is it? Could we
solve or create more problems when communicating in this way? Should
countries spend more time in communicating with each other and would it
solve some of our international problems? What about pen friends? Try it
at home with your parents and family or with your friends. Leave notes
about the place for them to see. Should notes be signed? What about ano-
nymous letters? Do they hurt people or do people just ignore them?

This is a useful unit to consider if your class has been having some
problems. Although it seems a bit silly, and the pupils may also think so
at first, once a class does get started, the activity secms to have a life
of its own and it will be hard to stop after 20 ~ 30 minutes. The pupils
seem to avoid writing "nasty" nctes.

U. DESERTED ISIAND SCENARIO

This fantasy is directly related to the implications and zoncerns of
power and relationship within a group. The participants will be confronted
with a situation in which they are forced to rcact in such a way that
there is a chance of survival,

The scenario is read out slowly with sufficient time in betwecn the
questions to get their meaning and implementation across to the pupils,
to allow the fantasy to unfold.

SETTING: Close your eyes and relax. Clear your mind of everything. I want
you to imagine that you and a group of your six best friends had been
flying on a planc together, somewherc in the South Pacific. A terrible
accident occurred, and you crash-landed near an island. Mysteriously you
and your friends managed to survive, but the other passengers did not. They
and the plane have sunk in the sea,

l. You've all just managed to swim ashore to safety. How do you Tecl?
How does your body fcel? Lie in the sand and feocl the dampness and fatigue.
Has anyone helped you? Did you help anyone?

2. You can see the island more clearly now. ‘hat docs it look like?
‘That does the air fcel like? Can you smell anything? Can you hcar anything?
How do you fecl?

5. You and your friends have a terrible problem. What is the first
thing that you do? What do they do? Is everyone in agreement about that?
Are you and your friends behaving any differently? Do you notice anything
new about any of them.

4. I want you to think a while about somc of your problems. Which arc
the least important? How are you going to solve them? Do you sclcct a
leader or does a leader emerge? What sorts of things happen? What is your
part in all this?

5. Your begin to do something about this situation. You all begin to
do some kind of task. How did this become clecar? Vhat job do you have? Is
anyone working with you? What are other pcople doing? LONG DAUSE.

6. You've been active all day. The sun is going down and you're fecling
tired. Have you caten? You and your friends decide to go to sleep. Where
do you sleep? You can rest now. Keep your eyes closed and think back on all
that's happcned. In a few minutes we'll opcn them and talk about the cxpori-
ence,
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Suggested follow-up

The class is split up in groups of 5«7 to do a simulation , . about
the forced stay on the island. Each group will consider the problems they
might have to face and will put these thoughts (problems) in order of im-
portance. Then each group will determine how they are going to solve the
problems. In a plenary 8session each group reports to the class. The class
will try to analysc group behaviour in crisis situations.

V. SCENARIO: CAT AND MOUSE FANTASY

' A somewhat open fantasy with frecdom for individual emotional resnpon-
scs. Deals with RELATIONSHIDPS (agression-submission) and, POWER.
To be read slowly, but with animation, and long pauses after cach
question. ,

SETTING: Close your eyes and imagine that you're walking out of this room,
and down a long sidewalk. You come to an o0ld descrted house., Now you're
going up the drive, up the porech steps. You try the door and it crecaks
open. You step inside and look around a darkish empty room.

1. Suddenly you begin to fecl a strange sensation in your body. It
begins to shudder and tremble. You fcel yoursecli growing smaller and
smaller. Now you're only as high as the window sill. You kecp shrinking
until you look up and see the ceiling very far away, very high. You're
only as tall as a book and still growing smaller.

2. Somcthing clse begins to happen. You notice you're changing shape.
Your nose is getting longer and longer, and hair is covering your whole
Eo%y. Now you're down on all fours and you rcalize .... you've changes
nto a mousc.

3. Look around the¢ room from your mousce position. You're sitting on
one 8ide of the room. Then you sce the door move slightly.

4, In walks a cat. It sits down and looks around very slowly and with
great casualness. Then it gets up and calmly begins to wander around the
room. You're very, very still. Fcel your heart beating. Fecl your own
breathing. Watch the cat.

5. How it sces you and begins to stalk you. Ever so slowly, it comes
at you. Then it stops right in front of you and crouches. YWhat arn you
foeling? Vhat does it look like. i/hat choices do you have right now? What
do you deccide to do?

6. Just as the cat moves to lcap on you, both of your bodics begin to
tremble and shake. You feel yourself being traonsformcd again. This time
’ you're growing larger again. The cat secms to be getting smaller. And
changing shape. You sec the cat the same size as you, and now smaller.

7. The cat is turning into a mouse and you have become a cat. How do
you feel being bigger and no longer trapped? How does the mouse look to
you?

Do you know what thc mousc is feeling? Vhat are you fceling? Doclide
what you're going to do and then do it. What do you fecl now?

8. It's happening again. The changing. You're getting bigger and bigger
Almost your full size. And ncw you're you again. You walk out the door and
o back to this building and this room, You opecn your cyes and look around you.
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DISCUSSION: After an open discussion of their reactions during the ascenario,
2%9 ggllowi?g kinds of quesations might be used to broaden the contoxt of
¢ discussion:-

1, Are there similarities between inter-personal relationships and
inter-group or international onecs?

">, 2. Vhat happens to individual's relationships in power based positions
e.g. the role of a factory owner, hcadmaster, army gencral?
3. Do people cxploit power positions to achicve satisfactory personal
relationships.

' 4. In the context of our discussions, what is the rcal mcaning of
political power?

5. It is claimed that MTGHT makes RIGHT.

6. Is there a btalance botweon submissive and aggressive elements of
a good relationship? liow does onec achiceve this?

7. One definition of 'power' is "diplomacy backed by (the threat of)
force". What is the recal cxtent of power today? Individual, group, national,
international (UN)?

8. Cocrcion (to constrain into obedience) uscd to be prevalent. Social
pressurcs, subtle manipulation (the Hidden Persuaders) has taken over.

9. What is the power reclationship between today's developing and
developed world?

ERIC

Full Tt Provided by ERIC.
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JOB AlD_OCCUPATION
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A ship full of passengers bicalks away fon ite dock during a storw,
and arifte out of the harbor. The crew aire on land so the passeniess
have %o takc over the ship. Which job would the wupils like wcst/least

to have?

{

JOB T Boys Girls !
. Most . Least llost : Least g
- __:[ ‘,L , '
1 | Barmen : ; 3
L { .
2 { Cantain | i ?
— e ' i l
3 | Cuok i i ;
4 | Deek~hund ! i :
o | ! O |
| : i T
5 D()th)l? ' i . 1
- = ' il .
{ 6 | Bnsincer ’ ; §
T -—e —— ’ . ; :
7 j Ilan at whce ; ; ‘ i
r ' J s o 3
| 8| Cabin attondant | i ; -:
< - " 1 L l
g {Husician in the ; j | g .
i | orchestra i j : ;
! 1! - - - . ‘ i AP s : :i
i 10 {Eursc: (in choxrge of . : | : !
, I the noney) ; ; @

Afte. the -wesults are on the dblackboscd (ws above), the
use them as a sttt to a wide~ransing discussgion of choicu

How 1ingortont is the sttus of & job? Is ithe sctatus always
1ated to the arwcunt of pay? Is it ncie iuportant to have a

really uscs cne's own abilitiecs o cne with wot oy, good
woriing centitions. Do you know your own speeioal abilitics

mupils can

of occunntions.
closcly »e-

job which
hcouwrs o

o tolents

well cncush to suide you in chcosins a jeb ox vlueating ycurself foo o

varticulas job? If ncet, is there anything you can do ahout

it?

The aiffcirences in thoe cheoices botween boys and zicls can alsae be

usod for discussint sox :oles in socicty.

Lo SBA ROLLS AND STEREQTYPL

Cut fron morzazines
~f faces (u.;. cycs and
in; on the vrek the scex

picturces +.f cycs, nosis,

nouths, and lou o
nogc, wouth and chin...without nake-ujp), inicat-
of ach., The pupils nust discucs whethoo they

aolrts

think cach is nale v fonale, how much of a face is necessary to Xrow

nole fooon feqale, how rruch ciffewence really cxists, ~palt
and hoir siyla, Point cat that anong; cany aninals the nole
1ook just alilke. If thewe a.¢ dificrences in aninals, vhat

Tron wdil=-up
and foenelce
wre chey?
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LIST OF ADDITIONAL UNITS

1.

2.

Te

8,

9.

10.

11.

12.

Antique_Shop Tantasy: a fantasy scendirlo thot deals with seli-

identity ond our relaiionships with objectis,

Autobicaraphy: a method, with vaniations, fow getiing vetter

acquainte? = pairs of pupils present cach other to the class.,
Beouty: to ¢xplore ideas anc images of beauty and the human body.

Burcaucratic Forms_and Tests: a funny 3-minutc test to illustante
oww veactions to tests and o follcwing 'dburcauciatic' inastructiuns.

Caréd File: o nractical niojeet in comrmnication about individual

nceds ané resources which svuresses interdejcndency.

City_of the_Futurc: what do we cipect cf the futuire == o sconawrio

about urban hwean and housing siyles.

Bxport=Inport: pupils &o & stuly of local imports and cxporis in-
cluding attitudes and decision processcs of those enzazed in tienda.

Fantosy Country: a fromework for stimulating pupils' inaginations

about national alteinatives, good and bad.

Fantagy_trip: pupils iwagine themselves taking a trip to any foreign

country and then individually £i11 out a questionnairce abiut thels
trip.

Filrg: pupils plan and aake o £iln based cn their own activitics,
sulacthing about their 1ives ox thedr ircactions to theilr surcoundings
which they vant 4o cormuaunicat: to othews (vi exchan;e with anothew
ccunt.y)

Foreirm Residents: some ways in vhich foncisn mesidents can hwell us

to botter undeistand our cvn country and ou scelves,.

Fortunc Tellin-: a local and ciosg-cultucnl study of fortunce tollaeie

is rclated to human views of cheonece and “estiny and anzicty absut
future deeisions,

Frozdoir of Speceli: the thaae ol the fable about the boy who coricd

-y G ub Sub v AU wP GO W @) Sy N

"ys1E" is uscd to exanince concupts and procosges of free srvecclie

Group Tregsurcs: an cexperinent that illusurates group influcnecs on

cur judzcients and then wclates this to interpersonal rilaticnchips
aia gocial control.



15.

16.

17.

18,

20,

2l.

24,

70

Gooup Problem Solving: an cieellent cxe.ceise for showing the dife

foront types of rcaetions when a gJroup tiics to solve a dilfficult
“:robleon tosethew, without a leader.

l@gg;_gggggglz.-g§gg;gzz): the pupils Ceaisn an ideal corrunity a8

a means for exploring basic features of man's natuie = individucl
and social,

inside=0utside: a short cixpcrinent illustrates child-training and
focelings about clecanliness, health and bodily processes, including
discussion of cultural differonccs.

It!'s_a _Small World: given any iwo people in the world, X and Z, how

many intecinediate acquaintance links are necded before £ and 2
arc connceted? An cxpoerinent with o startling outcone.

Learning, !'Shapins!, Rewandg: a learning cxperinent in whica cach

pupil usco positive veward (feodback) to tecach another to fo souce
thin: ('shaping' bchaviour).

Loaning Vords: pupils study the proecesses invelved in the cxehangc
of words anongst lanjuages.

Ilags Mevementg: pupils in your class weon identieccl arm bends low
a Gay and refusc to discuss thoem with others at thie school. Sinec
the rcactions can become dramatic, the teacher should be proepaved

to stop it if cmotions set too high.

liinc_and My Neishbour!s Lansuase: ~n exploration of interdependens-
e3 for a multi-linsuistic class,

tlultistability in Pcrception: pictures wnd Arawings that can ve gooen

in two ways ~re uscd to dceuonstrate foaturcs ol visual perception
and the biain,

Noxmal Behaviour: data fron the class illustwates quantitative cone-
copts of hwlan activitics and their zolation to social norvus (Lules
of corweet bchavicur).

Fad

Oxrdexr and Rcﬂundancz in Lon, SUaSC if we know thice woxda Iyoul &

D Sae AP Gup IR WD Sup A0y G0 QN SO G o S Tov @0 GED WD BB I NP i) D Mo & ap -.‘g

sentence, we will often nake a cox:'cet sucess abouv the Lfourti

LReacticn Time: o simple expesiient illustrating the brain'c control

of actions, and ncthods for ncasurinz behoaviour (ineludin; stati-
stica),
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27. Dotating, ‘capezeid: on illusion apparatus to demonstrote stoveo=

type visual reactions and cux inability ‘o change then.

28, Scenario for a Charactoer in Literetuce: a fantasy trip with o new

identity as a character in a story.

29, Sex_Roles_and Steoreotypes: a scuics of oxcreises and cxperinents
that cxaminc different aspects of the subject,

50, Sogial Influonce on_Behaviowr: can people be influcnced to sicn

(o not to sign) a petition by the reactions, just before, of
another rerson?

51, Jwo=Porson Intervicws: a cormunication process fou sharing, wita
anotlher, ny vicw of nysclf and ¢stab” woching a 2-person '‘mutual’
weald,

32, liculd Tloating University: in which pupils develop their own intooe

national wiversity....on a ship.

55. Zog Fantasy: a fantasy trip to the zco, o visitcr and as aninal.

54. VYords ond_Things: a scrics of oxcreiscs and experinents te incireasc

aworeness of what can be learned fron elass digscussions and to
provide traininz in the mcuns for achicving these inproved results.




