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cussion of the classroom as a planned environment.
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I am, most gr%}eful for hav1ng been 1nv1ted-to present\the

e

Division E address., When I rece1ved the 1nv1tat10n, I was most pleased

- s /

A}
puzzled, and then anxious. What could I poss1bly have to say at a. meet-
ing of educatlonal researchers?” This resulted in 1ntens1ve introspection
and other assorted cognitive act}v1t1es which forced me to become aware

Ny

of a series of paradoxes in ny professional life,'which I nust share

.with you for they have become both the basis and the context for my dis-

.‘ 1 . e’
- The: first paradox invplves.my own role identification., I have

been trained and have functioned as a clinical psychologist fon‘about 2%” .

years. I have even served in the august role as.jhrector of a cllnlcal
! Q
psychology training programﬁ I have Just completed a new ed1t10n of an

abnormal psychology textbook YEt in sp1te of these unampeachable cre-"

dentials for dealing with pathology and deviance, within the past sew-
. ‘ N . .

L]

eral years I have found myselff training "participant-observers" in nice
normal'classroomsa I am a member of the Universft& Pol%cy Board develop-

4 ' -r
ing competency-based teacher education. I am developing & resource center

- 3
», 4 ' -

primarily,for teachers. Graduate students who are worklng w1th'me are .

d01ng research on procedures for tra1n1ng teachers .and children in-ele~
o .
mentary school classrooms. I am working on.a book on " education. Have
£ . [ s -

I'switched fields? Not at all. I contimially reiterate that I sm still

training clinical psychologists (the graduate, students who are workdng in

)
[ % . - .
« \

the school context have their work approved as clinical internships) Yet

I reallze that I am looked upon as a bit strange by my éllnlcal colleagues.

o s

o

O - wr
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" There "are other paradoxes. My past work and model identifi-
cation has been with behavior modificatibn-rtﬁe slogén of our times.
Yet in the last few years I have beeh'working with my wife and-a'groub

of other teachers who identifyothéir approach to.the classroom, un-

- N f .
ashamedly and unabashedly, as'open education." As a participag;-observer

in the history of behavior modification for many years, I have beén

W ty

taping interviews wi%h-most of.gye majoy influencers in this field.

More recentl& I have been'tqping'inperviews with iﬁfluence%s in the

field of progressive education for whom beha¥ior modification is ahathemg,
and they let me know that‘in'ho uncertain terms. éolleagues givé me

quizzical looks as I indicate that my studies involve a linkage of be-

K - ¢

havior modlficatlon and open educataon(

~

" Another paradox evolves around a label. When asked.what 1abél .

I was attachlng to my. current endeavors (because everything 1n our soc1ety

needs a label), I plcked the term env1ronmental des1gn.'_ Response to

this term included complalnts that thé term was already used by archl-'
[ <

< [y

tects or those worklng with human factors or. even that the School of

Home Econamigs sﬁ Cornell had recently changed 1ts name to School of
§ N

. .~

Env1ronmental Design and thus was dealing with Home Economits? One

~

repeated accusation is that I am tryingito relapel.beﬁaviop mod}ficatibno’

intd a mere acceptable‘éné vague term and sneak it back in. "Come Qut

.

from behind that new facﬁde of reéﬁéctability; we know you, you behévipr

2 N 4
modificer?!” . ' S :

" A fourth baradox involves part of the title of thQS"Diviﬁion .

3

s
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of Couhseling and Human Development. It is the term "human” that I

/ Teo . ¢
would focus on, A myth has grown that behaviorism and "mman” con-

-

- cern and hum involvement or humangsm are antithical. An admirable -

gl
paper by Carl Thoresen on Behav1or/Hhman1sm does much to dlspel this

ﬁm&h and éet also does one thing’ x&dch pé etuates the myth. Carl

/

p01nts out the human1st1c emphas1s wh1qh m ny behayior mod1f1ers 1dent1fy
c‘ , \ ~ , : 4
with: : L “~f R 5
5 "Several reasans explain why behavior-oriented professionals
. , .

. See‘tHeMSelves this way.‘ First of all, they focus on what the indi-

. vidual person does in the presenﬁ}imfe and not on.who he 1s ‘in terms of"

vague soc1a1,1abels or obscure descr1pt1ons. Secondly, they emphasize
human p}oblems as,primarily learning situatioﬁé where the person is
Beencas capable of chapéihg. Thirdly, they examihe how environments ~

can ﬁe.altered to reduce and prevent human problems,.and, they use scien-
tific'procedures to improve techniques for helping individuals. "
(Thoresen, 1972, Pg. 387)

.

Yet, unfortunately, Carl uses the Slogan of "behavioral '

humanism_ to ¢onnote a bringing together of these two appargntly dis-

parate approckes., My own biased view is that the term is redundant--a

.

* behaviorist cannot’ approach human behavior except in a "mmanistic way."

, I’fe run into this paradoxveailier when' the title of a}pre-

‘sehtation that T gave in the early 60's, "The Therap1st As A’ Soc1al

- . l’
Reinforcement Machine" (Krasner; 19629 was picked up as a mechan1st1c s

’

'simplistig”, and "fasc1st1c example of behavior modlflcatlon at work.

.

. ‘ »
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The ¢lassroom as a planned environment °

.
. \]

In the context of these four paradoxes, I would like to dis~
X . ' >3 PP

.

cuss the concept of the classroom as a planned environment. The title

. -

‘of this paper is a slogan, a‘sibéan around which I have been increa-

-

¢ -

8ingly orgenizing my own theoretical,'research, and training interests.

As a slogan it has as mﬁch, or as lit?le, meaning ﬁé other prganizing ,

sloéans such as beﬁ;vipr modification, open education, progressive ed: : -
ucation, humanism, cognitive psychology; and a multitude of other sg%ﬁlar
slogans. Anothe; slogan which % :

have been finding myself using increas-

ingly is that of 'nvironmental design'“which refers to the training of .

<

|

i

1

\ 1
. individuals who will help design classrooms planned enviromments, a . i
|

|

|

;

|

|

!

i

J

_ good circular definition. Throughout this paper wé‘will be u%ilizing the

. two slogans vir?ually interchangeably. U

' The purpose of this paper is t0 present a theoretical-model of '4
e the classroom, fo put the model in historical perspective, to discuss re-
model, to discuss the implications of the model

search:gelevant to the N
for subsequent application, and finally, in wha{ I consider of most im- ’
’ ’ al

. |
portance, Jhe implications of training prbfessioq/ in the fields of psy- 1
v ‘.u ’ B

¢ chology andﬁsdtﬁation such as teachers, counselors, clinical and school
. . N : ,

.

psyéhologists, and re§earchefs to work within the model and to influence

. . subsequent\direp%ions of .the educational process.

.\ -

The'model is not new; it views the classroom as a total en- °

° ¥

vironment planned byrfhézteécher-with advice and suggestions from stu- *?

denfs,’parents, researchers,‘school administration,and guided by mandated

et
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"
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// gestions and ideas are -very welcome.-/ .

v

_Historical streams .

.
f

e e monmm e n e

v .

R
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~

state curriculum. Implieit in such a concept are: a theory of human

-_—
-

nature, goals as to 1nd1v1duals and soc1ety, a phllosophy of education,

Y 4

specific technlques of tralnlng, and a research rationale.

But a gen-

eral description of the model tells.very,little because all models.de-

pend on a theory of'human nature; a philosophy of education, with goals

[ 8

specified or implicit as to what is desirable individudl }nd societal

behavior,
scribe the classroom as a "planned environment”

.on and of the model, its background and its cdnsequences;

4 ’ .
Rather than get hung'up on a definition, I would like to de-

-

in terms of ithe influences

I am emphasiz-

ing a total package rather than a specifig 1solated rec1p¥A1n a cookbook.

Primarily I will be descrlblng an approach in_ 1ts early stages and sug-

-~ .

>

i

_First of all, our model must be placed within a historical

context

A historical analysis is not intended as a deﬁonstration of

scholarly _Skill but is, itself, an 1ntegral part of a theoret1cal model.

A major part of the theory of envirommental des1gn is that historical

current behavior of the 1nvest1gat9r,

these streams of influence.,

a

The.behavioral-stream

q

The f@rst of these‘streans we,will call the behavioralt

- ¢

is place& first only because it is the one with ﬁhich I am personally most’

’
»

familiar,

Some &ears ago, in writing an Annual-Reviéw article’onﬁbehaviqr

' antecedents, paradigms, beliefs, and/or myths are major 1nfiuences on the

We will refer today to several of

It

i .

therapy, I contended that &t that'point in the early 1970's, "behavior | .

~ ‘ "

t

-

.
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L4 r
therapy or, éehav1or modlflcatlon represented an uneasy alliance! ) %agf\~——-'

3.

‘between investigators in psychology, psychiatry, and educatidén and
that it was an outgrowth of the confluence of fifteen ehrlier streams
the behav1oral

o? 1n£luence within those fields (Krasner,,197l) Thus

strehn itself is hlghly complex.

—

r~ Among the early influencers was Edward L Thorndike. It is of
interest to note that Thorndike had never even heard t;e word psychology
until he took a. required course in_it in 1893 at Wesleyan. " He was also

influenced by taking a course with William James'at Hervard in 1897

'whenﬂhe switched from literature to psychology as his major, a switch

. gimilar to one later made by Sklnner, but unlikely in current times.

Out

e

"‘1“’_

of his doctoral d1ssertatlon came the law of effect. ‘Much of Thorndlke s

»

v

subsequent work imfluenced both the behav1oral stream in psychology and

-

the appllcatlons of psychology in:the. classroom. His studies on learning

1N . -
produced considerable material useful for theories' of instruction in his
. . o ]
Principles of Teaching (1906).. He offered illustrations on the topics of

sttention, reaSoning, feeling, and morel training. . He also dealt with the
design and choice of teaching materials. The organization of instruction,

the ways of adjusting to individual differences in the classrooﬂ and

.

methédologyjﬁﬂglng student progress--were all involved. Cremin (196X)

summarizes Thorndike's influences by indiecating that, "..no aspect of

’
-

publlc-school teachlng durlng the first quarter of the’ twentleth century .

remained unaffected by his influence. .o o .

-

L "Jtimately, Thorndike's goal was a comprehensive science of

pedagogy in which all education could be based. His faith in quantified

LI . o

o




methods was unbourﬂed, and he was quoted ad nauseam to the effect* that

everything that exists exists in quantity.and'can be measured. Begin-

. ning with the notion that4the methods of education could beivastly improved
by science, he came slowly‘to the conviction ‘hat the aims,dtoo, might well’
be scientifically determined" (éremin,'l96l, Pg.+114). |-
‘ I have started with Thorrdike rather tian wi more current be-
_hav1oral influencers such as Sklnner to emphasiae that the relatlonshlp

betyeen psychological theor1es of behav1or and the classroo

4

not new or restricted to recent tlmes. W1th only slight

is certainly.

pagaphraslng,

Thorndike's linkage of learning and 1nstructlonal theory to the planned

environment of the classroom would still apply today. The more, current

"behavioral' influences can be traced to Sklnner and to other 1nvestiga-

tors worklng with o Eerant methodology and.those influenced by it (O' Leary

it

and 0'Learyy 1972) ‘ \ L~

yany of the developments 1n educatlon involving the classroom

in the last decade have been 1nfluenced by th1s behaV1oral stream such

as the teachlng mach1ne('programmed learnlng, computer-asslsted 1nstruction,
/

the conce?t of behavioral objectives, behav1or mod1f1catlon in the classroom,

. token economy,.c0mpetencyrbased teacher education, concepts of accountablllty,

l,

peer teaching,.and microteaching.

f

deslgn in the classroom?”
e

-

They car be and as such the teacher must be

e e /
Are a1l of these part of "environmental

\

H

skillful in the use of these technlques and concepts, but by no meens, dp
these behavioral 1nfluenced developments exhaust the des1red tralnlng
Jrepert01re of the planner of classroom env1ronments. \

&

" '3 . /i;;haps the most important of the behavioral technlgues 1n\the1r

2 & ‘ . \ ' ' L
Lo . .




.Cremin's (1961) classic book on,

1y : ) ' '
1, : 8-
F -

implications for envirommental design are operant\condiﬁioning, modeling,
e : ' . .
and the application of reinforcement and training principles¢in the form

of token économies. This latter~procedure, token economj, as eventually

applied in classrooms and hospitals derives from the behavior modification
stieams'of operant conditioning and utopian plenning &Attho&e and kiasner, ]
l968 Ayllon and AZrln, 19653 Krasner and Krasner, l973, Skinner, 19u48).

’
' ©
\

Progress1ve stream

’

A second stream of influence on the concept of the classroom as

a plénned enviromment is that of American "progressive" education. .

"The Transformation of the School" traces

the influente of progressivism in American education. Cremin offered as

four elements in progressive education the following:

'« \

"First, 1t'meant broadening the program and function of the school

to 1nclude d1rect concern for 'héalth, ‘vocation, andﬁihe‘guallty ?f famlly

~ ®
¢

and communlty Life, ) s
YSedond, it meant applying-in the classroom the pedagogical prin--

v

qiples derived from new scientific researéh in psyholqggy and the social

sciences. . . .
: ) . . y

"Third, it meant tailoring instrucfion more and more to the dif-

A

. ,ferent kinds .and classes of children who were being brought within the pur- -

wiew of the school. . ’ .

+

'Flnally, ProgreSS1v1s1sm amplled the radical falth that culture
could be democratlzed w1thout belng vulgarlzed, the faith that everyone

could share not only in the beneflts of the new sc1ences but in the pursuit

of the arts as well" (Cremin,,l96l,.Pg%4v11, ix),




o
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A
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A1l four of these elements'have fed into and influenced the

-

enV1ronmental de51gn approach. T -

Dewev s contributions are legion both in terms of his influence
and the misattributions. One could cite,here some of Dewey's notions of
school as-a community,.trainiﬁg for de;ocratic living, and the teacher as {

a_social change agent (Dewey, l9l6). One- of the best and subtlest of ‘ -

statements of thg§¥hilosophy of the classroom as a planned environment .
is the, following statement.from Dewey (Dworkin, 1959, Pg. 24). "The-

teacher'is not in the school to imppse certain ideas or to form certain habits

“in the child, but is there as a member of the community to select the infln- ‘

ences which shall affect the child,and to assist him in properly responding to
these influences.”® . - . \ ) -

v

. . . Another important‘stream’in the development of environméntal design

®

concepts, a stream Influenced by the earlier Progressive movement but also
ént
hav1ng some independ/influences, particularly 1n some aspects "of” British o .

primary education, is that of open educatibn. Krasner and Krasner (1973)

Vo
offer & conceptual linkage between the concept ofcpen education@and planned

enviromments such as, token economies. Ih the open classroom the teacher

-

uses her experience and 1ngenu1ty in planning or des1gning 25 1nd1v1dual N

* enviromments.  In our training program we have deliberately selected the

.open classrodm as being the mosﬁ useful-kind of env1ronment in which stu~ ‘

dents can observe and apply environmental design‘principles. The "open"' ‘ B
approach is in- process of development and people 1n training ¢an both
observe a process and 1nfluence 1t Further, open education as a process

closely links the notion of desirability of achieving valued social\behavior _‘

as well as competency and 'skill with the notion of designing of the learning




knowledge of the behavior tenden01es of partlcular chll&ren

enviromnment to achieve these valued objectives.' More and more the

=10~ ‘ L ~. v T ]
|
J

teacher realizes %hat he or she must talk in terms of goals' and purposes

<+
for every design or feature that is put into the enviromment. Put .
V" s ' ~ o , |
another way, the ‘teacher carries’out a "functional anglysis of.behavior" |

-

in plenning a classroom enviromment. ) . y

. ,
/‘. . ‘ . :) - ' \

. Another stream lead}ng to envirommental designaderi?es from °

.. 0 . o 3 . M 1
"Bnviromental” stream > - ®

envirormental psychology (Craik, 1973, Proshansky, et al., 1970; Moos
agd Insel, 197h Sommer, 1969) and ecologlcal psychoiogy (Barker, 1968)
Althoqgh~not synonymous, both of these fields are'concerned with_the'in-

fluence of physical-settings on behavior. As ROger'Eaﬁker putseit, "We

‘found, in short, that we could predict some aspects of children's bekavior

. : -

\
more adequately from knowledge of the behav;or characteristics of the drug-

stores, arithmetic, qlasses, and basketball gaﬁesgghey inhabited than from
. .

(Barker,.19é8,‘pu)
]
The systematic appllcatioh of archltectural deS1gn to aﬂfect behavior

N Y

also falls within this stream, and it is interesting to note the recent

usage of the term "envirommental design" as a proposed improvement on the
1 g

berm "architecture."

The traiping of'the environﬁentél designer. . 1}

Aloajor element in the training of environmenoal designers is
the exposure to a mumber of streams of in%luence which are relevant to the
activitieg in whlch decigners will be engaged profess1onally (Krasner and

Hutchison, 197h) As a sample of these areas, we offer the follow1ng list

of toplcs covered in our ongoing ‘and evolv1ng seminar on env1ronmenta1 Jﬁ

-
*

P
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A
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g deS1gn , for. both undbrgraduate psjychology majors and graduate doctoral

- .o @
[T an S . . .

.. _". s&udents, vﬁa readlngs, d1scuss1 ns, and presentatlons by'V1s1tqrs,
?

\ . a . . \
. env1ronmenta1 design as an extens1on of behavior modlflgatlon, the class=

n'_& j
. - — ".
Sree

room as a planned enV1ronment, research &as both" environmental deS1gn C e ]
““_'“ . / - vo—'*" et ’-- '.,~.~_:‘ .
-and a behavior 1nf1uence, the, token economy as a planned env1ronment, T
il 14 7.

' conomlc ;uhnc1ples %? influences in thé classroom, the mental hospltal

' ‘ -

F s
and in soc1ety; the architectural arrangement of space as an influence on . i
a ) [N . o - . 4 . . . * s

béhayior;'the social role of behavior-change agent;- the oceupational career

1

’ : . . v ¢ . . . » . e
of environmental designer; social and ethical implications of env1ronmental

1 ng1gn, therconsequences of demOgraphy on planning environments; the d@ﬁlgn'

~ .~

and functlon of communlty mental health centers; nl9nned societiesg, utoplas
~ ot k<<

or people des1gn1ng their own env1rogments, social and behav1oral change in - .

Chinaj and civil llbertles, social Justlce, and other worthy goals of en-
. 1# . T Yo - s

.~

v1ronmeﬁta1 design. . ., . . : E .
hy el - ¢ . L ’ . I ' i
toe . % .

.t Admittedly»tﬁis is a broad range qf topics and material,-yet

,wé feel that these are But a start in the d;rectlon of cons1der1ng ‘what

.
~ *

’ varlables must be cons1dqred in tralnlng professional env1ronmental de~

. 81gners. Our a1m is to, develop -a general approach to training people 1n- . )

» . . { .
T volved in dés1gn1ng env1ronments that can be utilized in any social settlng, .
k *  'be it a school, a hospital, a community center, or a home, althbugh thus far t
. . . . , . e ] '
iwe have been focusing upon the, classroom. L ) ¢

Procedures . . L . ) ’ .

3 , 4 ’ « ,

‘ . This section describes some of the procedures/;which have been’
. [} -

déveloping within ihe enviyonmental design program, none of whi?ﬁ are new

¢ -

"ty

. " v ? “‘ . — .
7in and of themselves. wakver, each is a’'product of the envirommental

. ’ . ~ . . ¢

lzlsz:A . T s &) : - “

Aruitoxt provided by Eic: . . .
. . .
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. design modll. Trainin% in these procedures consists of developing them
N S ‘ . . ;
ng a fixed techniqué. Therefore they are not to
| .

-, rather than just learni
be seen simp%y as end-products to be imitated (although<they may be usé-

EDUEERN - fnl in theﬁgroper cont xt), but as illustrations of how .the theory is

) translated 1nto practice.” "The students in the seminar are serving as

/ t

in open classrooms in a Jocal school system. Their

: . * partlclpan—-observeZ

task is to observe; ow the teacher plans h1s or,her env1ronment 1noind1ng -

" . . ‘}ﬁms ..
how the pa t1c1pant-observer is used ™ ;

‘\.\ -.
The partlcipant-observer role;iPe_j-~ e

@‘“

. ’ The role of part;clpant-observer was developed as a means of

ve > o > - o oee -.,w- ’ ""l.

~
tra1n1ng students in the concepts and»appllcatlons of enVIronmental de~

- sign,for=our purposes. This role is central in the development of a\strategy
4 ) . ' ..;1-: Sl

Eo -

for research and tra;nlng. It was developed to fulflll a number of goals:ia

~
~a

? é -
v ' . .
(a) to test the model of undergraduate-level consultants in environmental K
) ) design; (g) to develop a role in which‘a person can functlon as observer . .
4 .
" in a nat a s complex environment; (c) to apply theory 1n changing the , ) ,{

natural.e%ﬁkronment and observ1ng the consequences of those changes; (d) .

to train ézose who control the env1ronment--1n thls case teachers--ln " /"

applying iznclples of behavior to the deslgn of the env1ronment (e) to traln g
jgo do this, tra1n1ng, ahpllcatlon, dnd observatlon.‘h' ' . //”'cJ.}f;

(o students
. , 7 A

The part1c1pant-observer role was chosen rather than the more o e

v ) : s, -
e T . . . . /

. traditional observer role for.several reasons., In making changes in the

% L. .

. env1ronmen§s a partic1pant is less obtrusive than an observer; by parti-

cipatlng, E e person has more access to 1nformatlog from the env1ronment
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and its other part1c1pants, a partﬁ.clpant can engage ig 'actlntze,s that

v ‘ -l

;o
reififorce the teacher (in thigs 1nstance) such as hélpi:ng, and f1nally,

. e

1

it represents a sharp movement away from the my’th ofg'the eXJ.s’c.ance oi‘
'/}ig

¢ =

e
y (A

. r

-
’

ob,jectlve value-free obs erver7

P

/ e
The part1c1pant-obServers are advar{ced psychology ma;;or/s ‘en~
. .

. R - / - e,
' rolled for a year in a sem1nar in env1ronimenta'l design. 'I'he theory and f‘" 1
/e Feu . L cFE
pract1cal problems are d1scussed in the weekly semlhar mee,tl‘ngs, “and the - T 3
R %.J_ ]
stndents participant as P—O’s in elementary classroorifs (,and -more recentg'l.y f » i
- AP . ‘g4 T ‘;
. in mental hospijal ward) one mornlng per week Open classrooms f;rom a % E j
. / \ \ . A‘ . f LI Y ’:
Jocal school d1str1ct were selected for the 1n1t1al program ajs examples ;é L
~of planned environments. The process of contacts w1th prospectn,ve co= F ﬂ 1
operatlng teachers and pr,mmples was ﬁ‘t\lllzed 1h the tra1n1ng program as gg:f" L
. A\ W AN ;j e ‘,‘ -‘
_ * illustratlve of the problems e.nd onortunlt:Les 1nherent 1n such contacts. ;;g a
- AR .4. e S . ]
. N %
» . "The actual f‘Qle,behaVlOTS\*Of the P—O s were not well def1ned < . 1
T A { \d B :‘;
:/,f' R befo(rehand e1ther to ‘he teachers or t \tHe students. Th1s provided a i 1
/’ ToEe I DA £ .
/) ’ . proce;ss by which' teachers and P-O S could d}qelOp the r&ie and prowded Lz'p?f: .
- - . _'"/ / , . < N B . i
) , 7 - flex‘lblllty across da.versg c'lassreom .sltuatlons. ~This lack QQleflnltlon éz i
e v, 5 a b B ‘- \ N ) . ";1; o
.o reSulted in more creatlve and, useful roles than co\have been p\lanned g 1
0l e h ! :v ;,, ‘Y o N . . Ry s
L. TE T . ! d s 1 ‘:; S . . ~ R o
ro e b b A beforehand - Ph I :i A RN R N g N
‘. ! g v s v > v A \ *\ \ N ’ ; \11
‘{_" . W21, N )
' Imtlally mosrt-..P-b ,,s“ generally c1rculated ﬂlrough the room ' |
o= ER N - - 1
;\.nd:w:iduals and .sfnall groups. W1th ass1gnments and projects. o (i S |
n y:; develop mﬁm lesst:ns/ organize areas of the room; \and :A ;
- - 7 i
' : § & . ;
ing in, m texilals from t & out.side. As they become more**famlllar with %
. NIt §‘ LY .. Vot - ‘ . |
- ~the env1ronmer1t and as the éeminar mater1al exerts 1ts 1nfluence, “their
Lot . j . ] e .. . . , 2 . “
@b roles conti tetto evelop, {4 :7, N \ '1
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In sett1ng up the or1g1na1fso 1 program, a’way was needed

to get input from the students about thelr classrooms ‘and activities,

¥

v “ and to ~help them systematlze their expe 1e?ces. The method chosen was the
use of Journals in whlch éach P- O was requ@red to record observations and

comments from h1s day 1n sehool 1mmed1ately follow1ng that period. The
‘ - \/ I .l ‘:-;

recordlng was to be done after rather than durlng the session in keeping
. ../ P o’ ' -

with the, fole gf-partleﬁpant-observer rathér than observer.

! ' As Wlth thé’roles of P20 and tralner we left unstructured the

',

content to be recorﬁed, which resulted in a w1de variety of Styles. Based

. -

on the S%urnals of the P-0's in the first year, we took the useful types
‘_; . :of observatlons made, ‘added other categorles from theory, and arr1ved at

. "A Gulde to Observatlon 1n the Classroom" with 38 dlfferent observatlons

‘e

“under categorles such as Expllclt ‘and Imp11c1t Rules, Learmgd Roles and

- i i

-

their Consequences, Phys1ca1 Materlals, and so on. The B—O‘s are, of
course, not expected to observe all the categories every week, but they
. ) . .
are to generally let the llst guide what they record - (therefore tending
l . to guide what they observe),.= -
Both P-0's and trainers keep journals'which are available to
f. each other”as an efficfent way to transmlt 1nformatlon and feedback
The dlarles are also a useful resource forﬁorlentatlon.of'new pa;tlclpant-
observers to the classrooms they w1ll be enterlng, and & ready source for,
4 . .
gathering data. For example, a progect 1nvolved the appllcatlon of .

Flanagan's critical 1nc1dence technique utlllzlng the journals as source

material in order to determineldesdrable P=0 behavib?. -4 L S

-




" began with children who volunteered for the project.

Aoa.

THe human behavior lab

3 A hd -

. =
A third -grade %eacher in an open wing wanted to train pu-

plls in her classroom to be effectlve observers .and to 1mprove socigl

Y
.

interaction skills. She suggested that a Human Behav1or Lab be es-'“

tablished in the wing (Krasner, Ford; Harpin, and Krasnér, 1975), A

graduate student working with the trainer for the schoolwdeveloped the

®

structure of fhe weekly sessions. They oroke the subject area into ,

topics end used materials based on their owﬁ créativity, on behaoior

influence techniques on the group dynamics literature, on open education

principles, and on materials from similer projects. The initial lab
o ' .

The particular skill areas covered include self-observation,
observatlon of others in the group, in the classroom, outside the class-
room,-and at home, teaohlng a m1n1-1esson to other children in their
class; and finally taking over the teaching of the next group of children
in the lab. The children were taught to observe behavior as well as its
consequenees,'especiallé in soQiel interactioo situations. Specific de-
vices and techniques osed include mirrors and tape recorders for self-.

observatlon, self-monltorlng, modellng, role-playlng, soclal reinforce-

ment, and games (rev1ved or invented). to illustrate points (e.g., "gossip"

to illustrate distortion in giving and reoeiving infqpmation).

The effect on the behavior of the four children in the grgup
and-en the other children in the class wags assessed by questionnaires ,
to the teachers and pa;ents and taped inferviews ﬁith the children. put-

-

comes achieved with-ﬁhis group of children intluded improved social skills

F . v

.t

*“

s .
LT I T Y
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and group.functioning for,all the children, improved status of at least

one lw-st%child within the classroom, skill in teaching other
.. ’\

children, an

S -~

an uuderstanding of psychology.‘

This hunan hehavior lab represents a translation of en-
Vironmental design principles to the training of young children to ob-
serve and influence their own enVironment. In,effect, the lab-is a

» prototype of the entire program demonstrating that even'quite young
children can learn to design their own environments so as to'elicit

“w ., positive responses from adults and peers. N

. s

" Animal behavier lab - ,

One of the teachers 1n a fifth grade class always kept a
§umber of animals in the classroom, and her adept cage-building added

“to the attraction of the animals for the children. At the time a human

behavior lab was heing considéred_for another class in the same wing,

e

she saw an animal behavior lahﬁés & logical complement. She. began the N :.

. . ~

planning with an experienced P-0 who had background doing animal experi-

e’ R L

mentation and access to equipmen; from-the university ¢ -

PURR

The lab had a number'of relatively sophisticated goals.
The maip emphasis was on obserVing how learning occurs in animals and
the relation‘of this kind of lea;n%hg to human s1tuations The children
,learned how the’ empirical methods of science work in real situations,
and through experience learned the importance of planning designs, con-
trolling extraneous variables, and draw1ng careful inferences. With

repeated experimentation, -the pupils learned.%he full range of behavioral

terms and Jhow théy apply in mény Situations. One student, after hearing

. *
-
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-~

the leader explain tpe concept of relative value of réinforcément in

_terﬁS<of.deiéy and megnitude of reward, clarified .it by saying, "You
see, the rat decides which is the better deal.” .
. * L. After an initial explanation of the problem to be €

studied, ﬁﬁe leader worked with the children to determine a reasonable
. . . MERN . 4

strategy for running the experiment. The stﬁdenté quickly became pro- '/

{;;!—

‘ficient at setfing up apparatus, delivering reinforcements, operating

-~ —

v

Guillotine doors, and keeping time, and they cautioned each other about

= disturbing the experiment with noise and movement.

-

The experiments completed have included standard rat eﬁ-

periments such as disqriminétion léarning with T-mazes and jumping _
A R LN
s .stﬁnds, and a "self-control” analog study. During the twice-weekly
By R . . .

T"',}.gﬂessions which were opén to voiqgteers from-this class and to others

[N f

t

in the wingé ther participants learned to look;at behavior in a way that

may provide a model, albeit a "behavioral"'&ﬁi, which may serve them as

: ‘ (explanation for problems they will encounter in their experience. '
. . ’
- Lhildren dﬁ%igningAﬁheir own classrooms
a . : .
. When changes are indicated in the dg&ign of a classroom, it

’ ﬁ [ =
is a temptation, even to envirommental designers;fto implelent changes

b, eiaan

A0

. *
Yhemselves, using the best of envirommental design principles. In one

Y .

ﬁcase this urge was resisteg wiph excellent results. The P-0 in a sixth

grade classroom, undef the influence of seminar readings and. a semester of
. observation, suggested -to tﬁe teacher the possibility of changes from the

one~desk~-per-student plan in order to encourage movement ahd usage of

~interest centers. The_ teacher @Ecouraged the idea, having heard in a
> B

. ¥
. R ¢ N .
e »

. SN—_——
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a 2 -

class on open education’ that open classrooms should have less than one
. - . -, .

o - e \

desk per s?udent.
° ’ . : In a trainiig’team meeting, the P-0 brought up the problem
and the suggestiqn yéas made to have the children set up an experiment
including dgta-taking: ~In'£he classroom, most of‘ﬁﬁe-children agreed to

! ) -
set up the study. Those not interested were accommodated by allowing them

<

ﬁo kgep their own desks. Immediately fherejwas éuch gr?étgr movement.in =

‘the room which increased thg demand on the‘interest centersc -Extending .

the p;ocess to the next stepa.the teacher suggested that the children ‘ -

frovidé input toward redesigning t@e igterest centers.,_ f © ‘ﬁ?
. N : ( . The P-O and several of the students beggﬁ.mﬁ%ing thipgs.invgne S

) , ' i
interest center. Soon many'%hildren in the class were participatiag in

! -

major redesigning of the area. Other areas were attacked with credtive o

and increasinglt sophisticated viéor,'aimost completely child-initiated, °

5
and experimentation in ¢lassroom designing became a way of life. The children,
S « ", the teacher, and other visiting teachers were all quite pleased by the outcome,

undoubtédly more than if they had planned many of the changeg\E;;:selves.

'environ-
\\\\'

ments. By careful observation and even some data-taking, they were abie.to see

. ~
the influence “of .the physical enviromment on their own behavior. By having th%«

The children learned byipractice to design their

S

~

resﬁbnsibility of planning, they learned ways of behaviors affecting their en-

’

viromment that should be useful t6 them in their future.

-

—

Implications o SR - 1 ‘

The most iQPortant implication of these procedures is that they

are a process of traiﬁing people to conceptualize the enviromment in which

»

L

Q ‘ : o ) ‘{.1‘1
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they are working in suéh a way they can apply the general principles of

environmentaléheéign. Suceinetly stated, some pf'fhese principles iﬂL

‘ L} 1

" clude: o - . SN L
t ) ’ (a) a hypothesized model of hunan ‘behavior Which.sees ﬁhe

v - . e t ¢ *
locus of influence in the environment and not in a hypothesized entity
i

within the individusl; o . . :

(b) an individual learns by dbserving and by doing;
) A1y . - . .
(c) behavior followed by a rewarding event is likely to be

[N
.

repeated;
"(4) any situa¥ion can be analyzed so that the plammer can set

up specific behavioral goals that are socially desirable, takiné into con-

TR
-

sideration both social and individusl needs and desiwes; -

]

—

‘ (e) the sources of social‘influence are widé'and'cqmplex,

but analyzable; " . - : .

R L . 0 ' X
T (f)ftecﬁ%iques’should not be developed in isolation but only
4 1 N § N

A & 4
in the context of learning enviromments with which the individual designe{”

) N ¢

is dealing, ” The broader influences on bqhaviof such as social roles and

®

the imbact of institutional rituals and restraiqﬁ must be considered;

: 3
< . . ) .
- (g) the fprofessional influencer is part of the influence

¢ ;
process itself, As sﬁch, he must be aware of and, to the extent possible,

"in control of the influences on him, R

- . -

.

A major point which derives from the social psychological or

e

- ?

social learning model is that the goal of helping indiviﬁuals is to enable '
them 4#® learn how'té control, influeﬁce, or design their own environment.

‘i}; : Y , ,' o . . K‘-,‘ ~A.if:

Y




., one's life. e R . I A L

4

it

) ~20- S

Imp11c1t in th1s 1s ‘a. value‘;udgment that 1nd1v1dua1 freedom 1s a de=-

. f e

51rab1e goal and the more an individual is éble to anEct hlsnenv1ron-
3

ment, the greater @s his freedom. It should begclear at this p01nt that

1.«- B em

what we mean by "environment' is both the people and physlcal obJects in
In dealing with people, we are involved in an influence .
) - e

l L] \ 3

process that is ublqultous and not 11m1ted to curlng orfhelplﬁg "unfor-

tunates (Krasner and Ullma?n, 1973) -By ﬁhls model, everyoneiiggzggglve¢
90,

in des1gning env1ronmentoﬁﬁiﬁhe 1nd1V1dua1 who seeks help,_;hjﬁtherap;jt,

the researcher, he schoolteacher, the narent the student. The quesplog

which intrigues us, how to train the environmental de81gner,fcotld be .

’

interpreted'to. mean,"""s{ﬁow do you tra:':n people o 2476 in our” soci;ety?: . .
The reader can and.shoold conﬁ}ib;tg to this processrbyuas%éﬁg hiﬁ,or her-
self, "What kind of a wo:lg do I want to l:j..\{.e in and what can I g“o*to help
influence society at leagf a bit in that direction?"_' s, Eall
We will conclude with the'goals of our‘program which Usually -

)

should have come‘flret but we love paradoxes.. The goels themseives are

an 1ntegral part of the 1nf1uence process. In trathing people:to approach

2

the classroom as a élanned environment, as env1ronmental deslgners, our

- -

»

! goals are as follows:

<
S

(1) To influence professlonals in a variety of current flelds

such as clinical psychology, counseling psychology, school psychology, .

guldance, educatlon, soc1al work, .and psychiatry, and related frﬁlds such as

architecture, law, and economics so that these people ylew their-role as social

-

'change agents working within a broad social learning enyirppment, theoretical,

13

and philosophic framework. Put in somewhat different terms, we want to train’

>
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, people to influence their clients as- (Walden Two) Fra21ers oi their own. - K

'Another slogan would be, "Every person his oWl Era21er "I know that R

»

many people and institutions "have wrestled w1tg the problem, whether there

should be separate programs td specifically’ train behav1or modifiers, be- .
{
hav1or analysts, or envirommental des1gners: My feeling is against thisi preferrl

primarily to!influence th; ideas and techniques g? those trained in nice
traditional} social roles. = ' -3. 3o ) ..
(2) To- influence the development of the social learning model into -
thz logical extension of social and enyironmental planning and training for

/ wt !

more equitable societies., The concept of the classroom as a planned en-

Vironment\links what happens in the classroom (the attitudes, beliefs, and .
Vd 1

behaviors which are being\shaped) with'the outside world\and with the kind of .

community the children will- then, themselvés, develop and shape. That this )
Voo
"goal is optimistic as well as con51stent wmth theorists such as Dewey and .

.

Skinner, we have indicated earlier. [
(3) To influence the directioh of research on the classroom so
that there is greater awareness and desirability of{the linkage of research-

‘and social implications of the research. %he 1mpact of the participant-

- ¥ -

observer researcher on the outcome, the 1ntricate interwea¥ing of research

- Al

. and ethics of research --all these are topics of current concern and involve~

ment and growing sensitivity, to .Aimplications. The point is that we should no
A T . ‘

longer conceive of research on the classr00m, or for that matter, on any other

- -

aspect of human behavior as a.separate profe351onal functiop--the role of the ¥

scientist as objective and unbiaged, divorce from the battle is no longer
viable. o |

v . ~

v
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(k) To influence the development of eoﬁmuh{ty centers

analogous in many ways to the growth of teacher centers. _I am not

referring to tcommunity - mental health centers. ;f I made anything

clear, T ﬁould hope it is that the model of the classroom as a planned
» f
envirorment eschews the health-lllness dlchotomy of the pathology model

7

Rather, the communlty center would represent a communlty llnkage between the

&
act1v1t1es of the env1ronmenta1 deslgner and the ;nd1v1duals in the communlty

whom he or she will 1nf1uence such as parents, teachers, and ;nd1v1duals with

1,
-~

a wide-varlety of social, economic, and personal concerns,

1

(5) It should certainly be clear that many professional in-

dividuals share these goals. T would hope for considerable interaction and

:sharing of ideas among these people. This does not call for new kinds 3f

professional organizations--there are enough of those already--but rather

-

the development of informal networks via correspondence, hewsletters, and

informal, mini-workshops, the éro%tﬁlof teacher and communitx_centers, and

@

jarticularly contacts between those of diverse backgrounds but working within

¢

the $ame model with similtar -goals. .

T will conclude with a final historical perspective.° Even‘tﬁough

Y

we cited a 10ng history that feeds into the concept of the classrdom as a

planned’ enviromment, we must begin to think in long range terms. We are not

K . : "

at the culmination~of a historical process but onlyat the,ter& beginniné.
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