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THE DEVELOPMENT OF SELF-CONCEPT:' o v
+A HUMANISTIC APPROACH TO ‘EDUCATION A .

\ . . Arthur Combs, ' R

«
«

University of Florida at Gainesville . - ,

.
1 \ PR

- Ever since 1900, eve list of objectives for Aloricm edueation !
has been: full of humnistz goals; ‘sducation ought to be for gelf-

wderstanding, for positive attitudes, for self-fulfillment, for clt-
izenship, for responsibility, for mental and emotional well-being,
.for creativity, for preparation for change. Every list we .have had
'has always included these kinds of humanistic objectives. And yet .-
currently we are behaving as though these objectives hardly existed -
as we go madly down the road of behavioral objectives and perforaance-
based criteria, ‘with a complete disregard for the effects of these
approaches on the humanistic values we pmcla.im -

|
i
1
We are applying industrial tecrmiques right and left with nos L "{

"> concern for what happens to the teachers or to the students in the

process. . And we ought to know better,’ too! When industry applied

these techniques to the probleas of production, the workers felt de- . .
. humanized, and what tRey did ‘was to get together to form unions and - o
beat the system! I would like to sutmit that our problem in educa-. |
tion todsy is'not a lack of efficiency but a lack of humanity. I |
would like to suggest that-we can get.along in our aociety such bet- ) |
ter with a poor readsr than we can with a bigot. - We're doing a great . .
deal ip our public schools about reading but very little about bigot- <
ry. I would like to sutmit that we need to be-concerned about the - - |
holistic objectives which we have mouthed so often but put into ef- : %
-fect so seldom in éur educational system. !

Now when I speak of humanistic objectives, I mean three kinds o
of things. I mean first of a1l processes such as intelligent behav-
ior, creativity, adaptability, responsib:.lity. the self-concept,
identification, and self-actualization. I m referring also to the -
 whole field of affective aspects, the kinds of things that have to
"do with whether or not enything "that you leamn will make any ‘differ-
ence, And thirdly, of course, I'm referring to the whole area of
human feelings and attitudes the thinga that really make us human,

' thgt have to do with what peo;)le feel and think and believe and un-

derstand about themselves and others. . £

.For 30 yeku's now we've known somethmg about the self-concept.
What do we know about it? In the first place we know that it's a
system of beliafs. 1It's what a person believes about himself. We
also know that lthe self-concept is something which is learned; a per-
son is not borm|with it, tut learns it from the lci.nd.s of experiences




/‘ta.ry and I say, "Call the hospital, see how she's ge{;ting along."

©

"he Kas with the world in which he's living. Another.thing we know

.~ fabout the self-concept is t it is highly stable, once it has come

into being, once it has become established, it's a very difficult
thing to chmge. '

¢ ™

Self-Concept and Learning

’

We know alsq that _the self-concept affects every aspsct of hman
behavior' Lor le, Wwe know that the self-co:rcept is intimately.

. Telated to the problem of learning. The basi¢ printiple of learning

and perceptual thought is this: that any informetion will have an ef-
fect.upon the person's behavior only in the degree to which he has
discovered the personal meaning of that’informatiom for hig Let me ¢

. 1llustrate this principle. Let!s suppose that I'm riding a.long to_
work in the moming in my.car and I turn on the radio ‘and I hear the
1ptest hog market quotations. I don't have any hogs and.this infor-

, mation sifts through my consciousness, goes in‘crie ear and out the -

r as we s8ay, has no meaning to ne. Alittlelaterlhurthare 8

been a serious accident-this morning at the corner of University Ave- .
mie and 13th Street, and Mrs, Ethel Brown has besn seriously injured

- and taken to the hospital. Well, this is a 1ittle more close to me,
you know, *it happefied to a person and I'n a person. So this informa-
tion has'more meaning to me and I say to myself, You know, that's a

I

terrible thing, another accident, something's got to be done about it,*

and T slow down for a block or two. Now let's su e that Mrs. Ethel
Brown is not a total stranger to me; she's the wif \ of one of my grad-
uate students. T've never met the Iady tut I know who her husband is,
and I hear this same piece of information and I aay to myself, “Hey,
that's Ed Brown's wife, that's a terrible thingt” I\think about it
all the way to the office, when I get there I mention it to my secre-

I talk to the other people on the staff, I say, *Hasy, did you hear
what happened to Ed Brown's wife? How's he fixed finaricially, what
about hig kids?" Let's 'go one step further. Let's suppose that Mrs.
Ethel Brown{s_the married name of daghter; what then? This same
piece of information now has a tremendoua effect on my behavior.

In education we've done very well at giving peoplc in!omtion.
But where we are sick tod.a& is in hedping people to discover t
meaning of the information which we provide them. A good le
is the. dropont The dropaut is not a dropout because we -didn't tell
- him. .He's a dropout because he never discovered the meaning of what
we told him, and as a consequence he lefi the sys‘bel because it, seemed.-
to him to be irrelevant. P

v 4
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Selr-Concept andt Emotion or Affect - ,

We know alsb that the self-concept is deeply related to the prob-
lem of emotion, to the question of human feelings and attitudes. BEmo-
tion has to do with the degree to. which a pez:aon is involved in any

.
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situation. Let me give you an illustration. let's take the young
- woman who has a lover in Vietnam.  He's been there a long time, been
there for seversl ysars, and then she gets word that he's coning home
in six months, and that's. good. Then he's.coming homs next month...
next week...now he's on his way...he's back in the country.. . it's time
to go to the airport...here comes his plane...Ah!, there he ie! Look
at you. BEach of us is feeling something about'this young woman's o
problem, and -as the event comes closer to hérself and to yourself, »
-you feel more deeply about it. That's what we mean by emotion; emo-
tion is only the degres to which any event, any idea, is related to
the self. The dloser a thing is to the selt the ‘more emotign we )
feel. And 80 the Bslf-concept must always bs involved in any kind * -
..0f learning situation, because it has to ‘do witk the involvement of -
the pereon with the‘ subject matter.

&
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. Souetinel you hear pegple say,. "Do you wa.nt to have educatim >
“ for intellect or education for adjuetnent?" as though we could sep-
‘arate these two, as though we.had to make a choice between smart pey-
choties or- vell-tdjusted dopes. What we have recognize is that -
. the’affective aspscts of education have everyt to do with leamn-
*ing. In the final analysis we're either oing to haye e.frective edu-
cation or none at all because if it doesn't effect the person's self .
and his feelings, it is not geing to register in his behavior.

«’ B N

We know also that the self-concept is related to intelligence. _
By d.ntelligeat behayior we mean the.degree to which a person can be- .
‘have effectively. That means that intelligence is affected by self- )
concept, bscause it makes q lot of differerice whether you believe that
you can or you can't. If you believe that you can, you will try; if
you don't believe that you can, you will'not try, and that will effect
your intelligent behavior. So intelligence, too, i3 a f\mctim of the
self-concept .

We lknow that with respect to the simple problem of ‘reading, for
example, you almost never find-a child, brought to the re clinic
these days who has something wreug with'his eyes. We catch that pretty /

" early, routinely. The child who comes to the reading clinic is likely
to be & child who believes he can't read, and because he believes he
can't read, he doesn't try; because he doeen't try he doesn't get any
practice, and when he doesn't get any practice he doesn't do it very
well. And then his teacher asks him to read and he doesn't read very
well, and she says to him, "My goodness, Jimmy, you don't read very
well." And that just proves what he already thought in the first .
plade! Then what we do is to send home a failing grade so-his par- | - . .-
ents can get-in the act, too, and they also tell him what a bad read- .
er he is. This child is-living in a world where everything is con- -
firaing pis belief about himself. . ‘ -/ k/

*  Self-Concept and Intelligence - - T '
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significance in our entire society, as we have thousands and thousands ° 7
of padple who believe they can only do "XI* much, and because they be-

lieve they can only do *X* much, that's all ths much they do. And the

rest of the people see them only doing *X* much, and we say, "Oh well,
that's-an X-much person.® This is the problem of thousands of deprived
people' in our society. This is the problem of the Chicano in the south- ' |
west, this is the problem of the black in the gouth where I live, this- -
is the problem of minority.groups everywhere in our spciety.

Self-Concept and Mental Health

tal health. We know that the distinction between being adjusted and

being maladjusted is basically a question of whether you see yourself

in positive or negative ways. We know that a person who sees himself

in essentially positive ways, who sees himself as being liked and wanted -

and acceptable and able and dignified and worthy, this kind of person

tends to be well-adjusted and effective. People who are maladjusted .

and ineffective see themselves as unliked, and unwanted, and unaccepta- ,

ble, and unable, and undignified, and unworthy, you name it. We know <

that a positive view of self gives a person a gre#t internal feeling .

of security that makes it possible for him to deal effectively with

the world in which he's living. It gives him a great feeling of basic -

strength from which he can move to new things. It's like having a }
|
1

“We know also that the self-concept is related to a person's men- }
|

.stout ship.” When you're surs about your ship, you can go sailing far

from shore, but when you're not so sure about your s then you have .
to stay close 1o harbor and you must play it very s and yowr musn't .,
take any chances. It's like that with a person's self-concept. A :
person who has a positive view of himself sees himself in ways that
make it possible for him to make greater use of the world in which he's
living, to be more creative, to be more intelligent, to be more; respon-
sible, to be more daring, to be 13;8 defensive. o :
You compare that line of thinking with the fact that there are
thousands of people who believe that failure is good for kids. Usually
this is gome self-made man who beats his chest amil says, "Look at me!
what a tough time I had growing up; I made it, so my kids ought to have
it toygh, too.” This man is a walking demonstration of the fict that
fai is not good for people. - He bacame a self-made man p sely
because he didn't fail. Had he .failed, he wouldn't be a self-made man!

One of the things we know abdut, failure paychologically is that
it is destructive to human personality, and failure psychologically is
like disease physiologically. A disease physiologically-is a failure
of the physical organism. Now we do not say about physical failures,
physical diseases, let's.give this kid all the diseases we.can as goon
as possible. We say instead, let's keep him firom getting a disease
Jjust as long as we possibly can, or let's give him the disease in such
an attenuated 'form that we'll give him a success experience with -it.
That's what'we do with an-inoculation or.immmizatich. We give him - -

the disease in such a weakened form that we know he'll have a success
Lh . .




he is able to deal with that more effectively. \ .

Self-Concept and Effective Helpers ,

- . Ve also know that the self-concept is related to professional
. competence. ‘At the University of Florida for the last 14 years we
have been doing research on the helping professions. ‘We've done re-
~ search on teachers of all varieties, on counselors, on nurses and on
Episcopsl priests, and we find out that the good helpers are always
people who see themselves in essentially positive ways, and the poor
ones are people who see themselves in negative -ways.

~ - i , . .
& A Law of learning ' T

v . . S . . . *
We 'know, too, that the self-concept is something a person brings
with him wherever he goes. When he comes to our classrooms, he doesn't
park it at the door, he brings it right on ingide with him, and what-
ever is happeming in that sroom is affecting his self-concept as
well as the content which he may be leaming. And it may be that the
self-concept, what he's learning about himself, is much more important

 than what hg's learning about the content. v .

/ experience with it and then later on when the real thing comes along : 1
|

Now with all we know about the self-concept, we n{e still trying e
" %o behave as thotgh it didn't exist. Some years ago I had an experi-
ence g about leaming to a college of agriculture, and a profes-
gor of agronomy said, "Well, that's all very well for you, Dr. Combs ,
¢ .%o be concerned about the self-concept, tut I don't have time to be
_ concerned about those things; I have to teach agronomy." And I said
RS to him, "You've done a lot of research on how things grow, and you .
' inow thet, in order to get proper growth of a plant you have to have ’
. a certain friability of the soil and you have to have & certain acid .
pe content, have to have certain organic matter and you have to have cer-
) tain conditions of drainage, have to have certain conditions of ph
™ values, certain kinds of microorganisms, certain kinds of trace ele- |
ments and so on; you have found all that in your research. Now you .
wouldn't say to a farmer, 'We know all that but don't bother about it,
just throw the seed on the ground and see what happens. " ‘The self-
concept affects leaming. This is a of learning which we've found
iQ our research. For & person to deny/its use and deny its importance
when he 4is trying to help somebody learn ig like saying "I know my car
. needs a carburetor but I'm going to drive’mine yithout one.” None of
AR . us oan overlook this question of self-contept, not in view of what we
< now know about its tremendous significance. We have to deal with it,
- You cannot set aside a law of learning because it is inconvenient. - ¢
What can we do? . . '
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Decidin s ‘ B o

I the first thing we have to do is to decide it's impor-
tant, ause none of us‘ever does anything unless it's.important.
1l

Lt me you a little story related to this point.. A beautiful
- young woman in the dutskirts of Atlanta who was teaching first grade
. had a beantiful head of blonde hair which she vas accustomed to wear-
ing down to the middle of her back in a pony tail. .She wore her hair .
. that way the first three days of school and then on Thursday she de-
. . cided to do it all up in a bun on top of her head, and one of the 1it-
| tle boys in her first-grade class came and looked in the door and he, -
: didn't recognize his teacher. And so he was lost. School started,
. and there he was out in the corridor crying when the gupervisor came
“ . along and said to him, "What's the trouble?” and ‘he said, "I can't
find my teacher." So the subervisor said, "Well, what's her name?®
Well, he didn't know, so she said, "What room are you in?" He didn't
know that either, so she sald, "Well, come on, let's see if we can
, her.* They went down the hall, opening one door after another
inti]l finally they came to the room where this young woman was jpach-
ing. She turned and saw the supervisor and the little boy in flie door-
way and she said, "Why, Joey, it's so good to see.you! We've been won-
€ where you were, come on in, we've missed you so," and the little
boy pulled out of the supervisor's hands and threw himself into the -
teacher's arms. She gave him a hug, patted him on the fanny, and he
ran on down to his seat. roo

. | , .t 1
When the supervisor finished telling me this story, aheAaid,

"Art, I said a r for that teaclier, she knew what was important;

she thought 13ttld boys were important.” We started to play a game
. with this. We said, well, suppose| she hain't thought little boys were

- important, suppose she thought supervisors were important. ‘In that
case she would have said, "Why, goody morning, Miss Jenkins, it's so
good to see you, we've been hoping ¥ou would come and see us, haven't L
we boys and girls?® Or she might have thought the lesson was important _
and in that case she would have said, "Joey, where have you been, you're

. already two pages behind, come in here and get to work." Or she might

have thought that the discipline was important and in that case she :
. would have said, "Joey, you kmow very well when you're late, you must _

« v ' go down to the office and get a permft. Now run right on down there- "
and get it." But she didn't. She behaved in terms of what she be-
lieved was' important, and so do eachlof us. Ae the old Indian said,

. what you do speaks 80 loudly I cannot hear what you say. , ’ /
So the first thing we have to do if we're going to be concerned.
' ~ about the s:1f-concept is to decide it's important. In oyr Tesearch
. on good and poor helpers, of the real differences we find is that
the good helpers are concerned with the people problems~and the
poor nelpers dre cerned with the things questions. The .good  helpers
are always conpérned with what's happening to people and their feelings
. and attituded, and poor helpers are always concermed about the ms-
. chinery, the rules, the regulations. . ' g
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. ersl objéctives. ‘Because they're general objectives, they're gen-

.
o ' ’ ¥
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dent}_img and ngg ort \m Good Humanistic Practice

- One of the pmblema we _have in creating schools that are con-
cerned witly people,- however, is that humanistic objectives are gen-

ignored. The humanistic things are what everybody is supposed 3 :
doing. , But what we really do are the things we're going to be T

. measured ori. We tend to do the things that somebody is going to -

and we evaluate the science teacher on to the

many people went
science fair, and the teacher of first grad% on how well thW
‘reid, and the English teacher on how many kids can write a-

praise us for. 350 we evaluate the coac? on how many games he won, , 1
ow

noboﬁ is asking any questions about how the teacher is affecting the’
person's feelings about himself. Paying attention to self-concept .
means that we're going to have,to start idantifying teachers who do a
great job of helping kids to.feel better about themselves, just s we .
now identify the people -who teach science very ‘'well. ,
. . /‘/ / / ' ’ g v
I - A ) . ’ )
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' Providing Tyme To Flan

té We also need to giv “teachers time to think about how to deal .
wi ese uestions. ’ Recently I've come across two school systems
ly tascinate me. One of them is in Maine where the siper-
ten&znt has 80ld .the: commnity on the idea that the kids ‘'should
come tp//sc only four days a week. The fifth day is spent by ‘the -
teacher lanning, in working, in figuring out things to do the
other four days. A similar thing is going on in Altuquerque, New

* Mexico, where the. schiool closes down at. noon on Thursday of every . .

week and they have a half a day in that school to think about how to

improve the learning experience of children ‘ 0

)
The Side Effects of Pra.ctice . . . . -

.- Y, . C .

We also naed to recognize that anytime we do anything in the ed- ' .
ucational process, it has inevitable effects on the teacher and on the
student. In the pharmaceutical industry, they spend millions of dol-

lars trying to figure out.the side effedts of things; because 'if you've

" got a new cure for a headache and it causes peopls to go blind, that's

not ‘very good. In education we rarely do that, we, rarely figure out

what are the side effects of what we are doing. ' A good example of this '
is the whole beshavioral objectives approach which tends to concentrate .
everybody's attention ‘on. picayune aspeets of behavior. I teach a course”
on human. gmth snd development. Now I suppose that in human growth-and °
developlepﬁ there are probably thirty basic principles that people ought.
to'know, The only trouble is I've got forty-five lectures and I've only .

got thirty principles, so what I can do is lecture on the details. You
see, there are a million details, I can talk about them till the cows
come home, and the students will hear me talking about the details, and
. they will write down all the details very carefully, and overlook the
principles. I can also test them on the detad.ls and that spreads them

- - ! A




out ver} nicely good old normal curve 80 T can give thea
grades. And s t am I teaching? I am teaching atudents that T
it's the details that are important.’

As another exa.mlo. take the whole question of grades. Grad-
g in xy opinion is ane of the worst things that ever happensd to
American education because of what it does-to people's concepts and
;;aélinga about themselves. We believe that grades are so terribly
important as a motivator, when everybody knows that they really don't
motivate anybody except the day before the grades come out and the
day after. We all think that theyire so terribly important for eval- -
__-uktion, and everybody knows th N0 two teachers evaluate in tha same
way. Sc-ateachers svaluate oni how much growth did this kid make,
other tsachers evaluate on how mmch did he do, others evdluate on
'-rhich‘side of the tracks did he come from, othera on whether he was
a good boy, and then after we know all that, we piously behave as
.., though ths grades msant something very importa.nt and stable and we
© £231 to understand what it ’Qbs to people and what effect it haa on «
tbeir ael.t-ooncepte

&+ e have a ngw progran in the education of elementary teachers
‘at the Universit? 1 of Florida, and one of the things we have done is
to eliminate grades entirely. When we did this, it changed the tenor
. of the'whole progran, as the students began to trork in quite differ-
‘entwmuhentheymlcngcrh&dtovork for grades. I think also of
. what my son,” a2 young architect, said oneé time when he ¥as in architec-
¢ tural school. Heuidtou, *Ded, how can you put up with this grad-
ing - Jyateu if you're such a hot-shot educater?” He talks to me like
_j.hat sometimes--it's a Way of putting me in my place. I said, *Well,
what's the trouble?® BEs said, “Gndingono.cuneuknittowad-
vantage to destroy my tricﬁda." And: then he said, *That's a hell of
. a thing to<teach youmg pesple." You know, I hadn't thought of it that
way, tut itls true. A system of dog-eat-dog which makes it to my ad-
vantage to destroy or impeds the progress of my friends is teaching
somthing I am not sure we need in our society.
We know tﬁa‘t there are. ihree things that conpetitim does. One
is that competition is v:luble as a2 motivation only for those people
who think they Gan win; éverybody slse sits back and watches then beat
_ their brains cut. The second thing we know about competition-is that
when peopls are fo medtoWdo not feel they have a chance
of winning, ths effect is not motivating, it is discouraging and dis-
| 11lusioning 4 The thing ws know t when competition becomes
kK . too important, any means becomes justiffied to achieve the end. When
¢ T itstooiuportanttowinthabaaketbnllgm,theteuusea ts el-
| ) bows, mﬁwhenit'stooilportant’aowintogettheirwingﬁ Air
1 "erce ‘cadsts break into the offices and stexl the examinations. So
‘we need to be aware of the side pffects of the things we do in educa- .
tion souadon'tmkethanistako of losing on’the bdnanas what we
made on the oranges.’,

-

Ancther example is ‘the whole businass of grade levels. Just
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" - Teaching for Positive Self-Conce
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ingingtheexperimoe of  a child who is rea,dingatthe third-grads
level in the sixth grade who, every day of his life, hour ufter hour,
. day after day, week after week, month after month, is getting a fail-
ureexpariencohecmaeyonandlhann’tbeen tbletoﬁgureouthav
to deal with &, 1Z-ysar-old child who happens to be reading, at the
third-grade level. “We- are teaching him something about himself be-
cause of the way in which we've organized..

T&ng a Positive View

. Of courss, it's not enough to try to avoid doing things which -
make people fesl Bad about themselves; ws also have .to do something
positive to build up the self-concept of the children we work with.
Now here I run into troubls, one of the things we know from
our research on effective helpers js that there jisqliterally no such
thing as a right method of coumel{g or teac or Episcopal priest-
ing or nursing. Effective helping has to dotnot so much with what you
are doing as with the message that is conveysd by what you're doing.

One thing we found that clearly distinguishes between good help- 4
&rs and poor helpers is what the helper believes about the persons he
is working with. And one major factor is whether yon believe people
are able or unable. Ii-makes a lot of differende which you belisve. .
If you don't believe that people are able, you c&'t let them, you .
den't dare let then. Let's take that prineciple and use it to show .
why ‘you can't tell the difference between good helpers and poor help-
ers on thes basis of methods. Here are two teachers and they both be-
lieve the children are able. One of them who believes they are able
“makes them work real hard, and the message that gets through to the
kids is, "He thinks I can.® Hére's another teacher who also believes
the kids are able and she 24ys, "That's an interesting idea, why don't
you take off the rest of the a.ftenwonandworkmitbyymelf?'
And the message that gets through is "She thinks I can.” Here are .
two vastly different methods but the important thing is not the method

" but the message that is conveyhd. That is what we have Co be concemed

about.

A

What else can teachers dol <A very interesting experiment was "
done in Orlando where they were interested in seeing what could be
done with the self-concept of children, especially in somes of the de- .
prived areas of ths city. They got the teachers involved in looking
at the self-concept and thinking about-it and studying about it, and
then thsy began a program of trying to get the teachers to take a look
at themselyes. One thing they did was to give the teacher a tape re-

‘corder ,the instructions to tum it on for an hour any time they

wanted to in the classroom and then takqgdt home and chart their own
behavior, chart the things they said du %he day. What they found -
was that some teachers were rumiing ii-to-one negfive comments to




positive comments. Jusf helping the teachers to becoms auare\of that
made @ difference.. After & while teachers began to see if they could
change that ratio to get more positive than #egative comients. Some
of them changed over as far as l-to-one, the other way around.

And vhen they hat, all kinds of interesting things happened in
that school. For one. thing most of the discipline problems evapor-
ated. The teachers changsd, too; there was leas sick leave, they

" dressed better, they even shook hands with greater vigor as they be-

)

gan to more effectively with the pmblede that were going on in
their ¢ TOOMmS.

Let me tell you a story about another school where I was asked °
to work. It was in a rural area where the teachers hadn't ‘been back
to school in a long time, and I thought, what can ¥ do with these peo-
ple, surely lecturing at them isn't ‘going to do them any good. So I
went out and sat in the library every Wednesday afignoon with these
teachers and we talked about children, and as they tplked about the
kids I kept saying, you know I /vtnnd.er how she feels about that, I won-
der how he feels sbout that, ]/ wonder how it seems from his point of
view, ti1l after a while the”feachers bega:ﬂoing that too, they be-
gan asking that question.

Seeing How O'therst' See

Now when you begin to ask how things look to the person you're
working with, your behavior changes. Ist's take an example. I re-
member one little girl we got a lot of information about, and in the

process of this we began to understand that she felt that people didn' t

like hsr very well, that.she wasn't very attractive, that she didn't
have the right clothes to wear, and that she wasn't very successful in
school. When these teachers began to understand that little girl and
how she saw herself, automatically they found things to do. ¥or ex-
ample, Sally comes walking in the door of the school and one of the
teachers sees her coming. Then, instead of letting her pass dy
as would ordinarily happen, she walks up to Rer and says, *Sally, how
are you, Honey, you look so nice today!® andwm down the hall with
her arm around her, Sally's whole world changes for the next 48
hours. Another r remenbered that she had a couple of ‘dresses
that had been left here at her house last year by her nieces and
they're just about Sally's size, so she ed for Sally to come

to do some work for her and gave her the dresses. In the home eco-
nomics department they were talking about hairdos, and they needed
somebody to demonsfrate on, so thay demonstrated on Sally. Because
people saw her differently and understood how she felt about herself, .
they found their own ways of giving this child’ some positive experi-
ences about herself. .

2
) ’

Where Wef Look Makes All the Difference

—

let me give you one other examtple of how differently you behave
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when you begin to see how things look to the person you're working
with and to be concerned about the person!s self-cancept. I learned
this when I was director of clinical training at Syracuse ye 0.
We had a psychological clinic and when somsbody came in with 'z Frob-
lem, we'd hold a cass conference and decide what nesdsd to done.
Then we'd tell ths mother what she needed to do. We found out that
didn't work very wgll. , . 4 ’

-

amthermtohelpher'bomdaratmdherounchild. Let -

trate this. Here's a parent or teasher who is concemed gbout’a child
and what he's doing. He's doing terrible things. Now think

"that's the important thing, that something's got to done /abodt what
he‘sl doing, what kind of behavior does that call for ou're ,

going to have to control it. TYou're going to have revard At or pun-
ish it or somehow to manage the behavior so it stops, and of course
that doesn't help the child's self-concept any. He feels
pretty bad about himself, now you're going to land o him. That's
not going to help him much. :Now let's suppose that you

in his world, and suppose you understand that he fee

#tRat nobody likes him. I can remember doing that with mothers in our
"“elinic. We would ssy, "You know, Mrs. Jones, it's

thing when we were working wi Jimnyba.ckthere [ the playroom, hs,
said several times that he thought'psople didn't
How if you ‘feel that the important thing is that

ferent approach to dealing with him, "doesn't it
child see himself as being mors effective.

I remember something a teacher in Orls used to do. She set
a cake timer on her desk, set for every 20 8, and every 20 min-
utesitwouldgo"ding"likethst The kidg didn't pay any atten-
tion, but it was & signal to the teacher, she yould simply flick +
her eyes over the class in the next few seconds and ask herself, *Who

hasn't had it yet?* During the next 20. minutes, she would find a way

of giving some child a positive experience,; by winking at him across
the classroom, putting’ her hand on his shoulder, saying "That's great,
Jimmy," spending a little time with him, something that gave him the
feeling that he was recognized and unde and liked. As simple

Whzt Idve been siying here is that we know tHat the effective
behavior of healthy people, intelligent people, well-adjusted peo
learning people, effective profedsional people, is a consequencs o
a positive view of self.- -Now if you know that, what.you have to do .
to progiuce that positive sélf-concept is not st{-ﬁifficult. You have
to ask yourself these kinds 6f questions: How can a child feel 1iked
unless somebody likes him? How can a child feel he's acceptable un-
less somebody accepts him? Andl how can a child feél he's a person of.
dignity and integrity unless somebody treats him so? Aind how can a
child feel able unless, somewhere, he has some success? The answers
that you and I find to-thdse questions will tell us what we need to
do to help improve. the aelf-conoepts o,f children.
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THE CHALLENGE OF WATERGATE TO, AMERICAN SCHOOLS:
FOSTERIRG THE MORAL DEVELOPMENT OF CHILDREN

4  Thomas Idckona

Project Change /
State University of New York at Cortland

’ I had a psychology professor in gradbate #chool who used to say
that most education provides answers to questions that people dem't
have. I don't think that indictment holds for this morning's session
becanse you're not alcaptive andience and you presumably wouldn't be )
here if you didn't have questions about.merality and education. Nev-
ertheless, 1'd like to begin by identifying what I think are four bas-
ic questions to ask when approaching the issue of moral education in
ths schools. .

) Thetirqtqueatimiasiq;ly, Is there a need? Is there anything
to' worry about, any reason why we should be concerned about:morsl de-
velopment in society? The second question is, Shonld teachers inter-

.vene? Even if there is a real need, is it the job of the schools ’Q,
"7

teach morality? Question mmber 3 is, What is "moral development
Can you do anything about the problem or decide whether to get in-
volved without first knowing what oonstitutes p toward moral

 maturity? Finally, question 4: If you think that fostering moral de-
" velopment in the schools is nacessary snd legitimate, how do you go -
_about it? How can you do it in a way that is edncationally effective
"andathicu.}lydafenaible in a pluralistic society?

¢

L

Is There.a Reed?

Let's consider the first question: Is there 2 need? Someone
asked Urie Bronfenbrenner yesterday, after his speech on his visit to
China, whether he saw any social progress in this country. He replied
that the times are still very difficult and it's easy to get discour-

wndsretand’ what youlre saying, what's the problem, everything seems

.0.X. to me." He said now almost nobody says that, almost everybody
- agrees there's a problem, though people still differ greatly about
" how. to solve it. o b v '

What are the dimensions of the problem?” First of all, there's
the issue of sooial injustice. We've had reports that 10 million
American children are undérnourished, some severely so. The estimates

differ by a million or s¢, but we know that many millions of American

LY
o
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children are Tungry and do not get enough food to keep them healthy.
We know that 2 out of 3 poor children in the oountry have not seen .
a dentist. If you're sitting in school with a rotting tooth, there's
not much you're going to learn. We kmow that more than 50% of poor
who have disabling hsndicaps get no medical treatment. We
‘that infant mortality among black children in the ghettos of
troitiauh:l.ghu;tttzmgchﬂdreninthepoorntuctm
£ India. . We know that foderal government for many years paid
tor James Bastfand $150,000 a year not to grow crops on his Mie-
sissippi plantation while the sharecroppers who were thereby deprived
of work got welfare support of $35.00 a month for a family of four.
We know that the problem of social injustice has globel proportioms.
Rich nations consume most of the world's rescurces. More than half
of hmanity remeins illiterate and hmgry across the globe.

) Crime continues to rise. It is increasing not only vertically

but horisontally as well. Kot long there was a rash of robberies

in the schools of New York City, where armed men came into the class-

rooms of small children, ist-graders, held up the tewherj and threat-

ened to shoot the children or the teacher if she didn't tum over her “
jewels and purse. It used to be that thugs and villains were ashamed ‘e
to do their dastardly deeds before little children; no longer.

We know thst child abuse has reached drastic proportions in\chis
country. Bronfenbremner, when he spoke here two years ago, reported
a study by Professor Gil at Erandsis that surveyed all kinds of child
ause--beatings, poisonings, locking kids up in the closet for dxys,
holding their finger over a flame on & gas stove, cutting them with
kmives--all wounds deliberately inflicted. The number of cases in & \
single year.was estimated to be between 2% million and 4 milldon. 4

Those are sqms of the dimensions of the problem. You cowld also .
point to the 108F of integrity in the society, the wmrillingness or
inability of persons to act on moral principles. To illustrate that
point, I'd 1like to read you two sets of statements. Try to identify
as you listen the source of each set. Here's the first:

T carried cut my orders.

Where would we have been if everyons had thought things
7opti.nthoae days?

With us an order was an order. ) -~ x

The success of this man proved to me that I should
subordinate myself to him. .

how the second a.at: } K . ‘ e
I wvas there to follow orders, not to think.

*

I believed he had the authority to do it.

18 5. G




-

\ »

Ivuno‘bthemetostmdnpatamtingandaw
* that this should be stopped, in all honesty because
of fear of group pressure that would ensue, of not

" being a team player. . o
You'have 1o’ idea of xy loyalty to this man. ‘

Houldmolikoftohuardagussutoth.smotthm
two sets of statements?--Could the first ones be from members™pf the
Green Berets? That's a‘good guess. Is the second group from the pro-
ceedings of the Watergste hearings? Thai's correct. How about the

* first set? That's right--ths first statements cams from Adolph Bichman

at his trial for the crimes he '¢onmitted in Nazi Gernm' It's pretty
hard, isn't it, to distinguish the two sets. .

During the Watorgato hearings, William Sloan Coffin wrotq a col-
wm in The New York Times about Jeb Magruder. Coffin knew Jeb as a
friend when both were at Williams College in the 1950's, and even had
hinuaatndmtinhis o8 class, During that time at. Williams,
Coffin saysyde worried t' Jeb Magrygsr. He used to say to him, /
"Tou're a mce guy, Jeb, have lots of charm but little inner
strength, andifyoudon't cgne to stand for something you'rs apt to
fall for anything.® Coffin concludes his ocolumn by pointing cut that
t6 do evil deeds you'don't have to be an evil person, only a nice guy
whoisnotyetr.ggodm. Adolf Eichman was probably kind to his

in government haven't stood up very
well, tut what about the man in the street? Stanley Milgram studied
the moral behavior of the man in the strest in an experiment that you

1. . He ran an ad in the New Haven newspaper that
said he would pay $5 to anyone who would volmntesr for an experiment

rs from all walks of life. fmall\/

+ When they reported to the laborstory palled straws
from a hat, ostensitly to determine their role .’m "the experiment. It
was in fact rigged so that the people coming in off the streets would
get to be the "teachers" and somebody from 's laboratery staff
would get .to be the *learmer.”

The learner was then taken into the next room and strapped into
a chair and electrodes attached to his wrists. The expsrimenter told
the teasher, the naive subject, that the lsammer was to try to memo-
rize paired associates, two words that went together, liks *blue” and
"girl.,* If the learner made a mistake, the teacher, seated in a dif-
ferent room, was to give him an electrical shocks On a panel before
tha teacher, the .shock levels rangsd from 15 to 450 vol staps of
15 yolts. The voltage levels were also.labeled: from * shock™
to '"strong shock® up to "severe shock® and finally *XXX.* The learner,
vhosa responses were in fact pretaped, first cowplained about his dis-
comfort, then scrsamed with pain, then pleaded to be released, ther

- protested that he had a heart condition and couldn't stand it any
longer, and finally fell aile?t.

<5
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How did the te 8 "respond? In most cases. they showed real
conflict about obeyingl\the experimenterfs.instructions. Milgram re-
ports that subjects we beerved to sweaf; tremble, stutter, bite
their lips, 'and t;mir fingemails inty, t.heir flesh. Three had
convulsive ﬁ.ts of r.

Milgran uked psyc trists and payohologists to predict what
percentage of people obey to the end and-give 450 volts of - -
shock. ~ The experts predicted that fewer than:2% would give the high-
est intensity of shock, mdth;tthaziwhomldgo a1l the way
would be crazy or aouhnw disturbed. Does siyone know in fact what
poroentage of people obeyed- to the last? Seventy per cent of Mil-

‘gram's’subjects gave the full 450 volts. That sobering outcome sup-

ports Jonathan.Kozol's assertion that the problem with the schools
is not that they aren't working, btut that they are working all too

well. They are producing moral conformists who ‘ sutmit to au=
thority, even commands ‘bo inﬂi.ct ‘harsh phwaical pain on imnocent
victins. 1. §\

you might say, people can't stand up fénder pressure, they
have we spines and they tuckle when the going: ﬁgta tough, btut what
about the eolpuaion of the average person? idn't he help some-
bohoutuhen the person was in need? Recall

you 3 tek,

home from work a.t 3:00 a.nm. ’(‘hirty-eight of. her
‘neighbors in Kew Gardens come to theirl

even though her stalker takes over half an|hour to
. murder her. No one even so h as calls the polioce.
SID di.’o * . 7 .
Andrew Mormille is stabbed in the stomach ag:
. the A train home to Manhattan. sven otha' ‘riders
“ watch the 17-ysar-old boy as he bleeds to degth; none
coutzohiausiatmceevonthoug Wmh&n {
left the ca.r He dies.

An 18-ym-old switchboard opeutor. alene m“her
office in the Bronx, 4s raped and beaten. Eséaping
nomentarily, she runs naked and bleeding to the street,
screaming for help. A crwd of 40 passersbty gsthers
and watches as, in broad daylight, the rapist {ries

to drag her back upstairs; no one interferes. .

Eleanor Bradley trips and breaks her leg while qhop-
ping on Fifth Avenue. Dased and shocked, she cma
for help, but the hurrying stream of executives apd

shoppensinplypurtaandnmput
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" about his 2nd-grade son. One day he came from 8

Carmen Colon. age 10, is kidnapped by a rapiot-killor

while on a’'shopping errand for her mothers She ten- . -
porarily escapes from her assailant along a busy ex-
pressway near Rochester, New York. Half-clad amd = -
obviously distraught, she appeals for help to more
than a hundred motorists, allofwho-puahorby -
She is murdered.

That's some indication of how the man in the street hu in
the face of a fellow luman being in need of help. What about people
who supposedly make a profession out of being Good Samaritans? How
do\thay perform when confronted with s similar situation? To find
out, two psychologists asked Princeton seminarians to write a sermon
outhoGoodSmitmparablewhiohthayworotodolivortomwdi—
ence of faculty and peers. While walking across campus to the lec-
ture hall, each;seminarian came across a person sinxpod in an alley-
vay. This person, in reality an“actor, coughed and groaned in dis.
tress. What did the seminarians do? Twenty-four of the 40 simply -
passed by. ‘The experimenters noted: "Seminary students going to
give their on the parable of the Good Samaritan literally
stepped over the victim as they lmrriod on their way.*

A
L

Should the Schools Get Involved?

. We can agree, then, that there's a problem. But where do we
go from there? Does it mean that schools should get into the act?
Should you as teachers get involved?

I'd 1ike to answer that question. by pointing out that you are
already involved. Dy ih and day.out, you act as moral educators
with your children. You continually evaluate their behavior; you
monitor their social relations in the classroom, and you do this as
part of a larger social context called the s
and mekes evaluations of behavior. Lawrence Kshlberg tells a story
1 and said,

*Dad, I don't want to be one of the bad boys in school. Kohlberg

asked hin, "Well, ¥ho are the bad boys?® His son said, "mb.gbpya'

are the ones who don't put their books back where they belong
berg comments that the teacher probably would have been onrgriood to

“know that relatixely minor classroom management concerns defined for

her children what!she and the school 4hought' were basic uprol values.

We could all c#*o‘ nlm’nore oxuplos of the nonl’loosona that'
schools teach children. Most children go-to schools where ‘they must
oompeto with their fellow student, where they rarely if ever engage

1 ration, where helping another individ-
~ Most ‘kids go to schools where

1 that also has rules -

.-




' What Is, Moral Development?
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Let's assume, then, that there 18 no way to avoid moral eduga-

| tion in the schools. It's part:of the hidden curriculum. But should

teachers go at it directly, full steam ahead? Th;tbﬁ.ngluatotho

‘going to educate for morel development, then obviously you need some
idea of what moral development is. .

Té 411ustrate one m of defining woral dnolopunt 2'n going
.toginyonamraldilmthatLunnooKoblborghummu-lmm
thronghhismsurohinthisma. A woral dilemma is a hard ques- -
. tion; you can debate it, there's no culturally oonditioned response

.«toit and that is why it's a good way to find out how someone really
t&d.nko A .

4 - .
' 7

. In Europe a woman was near death from a special kind:
4 of cancer.. Doctors told her husband, Heins, that
. there was onedrugthutnightuvoher. It was a
form of radium that the town druggist had recently
discovered.. But he was charging $2,000 for a small
1 doss of the radium. Heins, despite his best efforts,
- could raise only $1,000. He ple with the drug-
gist to tell it to him cheaper and let him'pay the r .
rest later, but the druggist said, "No, I discovered
ﬂudfugandI'ngoingtoukemeyfmnit. So
{g‘dospontim Heinz broke into the store and stole

r

In 1958 Kohlberg preg;nted these and other uoral dilemmas to 75 boys
ranging in age from 10-16. In interviewing thess subjects over the
next 16 years, he found that there were sequential stages in the way
they analysed moral issues, a changing pattern in the way they res-
soned, for example, about what Heinz showld .or showldn't have dome.

. The. pix stages which Kohlberg identified are indicated in the .
staircase diagram (Figure 1). I'd like you , taking the Heins dilemma,
to try to construct examples of the diffemt stages, especially of

" the first three stages. Most children, wnder the right envirommental

‘oonditions, can dsvelop at least some Stage 3 reasoning by the time
theyminﬁthgudmmmtakothtuaduolomtalgoaltor
morel. ednca.t%on in the elementary school. _ -t

At Stage 1, might makes right. In the child's-view, the pecple
in pmr-pa.rents, teachers and other adult smathorities--dstermine
vhat's right and what's wrong. The morsl motive at Stage 1 is.to
stay out of troubls, either by doing what m'rs told -or. by making

]

curoyoudm'tgotcmhtuhm do step out of.l.}ne. ¥What would

‘next question: What is moral maturity or moral development? If you're

v
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that Heins let her die and come and beat him up. Do you see the dis-.
tinction between the (content of the answer and the reasoning behind
it? Content can vary while the reascning remains the same.

. What is a Stage 2 reason for stealing the drug? He loves his

wife. I'd have to ask you what you mean by love; why is that a good.
reason for Heinz to try to save his wife's 1ife?! Because she cooks

. and cleans for Mm--that's a Stage 2 reason and is in fact what some

its focus on self-interest, might seem like a regression to you. But

juvenile delinquents have said when given this dilesma. Stage 2, with (

it's really a step forward because at Stage 2 children are beginning
to realize that wmorality doesn't come in cans; it has something to do
with hnman needs. When that awareness begins to emerge, it's natural
for thé child to think first about his own needs. Even at Stage 2,
though, there is a limited kind of ‘altrulsm, a concrete reciprocity--
you do something for me and I'11l do something—for you. If Heins saves
his wife now, maybe she'll help him out if he's ever in a similar boat,
or maybe he's obligated to steal the drug for lier because of all that
she's done for him in the past. "o,

Kohlberg calls Stages 1 and 2 "preconventional® moral reasoning
because morality is not yet governed by conventicnal norms or social
expectations; rather it is governed primarily by what the individual
thinks will be the concrete consequences for himself.

Stage 3'is a big leap forward. It takes the individual from con-
cern about his or her om needs to a much broader concern about the
needs and expectations of other people. The State 3 person wants to
be nice, to please others. Kohlberg calls this orientation "Charlie
Brown" morality to indicate both its virtues and its limitatioms.

Can you give me a Stage:3 reason why Heinz should steal the drug?
Hs friends wonild critieise him if he didn't. What would people think
of him if he let his wife die? “When you reach a Stage 3 concern about
the welfare of others, you also develop a concern for their opinion o:i‘
you--you value their esteem. What if Heinz's wife hadn't been so g
to him? Stage 2 might say, well, then don't Lelp her. Stage 3, how-

’

ever, would sy she needs the help, never mind what's gone before, put

yourself in her shoes. The golden rule. To find cut whether your

children wnderstand this Stage 3 principle, ask them sometime what the -

i golden rule tells you to do if someons just comes up on the street and
_ punches you in the arm. Most 10-year-olds, still predominantly Stage

2, will say, "Hit him back. Do unto others as they do unto you.* An
wusually mature 10-year-old said to Piaget, "You shouldn't hit back.
There's no end to revenge.” That's Stage 3. )

I've given you just a bare-bones description of the stages. Peo-
ple go to Harvard for a year to study how to identify someone's stage
of moral reasoning, and Kohlberg and his associates are continually re-
defining the stages on the basis of their ongoing research and new de-
yelopments' in the theory. 7o put a 1little more meat on the skeleton,
let me share with you a story or two about my ovn son, Mark, who will
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“be* 7 years old tomorrow Hcvennlldngm camldnoduabout
6 months ago, and I mentioned that t I was going to give a talk that
afternoon to a of men, the Cortland Rotary, about how children
grow up to know, uhat'lrightand what's wrorig. - He said,n"Well, I
, have to sy about that." "Okay," I said, “what do you think

" is right for children to do?*

- Hark?apliod 'mﬂldmnsMnldbegoodtotheirmta and par-
ents. ahouldbegoodtothnircld.ldnno-that'tthemthtygetalm'

 "That's very interesting,” I said, "tell me, why do you think
children chouldn't/disobey thoir po.rontﬂ"

"Well,"
won't do nice

Squid. 'Snppooeone.dvlh-mdlwom'tverynicetom..
uhedifyouoouldhana,nwm.chiofdchooniobook.mdmjmt
d no without\ aniy good reason. Then later in the day, becanse we
going to oonpuv.waukedmbodousaf&o
\tuﬂ.ngtherug Doyouthinkyunahoulddoitforu?

Mark said withont hesiution‘ "Well, no.-beca.nae you were;\'t
“nice ¥4 me. Sorry, Ded; but that's just the m it works, you see."
A ao}.id Stage 2.

Yac-

" .’ Ist me relate another oeuvorution which 1llustrates that chil--

dren, like most adults, are in different developmental stages at the
‘same time. Iukodm'kth.qultionahontmtmlhonlddoir
someone comes wp and punches you in the arm. He said, "Well, I can
tell you a right answer and a wrong answer. The right answer isyou
- should-ask him please not to punch you again."

"What!s the wrong ‘answer?® I asked.
*You should hit him back." , S

e

Probing further, I asked, "Why do you think _h:l.tting back is wrong?®

"Tt's really right and wrong,” Mark said. "It's right becaise
then he will know how it feels, and it's wrong because you could get
in trouble with your-parents.*

I'11 leave it to you to sort out the different stagec of thinking
that are represented there.

This morning I decided to do a little longitudinal research.’ I
wondered how Mark would respond, a half ‘a year later, to the moral
question of what to do when his parents ask him to vacuum the rug aft-
er they have unreasonably refused a request for a new comic book. I
bégan by asking what it means to be good. He said, "Being good uana

. being kind to others®--ah, I o the dom of Stage 3. Then he

-
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added "...when they're kind to you.* I then raisad the dilemma about .
whethor to vacuum the rug. He paused for a while, then said, "I think = 1
ahauldvammnthamg Itvouldbeagoogiwayofo_uiimthenew‘ S
- como book." ; t ‘
' \
|

. That's turning the situation into a Stage 2 deal, of course, 80
_ I eadd, "No, we wouldn't Pay you any allowanoe, this is a“favor we'ro .
v u g , . ¢

- After pausing again he said "Well, I'd sti11 do it."

"Even though," I ren:lnded *we weren't nice to you md wouldn’t .
get you the comie vhen you asked?" _ o

"I would still do it," he said, "I Just like. do&ng favors for
people.” : - .

' "Why do you like doing favors for people?” I asked.
"Becmse then they don't have to do all the work themselves. .
"Why &8 thatfimportant?” T

"Well,” Mark said, "if thoy can do mly parﬁ*of the job,
can they get it done if they don't have help;"

.« That seems to me to .be the beginning‘ofw‘ég&ge 3 eoncem for -
the needs of the other person, apart from°what's in it For you. I .
hasten to testify as a parent that crossing the bridge from reasoning
to consistent behavioral pragtice is a big developmental step in it~ . ,
self which by no means automatically follows the achievement of the
‘ reasoning. Mark at age 7 may b€ capable of some Stage 3 reasoning, ka

but his behavior is often not §ven at the level of Stage 2 reciprocity.
Closing the gap between reas and action bacomes a major issue

() when you consider applying Kohlberg's theory.to practical life situa-
tions like the clusrocu, where behavior re matters.

What lies lfeyond Stage 31 At Stage 4, concern for others is ex-
+ panded to a wider Scale. You begin to have & concept of society and .

your role within a larger social system; you want to do your duty, to

' set a good example, to insist that other people do, too. This 48 still
a morality shaped by external expectations, however. Not wntil Stages
5, and 6 can you stand outside the social framework and say that some
things are morally wrong in the .some laws-or institutions need = ¢
changing in order 4o better respect thé rights of individuals. You ‘v
nay even belisv tage 6, as Martin Luther Xing did, that justice .
requires ytu to a lm like segregation that degrades Inman per-
sonality, in order to arouse the conscience of the community. At Stag-
es 5 and 6--which KohIberg calls the postconventional level--universal
moral principles define right and wrong. That's what we told the Nazis .

" at the end of World War II: that they had an obligation to universal *
moral laws respecting human wo and dignity, nbt aingly to tho ’lun
af the Gomn state. _ , ’

¥
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- What Does the Research Show? .

What does the research show regarding Kohlberg's stages of moral
reasoning? It appears to indicate, first of all, that the steges are
miversal--although there are thoss who think that all the evidence
LT ism't in. Xohlberg claims that his crossscultural ressarch in coun-
S tries 1ike Taiwan, England, Turkey, Mexicd, and the United States re-
g@ « veals that what people value may be relative to culture, but how they

reason about what they value goes through the same sequence of stages
everywhere. The research does show clearly that soms people move
faster through the stage ssquence and somes go farther. Only 25% of
adults in Western societies, for example, reach postconventional rea-
"".m' - ’

Is woral stage development affected by social class? The evi- .
denca,ia that children from middle or upper sccioeconomic environments
advance through the stages more quickly than their peers at lower socio-
economic levels. Are there sex differences? Girls get to Stage 3 fast- “
er before -boys, tut then boys typically catch up and move on to Stage 4
before Pirls and are more likely to make it in adulthood to postconven-
tional moiality--though this last difference disappears: if level of ed-
ucation is the same. Does moral stage relats to moral behavior? Kohi-
berg is careful to point out that the same moral behavior--s.g., doing .
someone a favor--can spring from differsnt stages of moral reasoning, .
Aespite that complicating factor, it has often been possible to predict
moral behavior in particular situations from knowledge of a person's
stage of moral reasoning. Conventional-level students, for example,
are more likely to cheat when left undetected then postconventional
studsnts. Persons atStngeSaMéwnmgelikelyto'qnitPﬁlgm'a
shock-the-learner experiment than persons at lower stages and wers also
more likely to intervene to help.a person in distress in anocther study
where such intervention ran the risk of angering the experimenter. In
ths latter study; the-subject had to decide whether to-°aid a person who™ .
said he had just had a bad trip on drugs and pleaded for help, or to
continue to participate in the experiment as plamned. Only 114 of the
Stage 2 college students helped the distressed individuxl; at Stage 3,
27% helped, and at Stage &, 38%, At:Stage 5, the figure rose to 696,
and at Stage 6 fully 100€ of the subjects-broke off from-the experiment

"> {0 help the person in need. . o

| .

What kind of enviromment facilitates movement through the stages
and what kind of envirormnt hinders it? -Children who grow up in a
socially sterile orphanage, Kohlberg reports, are often still at Stages
1 and 2 even in late adolescence. By contrast, children who grow up on
the Israsli kibtutz, where intense pegr-group interaction, group deci-
sion-making intermeshing work responsibilities mike for a rich -
social M. typically reach Stage 4 or 5 in adolescence.

. . P 4
o 4 . .
[ .~ How:Do You meopunﬂ S -
© % hat do the contrasting effects of the orphanage and the kibbutz
*imply for the .school? How can classrooms support development through
B H ’ "~ * .
D _ . ‘ ) ‘
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the moral stages? One way is to structure situations which, like the
kibbutz, provide lots of opporb ty for role-‘l;aking-,for experj.ancing

the contrasting viewpoints and feslings of others. Moral development

can be considered a process of getting r and better at dealing
simltaneop.aly and fairly with a ety cting perapectivas
on what 48 right in a particular sitfuation.

You are no doubt familiar with rciﬁl]:; available materials

for stinulaﬁ.ng group discussion de ed ‘to share feelings and clar-

ify values.' I don'y like to emphasize a prepacksfed approach because
it tends to compartmentalize moral education as something you do on
Thursday aftemoon when you get out the DUSO kit. The real moral cur-
riculum is the total life of the classroom, all the human interactions
that occur thare. Teachers who appreciate that, however, can use some
of the publisghed teclmiquea to a.dnhtage ) {

One miterial that I've used with to get distussions going
with children is a series of's filmstrips developed by Kohlberg .
and Bob_Selman for Guidance Assoclates (Pleasantville, N.Y.). The film-
strips dod good job of bringing moral conflict down to the scale of

the child's world. S?e sent real-life scenarios: should Holly . &
cue )

climb a tree to res randsd kKitten, for a little boy, or should
she’ keep her newly made pronise to her father not to climb any more
trees? ,Some filmstripe depict fantasy situations; my favorite among
these ia about Chaetah, a mexber of the Cat People. The Cat Psople’
are endowed specialpmrers.wtd.chtheyusetofightcﬁ.ne
ordinary life, etah is Sam Wilson. In the filmstrip, Cheetah
shown swearing an oath before the Cat People never to reveal his se-
cret identity--"not to my wife; not to my son, not to anyomne. They
shall know me only as Ssm Wilson—-husband, father, schoolteacher, and
being.* This is the most important rule of ths Cat Peo-

erage
. sle, ir leader explains, because if the cszim.ls ¥now who they are,

the éa. eople will not be effective in figh’cing crine

daxSntellahis%year-old gon; Hancas tomeet hindater
ening thebank whereSamsmhewillwithdmmoney‘to
new car. s_before Marcu®, and notices a light on in
the Upstairs bank window. “Esn,* he says, as.the drums begin to-
roll, "This looks like a job for Cheetah!"™ Cheetah captures the
crooks, strings them up in a net, andqu.icklychmgesba.ckmtoSam
Wilson. Seconds later, the police arrive on the scene and escort the

“ thieves out ths front of the bank. At this moment young Marcus also

arrives to ses the criminals being apprehsnded and notices what ap-
pears to be another robber escaping out the rear benk window. He
moves closer; "Dad, it's you! What were you doing in the bank, Dad?
Tell me, are you one of the bank robbers? Tell me, Dad, rlease tell
me!® Snloohdownmdsays softly, "I can't tell you, son,'I just
can't tell you.® The narrator's voice then comes in: *Will Sam Wilson

break.the most important rule of the Cat People and reveal his secret
identity, or will he remain silent and let his aonthinkthathoisa.

/bank robber? What should he do?"

I, 5
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The object is to get children to say why they think Sam should
or shouldn't tel)<-to a3 their reasons and listen to the reasons
of others. It 8 practice to get the knack of askdng good probe

. questions that draw out the children's underlying reasoning and keep

" ~—the discussion focused on the relevant moral issues. A normal first
response with both kids and adults is to want to slip out of the di-
lesme--by proposing a solution that avoids the hard decision. “He
should just tell Marcus to trust him,” is a common of wiggling off
the horns of the Cheetah dilemma. You can take time to explore differ-
ent solutions of this nature and then bring the children back to ths
conflict: "Sam to trust him, and Marcus tries very hard
to do that, tut he can't get it out of his mind, he has bad dreanms
mdheatmmders,uh;tmhilnuddoingintha

ple on the basis of what witnesses say they saw; lwwcmyong?cpect a.
.boy to forget the sight of his father hurrying out the k of
the bank at the-scene of the robbery?

With.one third- class that turned out to be unanimously in

' favor of tah's Keeping his oath, I role-played to dramatirze
. what he be feeling and to get the kids to think t other ways )

of looking at the problem. "Chsetah promised never to-tell,” they said. / ;
" "That's an interesting reason,” I said,. "tell me, do you think it is
ever right to bresk a promise! Did-any of you ever break a promise?*
| Most admitted tp having done so, and.we got into a good discussion of -
.the reasons for breaking promises and making in the first plece. ° |
We moved on to other issues, such as whether etah had a responsi- .
bility to keep fighting crime, and after 45 ginutels‘t_he kids were still
" going strong. ~ o b

There areNots of, formats other than whole-class dfscussion that
you can use--role-playing, team debats, small "buzs groups.” One fort
, , mat--called "Take a Stand"--was devised by a 6th grader in collabora-
" tion with the school psychologist. Five lings are chalked or taped on
" the floor and labeled, respectively, "Abeolytely right,® 'Sm?hgt.
Right," "Undétided,” "Scmewhat wrong,” and "Absolutely wrong: m{\/
children are then read a story; for exaaple: | ‘
. \ R

A boy--a pusher--came up to his friend and said, )
*Do you want a joint?* He replied, "No way!" and

ran to get a policeman. Ths cop busted the pusher

for selling drugs. - . )

At the signal "Move!" the children go and stand on the line that shows /
vhat they think about the main character!s actim--with the understand-

ing that they have to explain why they moved where they did. They are

fres to.change lines, tut only if they staté their reasons for doing so.

. Let me emphasize again, howsver, that games and contrived discus-
sions are not ‘enough. To foster a consistently high quality of commun-
ication, you need to create a positive moral climate in the classroon,
an atwosphere of mutual respect and support that pervades the curriculum

.3
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and the whole human environment. A tall order, you're thinking. How
can’'it be dme? B . -

Cooparative Learning

Several teachérs I know create a positive moral climate by

cooperative learning a natural part of the day-to-day life of their
classroom. At its best, coopsrative learning is what Piaget calls co-
operation: doing operations together in a way that foreces children to
decenter from their own viewpoint and accommodate to the viewpoint and
actions of their co-workers. Here is how a teacher of a combined 2nd
and 3rd-grade, Ann Caren of West Hill-Elementary School in Ithaca, New
York, descrlbes t kind of learning in her classroom: .

One activity which involved every child in the clafs at
some point was the Fireplacs Project. We dscided together

> that we to build a fireplace on the school play-

Tor cooking lunch outside-and for doing other ac-
®iivities which need heat (such as maple sugaring and
. making dyes from natural materials). After deciding on
a size for the fireplace, ths children collectsd rocks
from a nearby woods. They mixed the cement--recruiting
the principal to help with this--cemented the rocks in
place, and finished ths job with a grate that one group
had purchased from a local store. Some children used the
fireplace to dye yarm, while another group began to plan
& cook-out Junch for the class. The outdoor lunch in- ‘
volved planning what we would have, figuring out the cost,
. getting volunteers for jobs, buying and preparing the .
food, building the fire, and serving and cleaning up.

Cooking is aviilable in my ofussroom whensver children
express the interest, and I have found it an especially
}o good way to involve them in sharing real responsibility.

* *® ‘ * ‘/‘

A month-long activity, entirely initiated and sustained
. by the children, was the Dinosanr Project. One boy
e brought a bag of plastic dinosaurs to school and decided
to set up a scene. Other boys soon contributed their
dinosaurs. Questions arcse: where did dinosaurs live?
s After looking this up in books, the children set up one
v« ice-age environment and one woodland and field environ-

- ment with a large body of water. For materials they used
twigs, rocks, grasses, and sand gathered from the school
grounds. The children made charts illustrating differsnt
ages, and did many dinosaur drawings and paintings. End-
less discussions took place about which dinosaurs were the
oldest and where the warious types lived.

This teacher has also found a class newspaper to be an excellent
way to foster cooperative effort and group cohesion. In \apd.ition, s

30 -25 -
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recommends stocking theeemirormmt with materials--blocks, lincoln
logs, lego, animals, plants, clay, scrap materiils, and plenty of

paper and pencils-sthat naturally stimulate children to work together
on activities that, are meaningful to them. Craft sctivities are es-
pecially good; one boy Iparned how to macrame and taught other ‘chil- .
drenhowtodoi:tforthmatrdghtdm :

John Caran,-Ann't husbend and a teacher of a Sth and 6th-grade
in Benry St. John School, describes a leaming activity he carried
out which 11lustrates how the tmher can take the i.nithtive. ,

Th:l:s project involved cmtive writi.ng and was called
*Interesting Faces of Ithaca.® Eight children and a
teacher set out for downtown Ithaca--equipped with a
polaroid camera. Each child took a turn photographing
someone on -the streets of the clty. The pictures varied:
somé were .distant shots of psople going about their daily

- routine; othere were close-ups of individuals that the
.children stopped and asked to poss for them. After tak-
ing-their pictures, ‘the children. returned to school to
write about them. The pictures and stories were then
laminated and made into a book which was tnilgble for
a.ll of the class to read. . \

The Class Meeﬁng

Both of these teachers a.lso rely huvily on class meetings to
foster a strong sense of comminity among their ghildren--perhaps the
most important ingredient in a good moral climate. A time is set
aside--typically 20 minutes at . the end of the morning and again at
the end of the afternoon--when children share what they have worked
on, plan a project discuss an experience they have had together or
personal experiences from howé, or exchange views tbout how to solve
a problem that has arisen. Every teacher I know has worked at’
developing this kind of regular commmication his or bher chil- "’
dren preports marked improvement in- the general tone and human rela-
tionships in the classroom. The class meeting also provides the:co-
_- hesion and the c&ringthatmtlnmis for dealing with any crisis |
that arise. A teacher at &, recent conference on moral education |
told » story about a n- she taught a conmbined 2nd-and-3rd grade
and for the first time qclusmetinganintegralpurtofherday
A atrfong .class™spirit developed and behavior problems were far fewer
thnndnringthepreviousyaar. Shen one day, toward the end of the,

year, a project that several children had worked on in the’ back
of the classroom was found badly damagéd. The teacher stopped the ac-
tivity of the class and called a meeting. "We have good times togeth- .
or we hﬂ{groblm together,” she said. "Something very serious
has happened. “We camnot continue our work until we find out who is
responaible for'what happened and’ the damage is somehow rapa.ired. v,
This is a charice to show if we rulchm about each other.*”

There was awkward silence.. Then one student spoke up: "Come o,y ~
whoover did it, tell--it"s okay, we 11 forgive you!® A chorus *of |

/
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.Haspect for Perscus

L]
similar appeals went up from the childrén. Finally, two boye slowly -
stocd up, looking at their feet. < g

-

*Yes, Tomay, do you wish to say. aouething'l"}
"Bob did it." ' -

The teacher waited.

I &4 it, too."

"Would you like to say anything else?"
"Yeah. I'm sorry.® . .

The other children luped to their feet and hugged .the two cul-
_prits in joyous celetration of the confession. There followed an ani-
nteddismsiontoplmhwalleanldwarktonmrethndamged
project. The teacher of this class said she was csrtain this crisis
could not have' been resolved in this way had-it not been for the strong
sengse of community the children had bailt up thro'ugh their class meet-
ings all year lo-ng

- -

You can also define a good moral cl:lnate in terms of respect for
persons. Morality really comes down to this--to respect for the dig-
nity, the worth, the individuality, the righta of mry person ‘How
dd you develop this among children?

One obvious way is to set a good example. This beoomes hardest
to do in the face of comflict with a child, especially if the student Lo
huactedwithoutrespectformua I recently came across
two stories, euhabontminddwtinvmr‘a:tudmtcmodthetuch-

-

.cranobommna. Inmme,aan-gradabaycalled teacher a -

of-a~bitchin whore.® The teacher marched him down the princi-
pnaofﬁeeanddunﬂzdthatheboexpeued.mdhom It's not

to figure out what stage of moral development was the rei.n-
forced for that child. :

Intheseoond incident, reportodinﬂa:ucinott's exoellent little
aook:mgmggmxg.as grade boy.was asked by his;teacher why he . .
persistéd in talking ¢ut of tur. "Noneofyourbusimsl,mnother o
fucker!® was his reply. The teacher arswered sternly, "What-you have
Justsd.dnkeanesomthntI{gglIomtt&lktom' The

boy, obviously surprised at not’'being puriished, came up after class
and apoligised for his behavior. ,

»

.To punish a-child, as Ginott points out, is to arouse resentment
and make him wneducable. The essence of discipline is finding effeo-
tive alternatives to pmishment--alternatives which leave the child's
dignity intact, teach him how he has viohtod another's rights, and
motivate him to do better.
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_*  'Respecting children's rights and dignity as persons may also mean
changing the way you speak to them. ‘When Mark was
gan issuing regular commands to his mother and me: "Daddy, read
story,” "Mommy, £ix my dimner,” get me this, get me that.

* " down for a moral lecturs on the virtues of saying 'plgn(.' *T would.
like..." ete. Then the next dxy, during the mormning hassle of getting
him off to nursery school, I said, *Mark, get in the bathroom and brush
your teeth and wash yeur face!®™ He took two steps, turmed around, and
said very ssriously, "Deddy, I don't like getting o either.”
Hoisted by xy owmn petard, I negotiated a bergain: I deni
ordorsmdhewuldn'td. us orders. (You can still state the
quirements of the situation: *Mark, it's 8:00 your teeth are
yot brushed.”) Piaget says that adults; be thoyu.thd.rm-
thority in a unilatersl fashion, often retard a child's growth toward
understanding the mtuality of moral requirements. But be adds that
adults can have an enormous positive influence on the child's moral
develomment if they will place themselves on an equal-to-~equal footing
and stress mutual obligation with regard to at least some rules.

You can do the same thing in the classroom. A spirit of:faimaess
will not only develop the child's understanding of the besis for moral
rules, but will also motivate him to follow them. As Glasser points
out in his book, Schoels Without Failure, children are much more likely - F
to adhere to rules that they accept as fair and that they have at least . s
some say in formulating or revising. Moreover, wvhen a Shild consents- __ .
t0 2 rule as fair and agrees to follow it, he is much more likely to
accept responsibility for improving his eondnct when a rule violation
is brought to his attention. .

Setting a good example for children may scutinea( ‘mesn providing
very direct, explicit cues in particular situnations.- Sometimes chil-
dren simply don't know how to speak.or act with respsct for each other;
thcynoodthatoola.thebehzviorllﬂdno A 2nd-grade teacher in g
Skanesteles, -Peggy Manring, recounts what she did when the children in ‘
. her room lapsed into using violence to express their feelings and to
‘try to get their wy. -

We had had a ruh of fist fights, pencil jl.bbd.ngs
kickings. Awarensss of these behaviors didn't
t t0,decrease them; it only increased tattling.
" A fe% of the children said they had tried talking
_things out instead of fighting, but it didn't worke..

" I brought in a,/bag of wood scraps from the toy factory.
There were cubes, rectangles, wedges, and slivers. I
- cumped these on the rug within .everyone's reach and
asked the children to make & model of the classroom
as they saw it. As fascinated as I was with their y
creativity and obssrvations, I tried to concern myself
» primarily with thelr cooperation_g skills when these
became & problen

Hnmiammorpttmnthedialognethattookpheebeweenthis
teaohorandthechﬂdmn .
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‘these exporlences.

-

\
’

David: That is the dumbest chalkboard, Martha.
You put it in a stupid place. N

Me, to David: You think Martha should put the blook
in a different place. Would you like:

3 e to suggest to her where she wight put’ it?
o ;,‘
- David: Yeah, right there, the chalkboard is *
. behind the table} KJ f
Me, to Martha: If you accept David's suggestion, you : \ |
: may move your block. If you like it :
) \j vhere you put it, you leave it ri.ght
: there. ) 2

Me, to David: When you don't use the words "stupid® and -
®dumb,” people like to listen to you. Yéu
had an interoqn;&‘point to make a.bout the

- chalkboard. A

Martha moved the block, smiled at David, md the next time
David wanted.to say something, he said, "Paul, I suggést
you look where the art table is. It's pcrallel to the
teacher's desk.® Paul picked up on the *I suggest®; so

did Eddy and Alan<-all three volatile kids. All 18 children
seemed to be stretching to cooperate. Ssveral said, *You
know, Mrs. Manring, vevobeentryingtpeoopontoforw
turns” and *It feels pretty good here, evuzfthongh we're
having a 1little trouble.” - -

After 30 minutes and many compliments from me, the children °
parted to play in groups of 2's, 3's, arid one group of 4.
They built amasing cities, parks and buildings. I stayed

to keep my finger on a few pulses. Some rsjection and a

few tears, but no one gave up.- Py

The kind of direct intervention this teacher did can teach ¢
the skills they need to enteE into the positive social intersctions that
foster development through thé- moral stages.- How this can also be done
at the secondary level is illustrated by the woik of Norm Sprinthall
and Lois E:ichson at the University of Minnesota. In a high school.
course on "The Psychology of Counseling,"afor example, t taught
their students counseling techniques and lis oigtening c)d.ll?Zhich the
students used with-each other to discuss personally me ful issues
in their lives. In another course on *"The Psychology of Growth for
Women," female students learned interviewing skills conducted field
interviews of girls and women across the life span.. They then discussed
what their data showed about how women change in what they value and how
thay view their roles. Students in these. es showed significantly
greater advancevon Kohlbarg's stages stddents who did not have

AN

" So there are ways of ‘do jobifywmttogetitdone.
The problem with the schools, and society as a whole, is that morality



g

has been on the.back burner. If we've got Watergates, we shduldnit be-.
surprised. - Education for woral development has to at leagt as in-
portant in the curriculum as education for the intell o

vy

Moral education in the schools obvicusly won't solve all of our = ¢
social problems. But no one knows how much the schools can do to de-
velop moral maturity, for they have barely begun to try. The first g

i

step, of course, is deciding that it is the job of the school to help |

develop good people who can build a good and decent society. I hope , .

that all of you will leave today with a commitment to bringing ws' = 2
closer to that goal with your children in your classroom.

-
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RECOMMENDED, READINGS IN MORAL DEVELOPMENT AND MORAL EDUCATION . ¥

-

-
-

‘Beck, Clive. on schools. Ontario Institute for -
Studies in Education, 252 Hloor’St. West, Torontsc 5, Ontario. oo T

. S Short useful overview with relevance for all levels.
. Includes description of "a series of mini-courses in -
values,” "some hints on teaching methodology " and "a
theory of values for the schoc:]j.s. )
Brearly, Molly. The\teaching_&f m_gL children: Some applications of \
Piaget's learming theory. New York: Schocken Books, 1970. .
Finest book I know on developing“a child-centered pre-

. school and elementary curriculum. = Includes a sensitive
chapter on the development of morality in children. ©

Beck, C:M., Crittenden, Brian, and Sullivan, Ed (Eds.) Moral ' ..

education: Interdisciglm mache . Toronto: University,
of Toronto Press, 1974 A

Proceedings of 1968 Ontario Conference on Moral Education,
.~ contains many excellent papers by leaging svholars in the .
field, incfuding Lawrence Kohlberg, and change. of eyt
. wiews among the participants on a wide range‘lof issues. L

Chesley/, Mark & Fox, Robert. Role playing methods *in the clasgroom.
cago: Science Research Associates (259 East Erie Stmt, )
cago, I11. 60611). - '

Plenty of practical techniquee for using role-plving
~ in the classroom. , -

First Things: Values. Pleabantville, New York: Guidance Associates, ‘
1971. ’

A series of sound-rilnstrips, based on Kohlberg s
Jdevelo tal approach; presents moral dilemmas ap—
propriat: tor elementary school children.

Thin s: Social } 420 Guidance Aasochtes, 1974. ‘ .\\

- Soundefilmstrips‘that focus-on developing children's ~ .
‘.understanding of other persons' vi ints, feelings, .
and motivation. Conplemts First Things: Vilues. . .

Gi.nott Haim. Between pavent and child. New York: Avén Books, 1969

$<

. Wisest book I know on childrearing. Lots of emples
of how to talk with kids, how to handle a wide variety
of everyday problems 'in yway that respects the child's:
. digrity as a person and uotivates cooperat;m. ‘ / r
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RECOMMENDED' READINGS (cont. ) | | Lo ‘

KN

*  Ginott, Haim. Teacher and chjld. New York: MacMillam Co., 1972. f
. How \to handle discipline problems and communicate
effectively with children in the classroom. Would
+ highly recommend to any teagher; a wonderfully human 1
and practical book--helpful for eatablishing & moral y
clfuute of mutual respect. ‘
\

Gluseré9 William. Schools without failure, New York~ Harper & Rowe,
T19

. . If you want to incorporate a class meeti.né\}nto your © \
: 4 program, this is the book to read.

Johnson, David and Johnson, Roger. le to ther andvalone.
~ : Englewood Cliffs, New Jeraey. Prentice-Hall, 1975.

o Wiritten by two social psychologists, this is one of
the few books that frovides specific suggestions ‘for
stmoturiqg cdoperative learning in the classroom.

dournal of Moral Education.,Published by Pemberton, Ltd., 88 Islington
_High Street, London N1 8EN ($7.50 for 3 issues a year)

Lots of articles, both tfxeoreticai .and practical,. on

moral education here and in\&zgland at all different
age levels. Only journal of its kind.

' berg, Lawrence and Turiel, mliot. Moral development and moral Y
cation. Chapter in G. lesser (Ed.) Psychology and ﬂc&tional
‘ ctice. Glem‘iew, I11.: Scott Fore%%l. '

Best available overview of - different approaches to values
education,.including the developmental stage approach of

' Kohlberg. Discusses what the research on moral development
’,shows and applications to education. ssential founda-
tion for this area. > c

/ 7
Lickona, Thomas. A strategy for teach

' .York: Guidance Associates, 197} |
/ Teacher's guide exp

values, Pleumtvﬂle, New

g how to stimula.te class dia- v

cussions using(the Guidance Agsociates dilemma film- . = '
stripc, includeS,section on how to question children .
. : ' about their thinking regarding value eonflicts.
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RECOMMENDED READINGS (cont.) . : o

-

1]

Lickona, Thomas. behavior: search,
" and social issues. New York: Holt, Rinehart, & Hinaton 383

-

Madison Avenve), 1976 (Jamm'y)

A good resource if you wo.nt to study this area in greater
depth. 20 chapters by well-known authorities in the field
- presentydifferent theoretical approaches to' moral develop-
ment, research findings in areas like ‘honesty, childrearing,
‘..and situational variation in behavior,; and application of
theory and research to social issues' such as education, the
. effects of television, bystander intervention in emergencies,
— - politics, and the law. ‘. .

Peters, William, A _class divided. New York: i)oubIeday. 1971.

7
A highly readable, moving account of teacher Jane Elliot's
well-known "blue eyes, brown eyes® experimgnt in giving
3rd-graders a chance to understand prejudice by experiencing
it first-hand in their classroom. Conveys one teacher's ‘
approach to building empathy and a strong sense of jcommnity. -

L

Piaget, Jean. The moral judgment of the child. Free Press, 1965. "

Originally published in 1932, this early, exceptionally .
readable book by'the famous Swiss developmentalist is full .
of examples of how 5-12-year-old children reason about right
and wrong, lies, punishment, obedignce, what's fair. Read
the middle- section especial dialogues with children

_ about moral situations. A good developmental foundation.

ZEnzter. Nancy and Taylor, Nancy. How to assess the moral reasoning
of students. Toronto: Ontario Institute for Studies in Education
(see above for address), 1972.

Kohlberg has revised his system for scoring an individual's
- moral stage on the basis of a dilemma interview, but this
A ' little book remains a useful infroduction to assessing moral
- reasoning. (The new guide is currently being prepared by
- Harvard's Center for Moral Fducation.) Gives examples of o
the 6 stages of moral, reasoning for 5 different moral dilemmas.

Sprinthall, Norm & Erickson, Lois. Learning psychology by doing
psychology: guidance through the curriculum. Personnel and
Guidance Journal, 197%, 52, 396-405.

A very good article for using the vehicle of a semester course
for moral education. Describes psychological and value educa-

} tion conducted with two groups of high school students--com-
bining practical field experience with class discusaior& of /
value issues related to the practicum. Reports positive re-
search 1‘08\111’.,8. / i ) (\ v,

'-
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RECOMMENDED mngaei (cont.) | .
Sullivan, Bdmmnd. Moral learning: findings, issuss, snd questions.

New York: Paulist Press, 1975.

Reports in 120 peges soverai upper elementary school
‘and hikh school moral education courses carried out in

, Ontario schools by faculty from the 0 Jnstitute
for Studies in Education. Many val £ 8 and
practical .suggestions are included. 30 desls with the

. role of the student and the ccsmmunity in dstermining a

moral edycation curriculum. Applies and evaluates Kohl-
‘ \ berg approach. - :

-
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CHILD DEVELOPMENT: A BASIS FOR

. ier~.  OPEN CLASSROOM CURRICULUM
Patricia F. Carini | P
- The Prosioect School - - ~
g « : e L.

Curriculum is an emotional issue, as is education qtself. "
Because these issues are rooted in faith and belief, (there is no
science ofg®ducation), there is ultimately no empirical proof to
demonstratey the superiority of one approach Bver another. I would

. like to start with a diagrammatic presentation of four major ap<
\ proaches to education and curriculum, and thymmWsm—
+ sion of children'’s development. - .. . 7 ° ) .
) Approaches - to curriculum can be described according to the
‘ definition of three: parameters: ’ . ‘

-the thinking-learning process
) . =the nature of knowledge
' -reality. :

The thinking-learning process can be defined as either an internal
process or an extermal process, and knowledge can be defined.as
‘relative or absolute. The combinations of these assumptions to-
gether With the definition ‘'of reality as relatively independent of --

.** the person or as relatively dependent on his perception of it yie
the potentialities for curriculum dep\icted in Figure 1.

If, for example, we view knowledge as absolute, and if we define
the thinking-leamning process as internal and personal, we have the
basis for the "Great Books® movement or, in other words, for a clas-

- sical curriculum. This is an education in which the eternal in man
is.united with the eternal realm of ideas, that is, an education that
+  identifies ideas as reality. If on the other hand, we view knowledge

as absolute and the thinking-leaming process as external to the per-

son, we have the basis for a curriculum rooted in cultural facts,
that is, in the facts deemed useful for maintaining a particular cul-
ture at a particular time. The cultural absolutism of science and
_ the scientific-téchnological method as the standard for truth in our
- vu@  society today, or the religious dogma of generations past, are ex-
° 2% amples df a "self-evident” knowledge that must be transmitted to the.
. menmbers of the society as external fact to ensure that the cultural
. traditions will be maintained. This is an education in which the
culture is equated with reality. E
4
To donsider the other side of the issue, 1f we view knowledge
25 alvays relative to the point of view of the person, other

!

i . .
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ssues at the roots of curriculum and education are svidemt. The

’mfonofodnutingthatdoumtbemrmthemoftho

. sioned press literature gensrated by the open school movement,
. points to this. That the movement for open education is

dimensions of curriculum emergs. For example, if we alsoc take the
thinking-learning process to be internal, then we carry the rela-
tivityofknoﬁngtothoox;,rmofidonti’uguthnmisfor
curriculum that which increases the person’s interest
htimhiptothowrm,wthgtvaﬂ.dtobotm
point of wiew. We might identify both Froebel and Rudolf Steiner
as exponents of this view. This is an education of the person as
& shaper of a reality. .

. If on the other hand, knowledge is held to be relative, tut:

the thinking-learning process is defined as external, as predster- '
mined sequences of steps or concepts, we identify those structural ' )
sequences or experiences that will ledi the child to the discovery

of knowledge about the real world as the curriculum. Thus Piaget's

belief in a logic in the person that matches a logic in the universe

leads to the postulation of steps in the dsvslorment of a logic that

will apprehend the logic of the laws of the real world, and to an

oducation that recognizes and provides the categories of expsriences

to facilitate that development. Similarly, Montessori postulated -

sequences of activities to lead children to certain concepts. This

is an education that takes into account the person's understanding,

tut externalises atmcmndsequmahemtgothmghtobﬁng

hin to thet undorsta.nding -

" Even in 80 brief and inadequate a resums, the metaphysical L

nature of knowledge and reality, the nature of man, and relation-
ship of man to the world, society, and God, are among ge issues.
It is these metaphysical issues and the statements of faith that
derive from them that mske discussions of curriculum and education
8o emotional. May I repsat, there is no science of education and
there are no empirical proofs to be brought to bear that will wn-
qualifiedly establish one curriculum approach as superior to all
others. If my basic view of msn subordinates him to a2 given culture Lo
and defines the person's meaning in terms of services performed to L
maintain that culture and its traditions, then indoctrination into . b
those cultural forms is sn efficient form of education. If I am o
repelled by that approach as manipulative because I view men as an

immer being whose meaning is intrinsic to him, then I will eschew

nﬂ.i.utienofthe individual person's meaning.
Imldmggnttomthatdlofthocnrmtcontmrsy

about education from these fundamental metaphysical dif-
ferences. . The of this conference, and the fact of the impas-

shrill and utrau in stating its purposes is indicative that for a
nuiber of years only ons philosophical pomitioni~the school as a
transaitter of the culture~~has been represented tion's .
schools., And as frequently happens whan a philosophy is for
grantsd and articulation of the philosophy's tenets is desmed wun-




" necessary or irrelevant, the practice in many schools dsteriorated

over the years to a mindlessness in curriculum that is virtually wm-
believable. ) . '

As a product of that kind of a system, I went through a sequen-
tial curriculum in social studies in elementary school that illus-
trates that mindlessness:: 3rd-grade was the pioneers, interesting
to me and made most enjoyable by an imaginative teacher; 4th-grade
was the history of Minnesota for the first half-year (reasonable
enough as I lived there); and the second half-year Bzypt, Babylonia,

and the Seven Wonders of the World (the reason for this choice is

obscure to me now as. then), taught laboriously by a teacher who man-
aged to dim even the spirit of the French explorers; 5-th grads -again
made some sense--"Westward Ho," the exploration of the world (the pre-
sence of an immense globe suspendsd firom thef ceiling of an otherwise
barren classroom contributed to the topic's/meaning); in 6th-grads,
for reasons again totally obscure, we returned once again to Egypt,
rendersd more 1lifeless by virtue of repetition. Now this sort of
thing is ridiculous and easy to spoof as Herndon has done in The Way
1t S'pozed To Be through his references to the Egyptologists. I
might add that we returned to this topic yet one more time, in ninth
grade

=d

.

It is also true, however, that an emergent movement unites many
strange bed-fellows in the reaction against a dominant and corrupted
philosophical position. - What I have tried to suggest is that there
are at least'three other metaphysical altermatives embodied in edu-
cational practice, and, of course, msny variations and shadings with-
in and among them. What is common to all of these positions—-although
the classicists are not being heard from much these days--is that al-
though they define the immer experience and meaning of the person in
different terms, they all do acknowledge that inner experience--even
if, for purposes of practice, there is sometimes a willingness to ex-
ternalize and abstract leaming from that experience (as in orthodox
Montessori schools, and among some teachers derivative from the Piaget
position). Thus Dewey speaks of the "commnity of spirit”.and the.'
"imner connectedness of experience,® Whitehead speaks of "first-hand
knowledge,” Froebel of the union of the immer and the outer, and Mon-
tessori of "the spirit of the child.* What unites these approaches,
then, and distinguishes them from "traditional education,” or cultural
indoctrination, is their focus on the psrson's meaning, on the person
as a phenomenon. -

This brings us to our central issue: the development of the per-:
son as the besis for curricnlum. When I speak of development, I am
postulating change in the persdn's organization of experience as a
function of age. I am postulating, therefore, that the person has

-a meaning, a point of view that - shapes reality, so that tib same

sp,uceoccq.piodbythe same person at different points in his life
changes its meaning for him. Heinz Wernei, for exampls, reports a
changing sphere of reality, the sea, for the son of friends:

< »
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The Scupin boy at the age of eight no Innger meog-
nizes the gea which he knew at the age of four. At
that time the sea was determined by different things-
of-action. Such small objact& as massels and little.
stones, btutterflies, and the wet sand ready to be
molded into simple forme--these made up the world of

**  the seashore for the four-year-old, whereas the eight~
‘year-old conceives this same region as an arena for
sports and swimming, and no doubt thinks of the tre-’
mendous flat surface of the water.as an invita.tion to
adventure.

(Werner, Cosperative Psychology
of Mental Development, p. 383)

Another example of how meaning changes, one familiar to all of us,
is the experience of returning to a childhood scene as an adult.

I am pot, however, postulating a direction or end to develop- .
ment, some ultimate maturity that vindicates our earlier childish- -
ness. I am not, as Piaget does, postulating that development leads
to specific outcomes such as logical processes, which define matur-
ity, and which, by implication, place all earlier organizations of
experience as imperfect or inferior relati.ve to tha.t later atate of
w-pletion or perfection. "~ .

Vhat I am ingi.sthatifwecanand e at a description
of the person's gsation of experience wi in\broad age limits, .,
we can determine [any of the following:

-his spontanecus interests and invol
~his spontaneous modes of thinking

b
Thodascriptimdoesnotprescﬂ. hmrwewillbora to

ve the
. person. That, as I have alre suggested, is a decision that must
laase

and values. It also does not re
us from determining the indi: person's msaning, or as Froebel
would state it, his themes. Rather, this desoription -provides «
framrkwithinwﬁehthe individual's interestmd;emingcmbe
a.rti.culatbd. And\teaching remains, as should all human relationships,
an art rather than technology. )

* ’ ’

Bow do we go bbainingthisdescriptionofthepersons
organisation of expe ee By observing him in his spontaneous
activity within a sett r a child, this means as he plays.

And by obssrving him, cv.rcecmtmcts about him. This is not

ascilpleuitnightsmatﬁ.rstglmce..uadnlts,nhne con-
structed our own organization of experiencs, an organisation estab-
1ished through classifying. events through constructing causal rela-

. tionships, and most W through labelling and naming what
we sse. Becauss of ths organization we have constructed for our-

'
-
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selves, we tend to be cut pff from the child's organization of exper- - |
ience and therefore from the meaning of what he is doing. : :

One example among mmltitudes that illustrates this separation
of the adnlt from the child is a story about a skilled and experi-
enced tsacher of my, acquaintance who; in hér- efforts. to'effectively
*open up® her clas of 10- and 1{i-year-olds,’ was seeking for
ways to extend their interests (which also illustrates one way of -
being responsive o a person's interests). In this instance, she
wished to extend the all-encompassing interest of a grdup of 10-
and 1{i-year-old in forts that they had constructed out of pack-
ing boxes, and not, by her account, emerged from in three months.
She reported with considerable frustration that her miny efforts to

) ) extend this Avity had failed. She had read stories about forts
and castles, arranged two field trips 4o forts and musewms in the
area, and tried to generate discussions of this apparently compel- .
. ling interest--to no avail. . . .

Watching this group was a revelation, becanse as it tumed out,
they were not playing forts. Two boys had set up formal school in
two of the boxes and referred to themselves u}e office managers. i
Five othsrs--and this activity was fascinating<<were in a process of
continually rearranging and transforming the space of four boxes.
Two other boys were indeed beleagured in their box, but more as a
territory than as a fort. What the genesis of the situation was I

. could not determine, but anything they ware attempting was being un-
dermined by two outsiders who were subtly and slyly provoking. But
no forts, and the boys' polite disinterest in the teacher's efforts
at extension was understandable. . . )

Al

When the teacher and I ﬁp‘gke later, she recollscted that, in .
fact, the transformer group had emerged enthusiastically from their ~
boxes when she introduced molding--candles, plaster of paris--to the
. total group. That is, another activity involving shaping and trans-
forming did extend their interest. I suggested that blocks, sand,
and other building materials would be useful, and that the intricate
tunneling they were engaged in was related to mazes and also prisoner-
of-war escapes. Indeed, as we talked a vwhole multitude of possibili-
ties came forth, and what had seemed so0 limited and limiting as an
activity proved itself to be capable of virtually-unlimited expan-
sion. - ) s )

- & t

) S .
Even more obstructing to visidn ihsbée - than- our mere
adulthood and own past experiences (s with forts) is a pre ived
. theoretical framework., Thus, just as there are Skinnerians never

' see a child receiving a compliment or a gift but see him as being re-
) inforced, so there are teachers influenced by the formidable weight

of the Piaget position who never see a.thild puddling and splashing

at a water table, but always see a chiid_lgaming to conserve ca

» ¢ity or lsarming the principle ot/ ainkipg‘gr floating. - o

‘Even. if we can break out’of our patqg%rles arid immerse ourselves

. >

o
%




logic games and science than is the case in this particular setting. |

1d of
‘ nearness to hand, a world bound together by feel in which things %
|
i

> H

_4in the child's experiencs, the condition of the eetti.qg may obstruct ‘ \

"~ observation. Most schools in the past hundred years have provided \
precious little to obeerve, and, therefore, teachers have practically

no expeiience in observing kids, nor any first-hand understanding or \
knowledge of children's spontaneous activities within a play sstting.

I have had the unusual privilege to do descriptive obssrvation -
of school-age children during.the past eight years within 'Y 3chpol
setting reflective of a Froebelimn philosophy. It is. 2 seﬁt}ng
which children engage in a rich variety of activities 'trlt tural
materials. I would like to share with you some of the desd®iption
of children's interests, ways of thinking and ar’r'e’htipg at differ- ,
ent ages as they have \emerged from these obeei'vationa, and the cur- ’

.- riculum that has evolved from these interests and modes of thought.

However, it should.be: noted once again that. given a different style
of responsiveness to the children's spontaneous interests, a differ-
ent curriculum would have resulted. ‘If, for example, teacher respon-
siveneas to the spontaneous interest in- object attributes--color, )
size, weight, etc.--bstween the ages of 7-9 were more direct and /
forceful, there would doubtless bs a more pervasive engageaent in ‘ .

e o ®

Within our population of children aged 5-14 we have observed
characteristic organizations and reorga.nizations of experience in ths

: follo'wing age pattemn: J

Consolidation of & dynamic™ thmge&f-actim mode at 5.

crltical shift from that iie to a aepa.ration of the
self from the ob ec& at 6-7."

—*%

ages 7-9), and increasingly |
consolidated as an object reality (ages 9-11).

'A critical shift from the reality of objects to a m
thetical, p_e_raoml mode at ages 11-13.

To i1lustrate, I will concentrate orr the crisis at 6 and 7 and ‘the
interests and styles of thinking emergent from it. }\ ; ’
" The world of the 4~ or 5-year-old child is typically a wor L

exist only in their immediate meaning for the child.

The child's world is sbove all a world of action, a
behavioral sphere in which everything is framed in

» ~ terms of handiness and unhandiness, of efficacious- i,f'

ness and inefficacicusness. Katz says that children

spproach nearly all objécts with the questions, 'What
° can I do with it?' .'For what can I use it?' ‘'Furni-

ture which cannot be used for gymastic exercises and

N
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houses in whith no ve],.l-kﬂown acquaintances live . -
hardly exist in the child’s consciousness.' o

(Werner, C tive P o ‘ |
- . of Mental Develorment, pp. 5%—83) : -
[ 4 % R
From our observation, this world begins to break up some time be- .
tween 6 and 8, and-the source of \the break-up also presages the
energent interests of the child Jurlng the later primary and ele-
mentary years. As the young child plays, ‘as he forms, constructs,
draws, and names the things of the world, he 'is in the process of . ,
separating himself from ths object and the objects from him. ' As.
the ti of the world gain stability, they begin to stand apart
from and his feeling. Standing apart, they become in
their own right to be explored and examined in a whole varisty of
ways. If as a baby the only way the child had to know the world -
was through his mouth, that is, by incorporating, then the years
from 1-5 or 6 have articulabed the body dramatically--eye, hand,
ear, voice. All have emerged in iheir particularity and peculiar-
/ ity, and reciprocally. emergent is a world, not only of dynamic and
feeling but of object properties--not fully constituted but emergent.
. Here is an explanation given by a 5-year-old to a }yeav-o]‘.d:

I know why the grownups mow down the dandelioms. ‘

They grow bumblebees. I saw one. They were both | |
yellw- ° /

Here are the same 5-year-old and 3-year-old digging night crawlers:

_ 5-year-old: "See, these -are snakes before they |
' grow up. They're baby snakes.* Me: *Not really,
these are worms.” 5-year-old: "Yes they ars, too, o
see--this ons (holding up a truly enormous night \
crawler) is almost bigger enough. It's almost a .
>* snake now.*

- Like so many of 1life's happenings, fthe excitement and potential

of this avid exploration is shadowed by fragility and lack of certain-
ty in the child. What is new is scary, and where he had stood securs-
ly in the center of his previous world, he is now one in many: as
objects can be compared to each other--bigger, smaller, red, green--

8o, too, can he be compered, and perhaps found wanting. One of my
most consistent observations of 6 and 7's is that their exploratory .
efforts are inevitably punctuated with tears, "help me,” *I can't,” .

and general negativism--often to the dismay and bewilderment of par-

ents and teachers, remembering the insouciant, confident 5-year-old.

But the‘new world is fascinating too, especially if it is stable,
) {:opled with consistent and supportive adnl’?e What is interesting :
the stuff of the world itself in all its perticularity--snowflakes,
moss, stones, ants, leaves,' fems, toadstools, gerbils, worms, beetles,/

-
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snakes, shells, butterflies~-and most especially that stuff of the . .

world that the child can shape with his own hand~--clay, sand, water, '

md, snow--to represent the world around him. With the new ability

to compare, there is fas ion also with extremes--the very large

and the very small, the vefy old and the very new, with quantity (a , 1

- million zillion years, and an eensy inch), and with the multiplicity -

of things in general. The transformation of objects, with the con- .0

trasts. of change and permanence, are of compelling interest--popcorn,

»old, caké better, ice, dyes, and the seasons themselves. .Finally, |

the tmcertain independence achieved by the 7-year-old in his se . . |

ateness from the security of a world that used to encompass him .

through the feelings and.msgic that ‘mnited him with it, is expre |

both in a love of repetition ind the familiar--*let's read the Liftle )

Bouse book again”--and in a yearning for the adventures. The woods

have new possibilities now--hididen forts and special outposts--and I

the stréam is a challenge to create dams and "smali. world® panoramas '

of glgantic adventures. - ‘
|

_ Insumzy.thechildinthepﬁnaryyearsfmrqughlyé%-&%,
has a spontaneous interest in the object world around him, and that

interest is expressed through a fascination with:

. Particulars, and particular attributes, especially of living
things:
) -the colors on the rabbit, the shape of his paw
-the number of peas in the pod

-the shapes and sounds of the

The extremes of things: ‘ : ‘ ' ,

L&

-the tallest tree

" -the oldest animal, and dinosaur& n particular
-the tiniest baby animal /. , .
~tidal waves . - e

The transformation of things: ) ’
-bread and yeast . .
~the inside of the coconut or the punpkin
-the snake slpdding his sldn , -

Independence and competenoe

_ -cooking °
R -exploring
-"small worlds" *

- and the repreaentat:.cn of the world in plastic forms (clv water,
paint) and in drawing.

it remins only £o aay that his mde of knowing, of learning '

4
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“these rela.tionshipe, is at this age through his body and through ~° -
direct exploration of the concrete event--not primarily through. .
words--and: he will chara.cteristically link one event to another -~
in serial form--"and then, and then!--rather than relating them
causally. This is not, therefore, an age of overviews, of plan-
ning, or-of poseibilities. Things happen one after another, and .
continuity and the particular focus of the moment determine the
relstionship of things. Thus, in putting pictured animals together
in groups of like animals, the 6-year-old may place the elk with
the deer "cause they got horns.“ but place the moose with the ‘mam-
moth "causé they have fur" and 8o ‘on.

N

What.is the curriculum which can evolve from the spontaneous
interests of 6-8-year-olds? We have already indicated that imder-.
standing a child's-interests at a given age does not prescribe a -
curriculum, that, in fact, the decision of how we will be respon-
sive to those spontaneous Anterests and modes of knowing reflects
2 judgment of value. I value the development of a grasp of causal-
ity and of logical predication, I can respond particularly to the
child's interest in naming and measuring traits by introducing
equipment~-rulers, measures, etc.--that focus his attention on
those aspects of the event:™ If, on the other hand, I value the
ability to form and to,sh materials, I can provide large amounts
‘of transformable material., And so on. I do not mean to imply a mu-
tual exclusiveness of any of these orientations, but only that empha-
8is’can be given to the child's interests in a variety of ways, and
that these emphases will detemine the particular shape the curricu-
Jum takes. . .

The other deternﬂnant of the curriculum will be the extent to
which particular concepts external to the child (but a part of the
common parlance, part of the collective representations of the socie-
ty) are stressed. Because the child's mode of knowing is direct, bod-
ily, and serial, his natural interest in concepts is largely conﬁ.ned
to the original and simple function of the concept to represent what
he sees and thinks--in drawings, models, blocks, ‘spoken language, clay.
But categorical-concepts elude him. He can, of course, be taught to
Say that all mammals are wara-blooded, or that. verbs are words of =~
action, as isolated facts. But the over-all, inter-related classifi-
catory systems of biology or gramar are not available to primary-age
children. It is nonetheless perfectly obvious that ome can extend a-
child's interest in £illing containers to get him to identify for the

- moment that the water in the tall, narrow container will not overflow

the wide, flat container. . It is equally tpues that the child will na-

turally go right on filling and pouring water of his own gccord as
long as there are interesting things to pour with, and that he will
m.ke all sorts of qQbservations as he does so. ( »

-

The curriculum I am going to describe for you h'eﬂecte the evo-
lution of children's interests in Groups I and II, hges 5-8, at The
Prospect School over a year's time.  This deecription is derived .from
teachers' records, specifically their accounts over a 3-month basis
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of the three or four most significant activities on-going within
their setting during that period. Thus, for any given group within '
the:school, the curriculum for a year would be documented thr
12-16 such descriptions.,K For the purposes of this paper I hav
swwarized these descriptions (see Figure 2),vand have also p .

- pared s diagrammatic sketch of the evolution of one- activity (see - -
Figure 3) to illustrate the. process of currLeultm docunmta.tion. . '

" This curriculmm evolvbd"in a parti ‘school setting, and
it is that setting that has given parti ‘shape to ‘the children's
spontaneous interests. Given another setting, those same interests
might have be n responded: to in other ways. The underlying attitude
_and value thak determines the character of the setting at The Pros-
pect School’ is most nearly reflected in the Philosop hy.of Froebel,
and I will close with a statement from his book, Educ i.m of Mm,
on the purpose of imtmction. . -
For the purpose of tea,ching and instruction is to . /
bring ever more out of man rather than to put more . ’ ’
into him; for that which can get into man we already ®
know and possess as (the property of mankind. On the
i other hand, what yet is to come out of mankind, what .
N human nature is yet develop, that we do not yet .
lmw X X 4 1
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w C” Figure 2

'

THE EVOLUTION OF THE (XIRRICULUM AT THE PROSPECT SCHOOL
- o , C Groups I and II (Ages 5-8)

During One Year
. SOURCES OF THE TYPES OF CHILD INVOLVEMENT
- CURRICULUM AND ACTIVITIES TYPES OF DISCUSSION
} Weaving .+ Collecting .. 18 1Identification . 4
p Sand | Drawing 5 Functions 3
"Iittle House in Writing 8 PROCESS 21 .
t the Big Woods" Weighing 2 History 2
Mystery box Guessing/estimating 1 Changes
Milkweed pod Reading . 2 COMPARISON - 8
- Water tray Walks and trips 6 Properties 6
Alrplanes’ Hunting ¢ . 1 Classification 3
Singing the Taking apart "3 Description 8
"Titanic Song" Observing 8 ., Potentialities 3
Guinea pig SHAPING & CHANGING .20 <
Paper and water Dramatic play 10 :
Baking MODELLING AND
Fungus walk . SMALL WORLDS 15 ‘ -
Burning . Block representations « 5 $ \
Harvest i Research 8
Turtle Talking . '
Wax Animal care and feeding 3 .
"0ld things" . . Experimenting . , -
Dump . " VARIATIONS OF PROCESS 42
Bones Presenting ‘ 8
Maple sugaring . = Planting 8
Plants . Sorting, identifying,
Bread - classifying ‘ 10 .
‘ . Exploring L ‘ . -
) Mapping . , 1
Repairing . 6 @
Measuring 2 ' ,) i,_

CURRICULUM AREAS: .

4
: )
Plastic & Hanual Arts - Cookmg Nature Study - Drmtic P}ay & Movement

( ' SR
v SKILIS o '

} ’ ) > : Raad:mg writing Nwibers b
\
t o
* ’I, /. \
\)1 = % - ‘j ) . T - ‘.
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Adtivit?.es of 3-8-,-Y'eav§01ds Evolving

. * . "Ffow Reading of Little Fouse
/ 7 ‘ &
’ going to
- ' the famm ’
' R differsnt kinds
of churns
J Hasty eparating
€ ttermilk
, ] bisouits
butchering ,wild animals T < butter
' ' chaase
/ season's work heead
X self-sufficiency Model / beef jerky

building sheltey  Duilding
family & social life Cooking &

) : '
Coming o
the machine
' /' n
Hunting ‘
R Pioneer 14 s
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. SCIENCE CURRICULUM IN THE OPEN' CLASSROOM--
> , STRUCTURE OR STRICTURE?

Verne N. Rockecastle ‘

Cornell University.
| .
To begin, suppose we consider what curriculum means. Of all
the meanings ascribed to it, I prefer that of Mauritz Johnson (1967),
who described curriculum as "a structured series of intended learning
outcomes." This definition is short, has several key ideas in it, and
applies I think, to any good educational plan or pmgram.

Stmcture, in my opinion, is key to good echca.tjional practice.

To some, "structure" may connote rigid, fixed, firm, inflexible, pre-
conceived, adamant. If it does, then to those persons structure is
obviously stri . But to me, a teacher, "structure! means having
a clear idea of whére_the pupil or the class is heading. Not just at
the moment . Not fo:ao\nly\at:;em. But for some distance into the ed-
ucational future. If I am teach effectively, I need to know where
my pupil has been, what lies ahead for him in the subaect and in soci-
ety, and what I hope he will gain as .2 result of our interaction. If
I don't know that, then there is a serious limitation to my effective-
ness as a teacher. Learning might still proceed in my classroom, but
in spite o?lrot becaugse of me!

ple, to experiences that.I think are minimal for a child completing the
first six years of school. thout these experiences, I think he has,

in a way, been cheated. He is ~equip to compete successfully in

later grades, or he has missed ¢ direct sure to objects, inter-
actions, and phenomena that would serve to interpret or enhance encoun-
ters in later life.

/ Some of thes baséc experiences are:

1. Plantivg'a seed and observing its germination, and
7) also its flowering and fruiting.

2. Collecting the egg of a small animal \such as a toad,
and observing its development through\larva to adult.

3. Connecting a cell, wire, and ‘bulb to e a complete
circuit, and finding out that a bulb is s:mgularly *
unaw of position in a circuit.

<,
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" 4. Making and using some kind ¢f simple measuring -
device, then finding a quantity that would ordi-
narily be unobtainable (suci\as the speed of the

at some distance above the ground or the:
spéed of a .sound ). . boe

dnstellations around the

{ ;
: 5. Observing the movement of
~ north star, both during the

6. Dissolving salt or sugar ‘ ter, observing that it - .
disappears, and then gettindSilack again in some-
¢ vhat the same form that i ore dissolving.

7. Deciding something on the bagis of a sample, not:

" because the total was inconyenient to count, but

- because it was impossible $o count (and thus being
forced to rely on the sampile). ,

8. Moving a massive object indirect means, such as
° by a lever or a pulley, or by a large surface on
which fluid pressure is exerted.

‘ 9. Finding the warm place on a refrigerator or freezer--
the place that is made warm by another place being .
made cold.

10. Wearing down an angular piece of rock by repeetod
shaking of a jar containing water and several
pileces of rock, and periodically examining the s f
in the jar.

11.  Making periodic observations of something decaying.

12. Explaining an observed (and understood) interaction A ‘
_+  to another child who has not observed or who has )
not understood. .

There are other equally important experiences that I think are
"smsts® for a child reaching the age of twelve. The experiences need
not be exactly these, nor do they need to ogcur in discreet and com-
plete units. Often they accrue in bits and pieces, 1o be assembled
in the cognitive structure of the child over a perioi‘of time. But
in a quality program they will occur or accrue; they will not be
skipped.

Bl

Now let's retum to one of these minimum experiences, and examine
it for structure within it. Suppose that we accept that in the scien-~
tific education of a child he must experience being abld to move a mas- * -
sive object by applying a small force over a large area.| What would be
the structure within this concept? What cognitive bridges, what manip-
- ulation of materials and objects, should be assured for t internali-
zation of the broader ooncept?
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I suggest that we begin with air as stuff--matter, in scien-
tific parlance, but stuff to kids. I would begin by giving young
children--6-year-oldsi-Baggies. They would catch air in a Baggie
ar_xg\perhaps pop the Baggie. They would carry air from one end of
the room t0 another in the Bagglie, dump it out, refill the Baggie,
and carry the air back again. They would take room air outdoors,
empty it, and bring fresh air back inside. They would even graduate

to larger Baggies such as a trash bag.
3 »

Given the trash bag, they would sit on a bag full.of air. ILie
on.it. Jump on it. Put a large cardboard on it. Sit on the card-
board. Put a box on it. Sit in the box. Have the teacher sit on
the bag, br on the bag"with a cardboard on it. They would sit or
lie on an air mattress. They would even pump up an air mattress -
with someone lying on it--pump it up, perhaps, just by blowing on
it. Air would no longer be a vague,
be real--as real as stones, shoes, chalk, and gum.

Then I would let big things "ride®™ on air. A piece of plywood
could fall over on a cushion of air. We as a class might move a car-
pet or a'gym mat on a cushion of air. We might even let a pane of
glass fall over on air. All the children would have dropped card-
boards on air. They would have leamed--well--that air cushions ob-
jects, can hold up objects, and is "strong" over a-wide area. *

~ ‘As a concemitant learning, we might explore the concept of
fempty." We would first empty a container such as a wastebasket or
a box. Complately empty--to the satisfaction of the class. Then we
would proceed to take Baggies ‘of air out of the "empty®™ container.
Nof just one, not just a few, but thousands! One for every person
in"town out:of a wastebasket! And we would reinforce the concept of
empty by trying"to empty a can of cranberry sauce or dogfood--first
without a hole in the opposite end, and then by a small hole in the
opposite end. Then, the picce ‘de résistance! Time for the pieces to
fit into place in a grand concept that corelates all that went before.
Adr stuff, air pressing on a large surface, air holding-up a mas-
sive object, air pressing in all directions. We would have the chil-
dren 1ift a heavy. table (inverted on another same-sized table) with
an adult sitting on it--simply by many persons blowing air into 8535 )
gies ingserted between the two tables.

Finally, a reinforcement of the concept. in gm to meld the
theoretical and-the practical. Finding out the mass of a truly mas-
sive object that is held aloft by air pressure: a bus! We measure
the area of the tire pressing on the pavement, mark it off in square
units, and write the pressure on each of the units. From this we

pute the force that“each tire is holding. The forces on all the
ires are added, and presto! the weight of the bus. It's a strategy
of sequence. There's a definite structure to the learning, tut 1lit-

" tle stricture! i . .

- Johhson's definition of durriculum speaks of a structured series

kKind of stuff. It would
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of intended learming outcomes. This implies an order, a sequence,
a hierarchy. Assigning this quality to a curriculum does not bother.
me in the slightest. In fact, if I am to believe the findings of -
‘Piaget (Flavell, 1963; Ripple & Rockcastle, 196l4; Pulaski, 1971)
and Ausubel (1968), then I would be a most inefficient teacher if
L. . I did not recognize that there is a sequence in the leaming process
. jtself. That there are stages in the intellectual development of
thachildmstbeaclmowledgedifthamistobemmalle&ming
at all. ) ) N
Sequencing implies some frame of rofez;ence and when this frame
of reference elaborates the objective or intention of the teacher in
( temsci:f the learner, then there is a pedagogical logic to the se-
quencing. _ . ‘

Consider the case of the molecule. I think it is pedagogically .
“ unsound to introduce the concept to 7-yesar-olds. Yet you can find’ .
a mmber of programs that pyrport to do 8b: I think it wiser, and |
sounder, to introduce chunks, pieces, and bits before trying to deal |
with subvisible particles. How can a child formulate a model of the |

subvisible gxcept through sequential experiences with the visible?

The following ordered series of concepts will jllustrate my
idea of sequencing in the development of a conceptusl model of mol- |
ecule. Each concept suggests, but in no way dictates, direct exper- |
ience with real objects. Together, these experiences might form a |
solid base, or cognitive structure, upon which the child could btuild, |
or which he might reassemble, for a higher order structure, "molecule.
1. A container "full% of a substance may still have ' oo
room in it for other substances *(for example, into TowS
a glass full of ma.rbles you can pour .s\and, then , TN
vﬁter, then sugar)! - y -
2. A tiny bit of a substance may~appear different £rem ) N
Lt a large quantity of the same substance; conversely,
o a large quantity of something may appear quite.dif-
ferent from a tiny bit of the same substance (ice
cubes vs. ice shavings ﬂlustrates this- contrast).

T~ . " 3., Some substances may pass through objects that don't
‘ appear to have holes'(you can pass sugar, for example,
through filter paper).

i /‘Q\& R
4, Some substances can .be to water withont increas—
ing ‘the volume by the amoun ount ded.

-

5.. Objects too small to be seen without a microscope can
sobetimes be seen by reflscted light (e.g., in a cloud
‘ chamber).




6.
7.

8.

“ 100
11.

12

‘pass through it may permit others to pass.

‘other ways, with almost equal certainty.

Next in Johnson's definit
tured series of intended le

i3

Masses md~motions too small to be seen individ- .
ually can sometimes be observed if a lot of them
are lumped together. .

Soluble materials (e';g., vegetable dye) can sprea?/ '
through a liquid even though the liquid is neith
etirred nor heated.

Subetances vary in the ease with which they pass
through membranes.

-~

A material that \d.ll not permit aoma substances to

Substances in solution often pass through membranes,
when they could not do so before dissolving.

Some things that cannofﬁoe seen can be sensed in

AR infersnce; when arrived at+in several different
ways, or which is the result of considerable evi-
dence, may be ‘as certain as an obaervation./
e
of curriculum is ®intended"--a struc-

outcomes. In my opinion, there is

some intention in the mind of any effective teacher.
be broad and diffuse or it may be narrowly -specific.’

. no matter how lowly, ugly, or insignificant they seem.

diffuse as developing in the child a respect for all living

The intent may
It may be as

things,
Or it may be

as spécific as having the learner identify an ellipse from among sev-

eral closed lines,

Pat specific or general, the intent of the teacher

should be clearin the aequencing

Intendsd

s implies pupil-centered intent.

It is

‘mtenoughthatthete

r resolve, aim, or propose to develop cer-

tain concepts, skills, oy behaviors in a child. The teacher must as-
certain whether those outcomes were indeed learmed. If they

were, fine!

If not, then it is incumbent upon the teacher either to

redesign the instruct
learning outcomes, in
ficient: to resolve *to

struction. !

of plants and animals in“the
know what a particular child-will do when. ,_;a.a;,result of the in-

‘mode or to reevaluate the intent. The
case, must be demonstrable. It is insuf-
op an awareness of the dntemhtionahips

natural environment.”:. The teacher must

N ,

¢ Consider the concept of air pressure, for example, and the ex-
tensive array of experiences supporting it in a child of sbout age
teni. He may have bounced air-filled balls, blown up balloons, caught
air in a Beggle, sat on an air-filled cushion, seen tires inflated,
sucked liquids through drinking straws, obsergsd liqnids gurgling out
of containers, felt the pull of a suction g¢up, triod to shake cranberry

N ., N,
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F sauce or dog food from an open-ended container, and seen the tops of
’ home-carning jars pop down upon cooling. Perhaps he has even seen a
' atem-filled can collapse when the steam inside condensed.
These advance organizers aurely increaae the probability, but
‘at the same tiwe are no guarantee, that a child will understand the
collapse of a thin-walled gallon can from which water runs through
a long tube. (This is easy and dramatic to demonstrate--hold the
can high, say, at the t:pfof a ladder.) The child might explain .
vwhat he 8 by saying pessure” caused it.. But would his.con-
cept tion of air pra s developed from prior experience, be
suffici to explain wiy a ;hicken-walled container not only would
+ resist ‘¢ollapee, but would probably prevent water from nmning out .
. of it in the first pla.ce? ‘

. . H It is impoz\'tant however, that intention not forecloses on flex-
ibility. There can be structure and sequence without stricture, if
strategy is creatively and lightly empl. ed‘, Think of in‘bentiom as
apla:medrou‘betoacertainspotona p. The route is clear in
the mind of the traveller. But M there is construction enroute, or
if an interesting diversion occurs, and the traveller knows the ter-
ritory, he can quickly take an et ool destination
without difficulty. In fact, alternate routes often add unantici-
pated enrichment. But the ultimate goal should not be lost in the
diversion. So it is with a planned curriculum. Structure need
" never result in stricture. P
An $1lustration of structure without stricture might come from
_ the study of electric circuits, Suppose, for example, that Mrs. ;
" Staluce, a teacher of 25 4th-graders, is faced with the following
,ksequeneed 1ist of concepts about elec‘Eric circuits:

. g . ’
KT J 11, An electric circuit is a loop. It has no begin-
ning and no end. :

2. When a bulb and battery are comnected so that the
bulb lights, there is an electric current in an
electric circuit.

{
¢ -

-

' 3. A battery is needed to make an electric current

ina.simpleyeﬁi

L, Hhenthex‘eisagapinacircuit there is no
electric current.

-, - o

5. Wires are not the SRy things that will alléw an
electriccurrentinacircuit.

6. Itnkeanodiffemcowhichwayanele c cur-
rent flows in a simple circuit. ]

‘ to ) 7. A switch is a' gap that can be closed or opened as
' ' , needed.




is important only that she create an opportunity for ¢ to ma~

‘bulb light. Ahd suppose that another child asks, “Hey, how'd you do

"to manipulate. She might not do so well if there were absolutely no

l How about competencies? Along with the stated cognitive objec-
,tives about circuits,. there might be the fo compstency objec-

O

8. Additional batteries stacked Yl the same direction
make 2 light brightér. The more batteries, .the * ,
brighter the 1light.- . ] ;

9. Reversing one -battery Boos not stop an—electric _
mts 1x£1t° it only cancels out another ba.ttary like v
itself., o

10, In time, a battery wears out from prodncing an
electriT turrent in a circuit.

o |
' Mrs. Staluce might simply make a battsry, a wire, and a bulb ! ) ;
available to the class and ask, "Who can make the bulb light?" Even
better, she might provide groups of children with these materials.
Still better, she might provide each child with the miterials. It

nipulate the materials and interact socially as the pulation pro-—
ceeds. The rest is up to the children. :

WG that it takes 20 mimutes for the first child to make the

that?* Immediately, that child bescomes a teachr-a.idc in the room,
and then another--and another. It doesnft take much time for social
interaction to spread an idea, especially if maniwln.tion of objects
and an elemsnt of surpriae are combined.

~ When Mrs. Staluce obeerves that post of the children can make a ’
bulb light, she might ask, "Most flashlights need two batteries. .
Could you make the bulblight if you add a second battery to the

first one?" Again, there would be some trial and error. But in ’

time there would be an almost guaranteed, "Hey! It's brighter! Can = °*

we try three?” " Or, more often, a group of children would simply try

& third, then a fourth bettery without asking.

If the wires provided were too short to span four batteries, the
children would soon splice several together to make one long wire.
If the bulb being used would not stand the voltage of four or five
batteries in series, it would "blow,"” and children would have learmed
something gbout why bulbs can bum out )

By having in mind some structure in introducing the oonoept of Cm
an electric circuit, Mrs. Staluce actually might accomplish a number
of objectives. She might get across concepts i-4 and 8, merely by
uldngtwoquestionsmdhavingmuteriﬂsonhmdforchildm

structure to her instriction.

"tives in the curriculum:

i. holding parts of an electric circuit so that posi-
tive contact is mpintained at all times




2. checking to see that irisulation is removed from
parts that should touch in an electric circuit

3. selecting and installing something in an electric
circuit to prevent electricity from flowing

4. opening and closing a gap in a circuit to start or
. stop the flow of electricity.

In Mrs. Staluce's classroom there would be 1little need to con-
centrate on competencies. They would be attained automatically just
] 3 ttin experience that the children would bhave with their simple cir-

Hhat a child can demonstrate, as a result of instruction, in what |
are to him real-life situations, is excellent evidence of learning. ] |
SomeoxiuplesofthekindaofcoupetmcieathatIthﬁzﬁcachildccm— |
pleting sixth grade should be able to demonstrate are:

) i. measuring quickly and accurately fundamental ob-
servables such as length, mass, and time.

2., determining the likely cause of an effect, when
aply two variables are involved.

= - 3. extrapolating from data when the relationship is
. rather clear-cut (as, for example, the number of
tacks an electromagnet will pick up, given an
" increased nuaber of tums of wire).

4, changing the motion of an object by the direct
application of force(s).

5 inferring about a large population on the ba.sis
of a sample.

6. dstermining when.an experimental test 4s valid (tha.t
is, when a1l variables except one are controlled).

7. moving a maési;ve object by means of mechanical aids
such as a lever, or a pulley and rope.

8. £illing a vessel to a predstermined level with a )
1iquid or a pourable solid, ‘

9. identifying a common factor in two or more inter- ' , T——
actions whose results are similar.

CY

10. zeroingi:ionacenterpo,ﬂnt,suchuwhmtming
+ - a radio, or focusing a camera or a microscops. _

11. disposing of waste in an ecologically efficient
F manmer,

»
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as he teaches.

12. taking proper precautions to prevent heat from
entering or leaving an object or a material.

13. determining direction (N, E, S, W) and giving
. directions (from one place to another) quickly
and accurately. . .

These are neither éequehced nor complete. They are merely ex-

‘amples of things that I think a child should be able to do. Some of

them probably would be developed at play. Others would be the result
of parental encouragement, or of conscious or unconscious emlation
of adults or other children. But some undoubtedly would not be devel-
oped outside of the more formal teacher/pupil interactions in a class-
room. How often can a person on the street give clear directions to
a driver--directions to a place that is several blocks and turns away?
How often can a driver follow those directions without asking at least
once more on the way--especially if some construction’ blocks the sug-
gested route? :

From the curricular characteristics described so far,-it may seem
that "curriculum" and "open classroon”" are mutually exclusive. But
are they? The curriculum merely indicates goels, sequential steps
toward those goals, and sometimes suggests means of achieving the
goals, or implementing the steps. That is a1l. It does not, or
should not, restrict the creative teacher in any way except to main-
tain a focus on the goals. Even the most creative and effective
teacher should have goals, or aims, or objectives stated and in mind

What other benefits might be derived from this curriculum applied |

in an open classroom? Well, there would be no holds barred if, for
example, the children in Mrs. Staluce's classroom wanted to construct
something with their simple circuits. Suppoge that they wanted to
darken the room and illuminate it with their home-made flashlights.
0.K. Suppose that they wanted to know how long/a(irire could be used
to make the bulb light. O.K. Suppose that théy were having trouble
holding a stack of batteries, and decided to lay them in the fold of
a book, tilted up a little to keep the batteries touching. O.K. Sup-
pose that someone saw a paper towel tube and decided to put the bat~
teries into it to keep them from collapsing. 0.K. Anything is O.K.

* 80 long as the safety of the children is not jeopardized, and no dam-

age results to property. The strategy in structure lies in creative
flexibility and in opportunities to stimmlate, encourage, challenge,

question, and praise.

Sometimes investigaﬁions of a really scientific nature will be
suggested by the children themselves. In' one class studying electric
circuits the question came up, "What's the best battery for a flash-
1ight?® The children decided to make some. simple circuits with var-
jous kinds of flashlight betterles, and test to see which lasted the
longest. -This raised all-Sorts-of questions. Among them were:

A




1. Ts the battery that lasts longest best? What if
- it costs twice as much,.ut lasts only half again-
. as long? Is it still the best buy? How do you
: decide which is the best buy even when you know . o
the price and how long the battery lasts? - }

2. How is a flas t used?” Is it turmed on and left . 4
on mtil batiery is "dead," or is it used inter- .
mittently? If intermittently, what would be repre-
gentative time-on and time~off periods?

3. When is a battery "dead?® When its glow can no
longer be seen? (Even then, might it still be seen
in a dark closet?) When the electric current no
longer es the needle on.a meter to a designated
spot? 3%1; spot?

4. How can you tell whether one bulb is the same |
brightnese as another (usés the same amomnt of

, electrical energy)? ' ‘

|

In the cdse of this class, the diversionary route to a particular
spot on the intellectual map (the list of concepts and competencies) ’
that the teacher had in mind when she began the lesson was a far more
rewarding one then the teacher had antic pa:bed But she was profes-
sional enough to recognize the value. of the alternate route and take
it. .

How far should the exploration 20?7 As far as the children seem

to want it to go. When they indicate lagging interest, or when their

- explorations get them into concepts too complex for efficient investi-
gation, the skilled teacher will soft~-pedal the activity. Is this
stricture-~to soft-pedal honest interest and curiosity? I don't think
gso. "I think it is simply.efficiency of instruction. If it takes a
child a week to develop a hazy notion of something, when in two or
three years he could develop a clear, use:ml concept. in a aingle hour,
is it efficient to use the week that way? '

Investigations will not always proceed so awbonatically as they.
often do with simple cirouits. Then the teacher must be a’sort of
periodic catalyst. Not a reciter of recipes. But simply a hint-
dropper. A question at the right time.. An object or a material that
suggests a particular use. Orsiuplyachmgeofpacethutallm :
gestation time for a new idea.

As another example of how instmction might prodeqd in a class-
room - that is not quite so open, and financial support not te so
fortheoming, suppose that the children (9= or 10-year-olds) were
studying time and methods of measuring time., (If the idea of their
htvingtostu@aouesubjectauchasthishaslittleappul then
supposethattlnmmseaneedtomasnremtlﬁnginseomﬂa and * -
theremnomep—seeondhaxﬂonthewallclock. Thenthechildmn ‘

- .




would be at the same place as those who were studying time and methods
of measuring it.) As one means of measuring time, the children are

" making a "one-second'pendulum:" Each has a-weight and a length of

. string. Each is swinging his pendulum, and counting to see how many
round trips (to and fro) it makes in one minute. Quiet minutes!

T . ' At any rate, several questions are almost bound to a.rise.b "m;xat’

' if there was more Weight on the string?" And since all that.is needed ™
to answer such questions is a manipulation of the materials already in
the children's hands, answers come quickly. They also come from nature,
not the teacher. Perhaps that is one of the unique qualities of true
scientific investigatiop. Nature, not the tea.cher, is the final au-
thority! .

I don't want to imply that structure can never be stricture, it
can. For example, a class was carrying out the E.S.S. investigation
on pendulums. At one point, two boys were asked, "Suppose a can of
water was used instead of the wooden block? .What do you think would
happen?" In the ensuing discussion, the ‘que%:on of a full can of
water was considered. Could it be pulled to“ne side without spill- "
ing? Could it be agitated in ever increasing drcs, until it got &S
really swinging, without the water ‘spilling? , :
The .boys decided to get a can and try it. But there were no ;
cans in the classioom, and none easily available in the school. Be- ,
sides, the teacher pointed out, there was a lesson to finish with the
materials in the kit. 'Thud! went their enthusiasm. Closed went the
door on their intellectual curi;osity. Structure in that room became }
stricture. ’ .
On the other hand, structure can appear to evaporate under the
guidance of a creative teacher, and quality learming still results.
A teacher trying consumer education on young children took the class
to a supermarket. There they selected and purchased a bottle of the
. largest-looking olives. In the classroom théy drew what they thought
the olives would look like when removed from the bottle. Then they
opened the bottle and took out the olives. .
Surprise and disappointment!  The olives'were not what the bot-
tle purported them to be; they were obviously smaller. The class
" filled the bottle with water, and took turns playing "big finger" in
the bottle. Intuition told them that if slender bottles could make
olives appear bigger, then bigl8r bottles should make them appear
still larger. The teacher provided bottles and jars of all sizes,
some fof them with round sides and a few with flat sides. It didn't
take much experimenting for the children to learn that it was the
. slender bottles that made things look largest, and that flat-sided
, - Jars-didn't make objects inside them look larger at all.

. The teacher had stumbled on an exploration in magnification.
She sensed the unique opportunity her consumer-education lesson pro-
vided. In spite of the structure in h\e/r original lesson, she stayed

-
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' _ achieved her objectives in consumer e

-

loose and iet the children inveqtigatgnon their own. In the end, she
cation, and realized some un-
expected ones in science. .

Structure is essential to good education. And careful sequen-
cing contributes a great deal to structure. But in the strategy of |
sequencing lies flexibility. Structure and flexibility are compati-
ble--in the hands of a good teacher. In the final analysis, it is
the teacher, not the curriculum, that spells the success of instruc-
tion. And given a curriculum that is a structured series of intended
learning outcomes, and a permissive climate in the classroom, together

" with a creative and responsive teacher: what a combination for any

child! -
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THE ROLE OF THE TEACHER!
IN THE INFORMAL CLASSROOM
Dorothy H. Cohen. =~
Bank Street College

[

]

tellectual vigor, empathy, faimess, and often humor to their teach~
ing. As we speak of the role of the teacher in the informal class-
today, let us not disassociate curselves from what was good in
the t as though we are speaking of a completely new phenomenon .
born full-blown out of a sudden insight in Great Britain. It is not
at all necessarily true that with the “open® classroom we will be

* ereating all good learning enviromments, whereas we used to have all

bad ones. Good and bed in'dducation do not follow from the name of
the ganme, but from how it is played. -

Nevertheless, the.\role of the teacher in the open school is not

_ the same as that of the teacher in the traditional school. In impor-

tant ways the two are everr antithetical. But we would be fooling our-
gselves if we believed.that the role of the teacher in the open school

is so unrelated to good teaching practice of all time as to be unrec-

ognizable. .

. Social necessity dictates thé need for a change in children's
education, and this in turn calls for a changé in the role of the
teacher. But change must take into consideration internal contimuity
and development of the profession on the one hand, and the relation-

- £

. ship between an educational mode and the period in which it is shaped

‘on the othér. The present concept of informal education must there- °
fore be examined with attention. to continuity within our professional
history so.as not to lose any of its potential depth; and it must also
be perceived in relation to the socialjproblems of our time #o as not
to miss any of its implications. F: to understand the breadth
and depth of the changes called for is to court superficlality and
verbalism, something which neither children nor teachers must tolerate

any longer.

Two kinds of development relevant to. the changing role of the
teacher call for long-overdue attention.: One is the knowledge about
children'’s growth and leaming that has been accruing\for the last
hundred years or so at a more rapid rate than in centuries before
and to which established educational practice is only barely begin-
ning to pay 1ip service. The other is the.world proliferatiomrof:’
knowledge, which makes it impossible to be'dogmatic or righteous
about any specific currioulum for school children. The first causes

4

' some educators to confuse sentimentality with insight. "' second

° . * -
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causes some educators attracted to open schooling to avoid |any kind
, of thinking or plamning at|all about content, while both e con- ‘
- servative educators to 1 loudly about the security of glorious .
. past when teachers knew they were doing and children Jnew what . .
¢ was expected of them. . oot

To grow knowledgeable enough about child development
riculum content so as relpte them to each other and to /
temporary scene would-be a ¢ enge to the teaching profession as
it now functions even under the most benign of circumstances. To do
8o today.is particularly difficult as well as particularly

, because of the contradi ry directions proffered by the so
political situation in which education noy finds itself. We\live in
a time when large-scal p organization of sdciety has depe zed
life to'a point where the meaningfulness of individuals and
groups is hard to maintain, and where the right of indivi and
small groups to influerice their lives' grows harder to exercise. The
pace-setters of our ti:ﬁe, whose major objective appears to beleffi-
clency in|the service of profit, have unfortunately turned their at-
" tention the schools| as they did in earlier periods too. Yy are
. , -once again offering us/models of precision machinery as substitutes
’ ‘ for the unpredictability, trial-and-error learning, capacity for re- -
flection, and range o feeling of the not-so-precise human beings who
become teachers. To the economy-minded, efficiency of operation is a
- far more meaningful term than fulfillment of hman potential, even

' when the reference is to children. . _
Voo ~ &
. In the face of such trends, a fresh focus on the humanity of &
' pupils and teachers, combined with a critical ahalysis of what is to %

‘be understood and changed in the interests of humanity in,a changing
world, is of far-reaching importance in educational, national, and
perhaps even world history. Ours is the responsibility of educating
a future citizenry that will understand what it means to maintain and
extend the democratic ideas that give value to individuals and small
groups. This has been said before in education, but it mmst be said
again, and with fresh impetus, becamse its meaning is crucial and piv-
otal to the future: the distance between the sources of power and the N
--people is growing too vast. The bridging of that distance is being
fought by an engineering méntality that places efficiency and economy
of operation above human need and concern, largely because it does
not trust the potential of the himan mind, especially its ‘potential
to ask questions. Such an engineering mentality would reduce teachers
- to insignificance by "foolproofing® the teacher's performance.
same mentality seems equally pleased for children to become as Kollow
as television cartoon characters. \/ .

Thus we are discugsing the role of the teacher in the open\ class-
- room, which depends on human intelligence and feeling more than on
. . anything else, at a time when powerful attempts are being made to in-

. undate children's learning environments with swch reliable materials
that, so the theory goes, the most inept teacher will not upset their
legrning. ‘ :
) «‘.‘. 0 . 1
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| So, while it may seem obvious to us all, it must nevertheless.

be tated at the outset that at the heart-of the concept of the open
classroom is the living teacher, a thinking, feeling, exploring, sqme-
times fumbling, always questioning, deeply comitted-té—children h

being. . i

s Although the tradition of the live teacher is historically ours, O
that tradition is so overlaid within the profession by outmoded atti- ‘
tudes that if these are not uprooted, we will be in no position to

develop more flexibly conceived classrooms and we may yet be at the
_ . mercy of the efficiency experts.

First for us to oonsider 18 the heritage of a wholly inadequate ‘
and distorted perception of children, whom even kind and loving teach- :
ers still see as' scores or grades somewhat more than as whole children
for whom all kinds of factors affect learning. Second to consider is
the still strong belief in the infallibility and finality of a sequen-
tial group of skills and assumed facts called "mibjects," especially
when these appear in authoritative syllabi. Deeply immersed as teach-

. ers and administrators now apre in the values of the system they want

to change, they are far more Yulnerable than they realize to the false *
promises of efficiency via mechanical solutions. Far more than they . /
realize, they still seek a package deal, a safe and surefire way of /’-\j‘v
gettingsinto open education, a formula that will not be called a for- ‘
mula, at the very least, a set of rules that will surely work. In \
their assumption that there must be an easy way, such educators are L *
denying the complexity of the task and the seriousness of Qe struggle. /!
Paradoxically, the very effort to systematize flexibilit openness,
to insure predictable and certain results, to create a simple *do-this-
and-this-will-happen” ‘educational mode bypasses the goal of open educa- S
"tion by a wide margin. ‘The efforts to systematize are so at odds with -

the philosophy of open education that the concept is destroyed before

it even gets off the ground. A returmm to the earlier emphasis on the

live toacher will clarify the re pons why this is so. y

LI we could speak of that most qualifies the role of .
the tewchar in an open clss@room, it is the capacity for using judg- '

dren are in need of learing
t in their lives. ¥or example, it takes judg- }
strengthen moral behavior,

But there is no pac one can buy labeled Good
It is a hman capacity that /can lneither be: computerized -
tematized. It is the total integra
being to think and to feel rather t

capacity of a mature

nt to decide on prio ios balances for many dif-
viduals and to guide the se ct on of materials appropriate
a set of courses or a

ortant as these still are. !




, Judgment his alwayy 2 wost significant ites in any good

.. ‘teacher's repsrtoire, t is an indispensable item in the reper-
toire of the teacher in an open classroom. The reason is that the
role revolyes around an axis of teacher with child and child with
teacher,. of child with child and children with children, of children
ard teachsr with materials and ideas. Into this interactive bese is
fed the content that gives the axis meaning. From this base of inter-
action grow the organization and routine that support a learning en-

- viromment that is alive and growing. There is nothing mysterious or
urmanageable about this, although the shift from traditional teacher
management and control of presst curriculum to interaction with chil-
dren, in which the teacher does not cease to be a teacher and in which -,
learning is a truly intellectual experience, is hard to grasp and work
out at first. It begins with teachers giving up their sterectypes
and learning to be opert to children and open to ideas in order that
children will be encouragsd to be open to people and open to ideas.
That is what the open classroom is about, and while openness to peo-
ple and ideas was always a part of a really good teacher's classroom,
it must now become a more inclusive and sophisticated version if it
is to be suitable to the complex times in which we live.

) . 2} .
There is 1o model. ' The role canmot be methodically npmcgced“""
or imitated.

The vital force is a creative, flexible, and intelligent re-
sponse to developing situations as these involve people and ideass.
It is not laissez faire and it is not amo o There is, and there
mst be structure; there are, and there must cartainly be, boundaries.
But the structure serves the possibilities openness, and the bound-
aries are flexible. Botharesubjecttoanalysiamdchnnge'asthe -

requirements of the learning demand change. ‘ ‘

{ -
The strength of the teacher's role is completely and wholly
.related 'to the teacher's perception of herself as an adult, sd that
in a real sense, teacherawillhavetogmupj.fthaymtoﬁmc@ion
in open classrooms. They must reject at long last the insulting andf
huriliating nonsense on the part of those administra rs, tional
psychologists, and text book and materials manufacturers ¥ho presuss®
that teachers are too stupid to know what to do unless a plan of action
is carefully laid out for them in easy steps. Before they can function
independently, teachers, of whom approximately 70% in the elementary
schools are still women, must debunk the popular assumption on the
part of largely masculine lsadership that eduncational materials need
to be created primarily for the purpose of thwarting the natural in-
eptitude of teachers. : :

The fact that the teaching profession has put up with such con-
tempt and snobbery for as long as it has must be related to ths low
esteem in.which teaching has long been held. (Remember the disparage-
ment: "ThoBe who can, do; those who camnot, teach.®) But since women

°  were allowed to become teachers of young children in large numbers, it
must also be related to the secondary position women have been in for

-
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‘centuries. Any doubt about this dual truth is quickly dispelled by
-a, look at a.phenomenon of the last decade. - The day early childhood
» . became financially rewarding and societally prestigious as a result
of the political and social pressures that loosened goverrment funds,
men discovered it. They also ignored pretty completely the serious,
carsful work of scoress of women over decades and quickly began to gloat
¥ over their discoveries and voice opinions like true authorities to
“zmnbers of early childhood teachers to whom many of these find-
ings often 0ld hat or sadly lacking in supportive

. So when I speak of"bea.chera at last growing up, I
the fact that the average elementary school téacher, Aho is renle,

looks to be told. But teachers who camnot trust
intelligence cammot develop open classrooms. classrooms can
never come about by fiat from above, which is way most innovations
and changes in American schools have hitherto peen introduced and
vhich is why there is always room for a new a. But each open
clagsroom rust be bmilt by the teacher and the children in it. Thig«
does not mean a reversal of the familiar teacher domination and con-
trol to domination and control by the child. The teacher does not
abdicate the role of the adult in the * process of altering her role

as teacher.:

. One mist inmediately differentiate between Teachers us
ment and their MM. even when the latter preaches huun
Telations and mental health.- Administirabion has passed judgment on
teachers, and teachers in turn on children for too long. Far too
often, that judgment has been negative and punitive. As a result,
how many of us who becdome teachers still kmow all oo well t feel-
ings of inadequacy, of uncertainty about our capacities talents
that well-intentioned teachers inculcated in us as judged our
childhood struggles by arbitrary, unrealistic stindards of achieve-
ment locksd into rigid guidelines for the given months of a given
grade? Yet the teacher in the open classroom does not give up the
responsibility for evalusting and assessing children's lsarning by
ceasing to pass judgment. Her thrust is rather toward diagnosis and
support of growth, not for condemation and tracking. .

How then does it all happen?

"\ The Soctal ind Erotional Climste -

)

Because we n.lue people, big cnes and little ones, let us begin
with thoq'a.llityoftha enctiomlandsocial climats created by ths.
'teacher in an open classroom.

The teacher, knowing and feeling herself a person, does not put
on the teacher!s hat of yesteryear. Neither her posture nor her voice
take on the special look and tone of the person-in-charge, of -
knowing, superior authority. {Giving up the air of superiority

L
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not, however, mean giving up the leadership implicit in ms&u.m
_ relationships. Children feel safer when they know axi adult is willing’

to assume the responsibility for their well-being, can be counted on
to take care of what they find too difficult, and is trustworthy in
a psychological as well as physical gsense. Children need and appre-
A ?  clate sn adult whose judgment is in their interest, who is fair and = -
) who is kind. Insuchaclmunistakesmnluedupartoflem-
‘ing, for teacher and children alike.

T The teacher in the open classroom is an authority, tut in the
most far-reaching sense. She knows more than the children, and she

N " has access to resources the children camnot dresm of. She is impar-
tial in a wvay that children cannot yst be, andsoahoisthoguaran—
tor of justice for everyone.

The teacher in the open classroom is not authoritarian, however.
Har power is not drawn from status, from the ruler in her hand or the
backing of the principal down the hall. Her power is in the children's
dependency on her, and she does not abuse that power. She respects
children and she asks for respect in tum.

Let me quote what Bertrand Russell had to say about the author-
ity of-a teacher in his Principles of Social Reconstruction:

Where a.uthority is unavoidables, what is neoded is
reverence. A man who is to ednca.te really well ard
{8-to make the young grow and develop into their full -
stature must be filled through and through with rev-
erence....The man who has reverence will not think it
his duty to *mold" the young....The outward helpless-
ness of the child and the appeal of dependence make
him Sonscious 6f the responsibility of a trust. His
imagination shows him what the child may bscome, for
good or evil, how its impulses may be developed or
thwarted; how its hopes must be dimmed and the life in
it grow less Iiving, how its trust will be bruised and .
its quick desires replaced by brooding will. All this
gives hin a longing to help the child in its own bettle;
* he would equip and strenghthen it, not for some outside
end proposad by the State or any other impersonal rau-
thority, btut for the ends for which the ¢éhild!s own
spirit is obscurely seeking. The man who feels this
can wield the authority of an educator without infring-
ing the principle of liberty.

By contrast, note the tone of disrespect for the intelligence
and feelings of teachers and pupils in the following unit of compe-
tency training distributed to an elementary school staff.’ I quote:

Pmcedm‘eformovemmtinhﬂlwqa 8taimlla and in
‘ . street during trips .




1. Active teacher involvement--position yourself
in middle of class line.
2. Movement of short distances--wait for next
teacher's direction.
3. Close lines--avoid gape between children.
" 4, Tight -control--minimus noise, etec.

Preparation of roll book

i. Cover roll book. .
2 FKeep at school at all times. Leave in loclood
desk drawer. -
3. Insert pupil :\.n.fomtion-nanea, a.d.dresses, etc.
«  1ist names alphabetically--boys pages 6-7, girls
pages 30-31. .

And 8o on.

vhy would anyons think that that level of minutia and that tone
of command are necessary to acquaint educated people with the most
ozﬂim.ry of social and clerical practices? Do teachers need to be
told, *...Insert the children's names and a.ddresses,“ or, “Cover your
roll book?” ‘ , . |

No, 'the relationship created by the teacher in the open classroom
is one of people-to-people trust and homesty. It is non-nmipul&tive,\
non-authoritarlan; it is respectful and it is by common o&:ent.
dreni-can uhderstand the reasons for social controls \dum y are really
for the social good and not for the satisfaction of a pe tyrant or
the arbitrary perpstuation of habit. Children learn to value group con-
trols when their individual needs are considered and the possibilities
for functicning in a group are thoughtfully supported. They do not
‘necessarily. arrive at this state of maturity by wishful thinking, and
the teacher helps them to learn. But shes does not condemn 'them for
their immaturity. ’ . .

~ ’ 7

The teacher in.the orpen claa\aroon does not hesitate to show her

- feelings, within socially acceptable bounds; but by the same token,

shea.céeptathofeelingaotchﬂ.drmmduksthattheybeﬁthin
socially acceptable bounds too. The false sweetness of the well-
modulated voice of the traditional teacher often concealed anger and
inbothtoacbermdchﬂdmdmneitharhmestnoropen.
Wharerespecthuthechaneetoﬂouriah, it can even lead to affec-
tion.” The occasional outburst of distress or anger of teacher or child
is hardly a matter of concern in such a climate. As in a family, the
more. lasting impressions of sincerity and honest attempts at commmica-
tion, if thess exist, will absorb the difficulties of relating that are
bound, to occur when human beirgs are in close contact with each other
over time. But the teacher must be mature enough to withstand the
nomlimbuﬂtieaofchildmmdmtbeaodnoodintochﬂdishbo—

havior herself.
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Organization Is Essential . R

The teacher in the informal classroom is an enabler and expeditor.
She organizes the room for productive interaction of people with each
other and with materials and ideas. The physical structure and layout g
of a thus support its ideology. Where does the teacher stand or
8it? re do the children sit? Whom do they face? As transitioms .
are to learning centers, tetcharsmustaskwhatharmchﬂﬂrm
st neodtheiramdasksortablea,andwhoarethechildrenwhocm
use Yearning centers comfortably. Space must be made available for
indi: to work alone and to feed into group projects.

Togethsr, teacher and children dscide who will do what and for
how long. Many children will need to be taught to do for themselves,
even as teachers must learn the same thing. Children must be taught
to use judgment, even as teachers must use it. And children zust be
held responsible for their decisions ence they are imrolvod in the
decision-making, just as teachers are.

«

We know that skill learning follows an individual pace, and the
teacfwr, a8 leader of the curriculum development, must provide for
such individnal learning as well as for whole~group projects. The
interaction of individual and group on every level of relating, intel-
lectual, social, and physical, must be provided for in the teacher's
stmcturing of time and space, in the focus for a,ctivity that the
teacher makas possible.

In ‘providing for meaningful curriculum in terms of individual
chi¥fdren, areas of learning have to be restimulated 8o as to be re-
flective and supportive of constant learning, without being over-
stimulating. Materials have to be ordered, created, and stored.
Arrangements for their use have to be made and remade, down to the -
details of having paint jars filled, pencils sharpened, and other
supplies available. The open classroom tolerates the ambiguity and
incompletensss of process in the important areas of thought and feel-
ing. But the practical implementations for work camnot be either
ambiguous or incomplete. If you can't find a pencil, you can't write
a fine story! N ’

The plarning, structuring, and focusing must of co'nrae relate
to content. Ths day of the right answer must go. For example, we
were all taught that there were nine planets, and we memorized their
names. - Bntwedonotreallyknownowhwmvplmeta there are, and
that edge of wncertainty of what we know must be incorporated into the
search for knowledge in school. We canmot predict that wars will al-
ways occur, because they are anachronistic in our one-world stage of
commmication and technology, and other ways must be £ , or ye will
destroy ourselves. We cannot teach that techmology will find the an-
swer to everything, because the cost of total reliance on technology
has been a threatening dspletion of resources, and we really do not '
know what will be the best solutions for common hmnan problems of
survival or existence.
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Mach of what children must leam in order to live in this world
is already known to the teacher. But in an open-classroom, a great
deal of the lemrning will be new for the teacher, too. In the explor-
ation of ayeas unknown to teacher and children, the teacher must take
the lead in tracking down resources and information by virtue of be-
ing better prepared to take the’'initiative. Only then can she involve
chﬂdreninthesearchuithatrulquuiﬁ.ngwid But shemsther-
self be a learner to st:umlate learning.

Theremnatbetimtothink, timtoplanrorbothteacherand
children, sometimes separately, sometimes togetlsr. Contrary to the
traditional role of the teacher, for whom the syllatps defined the
1limits of plarming, the teacher in the open clissroom plans far more
independently and inclusively than traditional teachers éver did.
Knowing children well in a scholarly way as well as with intuitive
responses, the teacher in the open classroom takes individual dif-
ferences and very seriously, plans for them, and acts upon
them. EKnowing how open-endsd are the boundaries of knowledge, she
approaches the selection of content very thoughtfully. In bringing
awareness of children's stage of growth and learning style into con-
tact with the possibilities that can be explored in the world of
intellect and esthetics, she makes decisions that will provide the
kind of learning environment ¥e call the open classroom.

But the plaming, structuring, and focusing may never go beycnd
the first day unless the tsdcher knows what is happening to the chil-
dren. In evaluating their growth and progress, all that she has
learned about child development and the changing nature of knowledge
mst come into play.

Evaluation Is Part Of The Role

The teacher in the open classroom must be able to assess the
development of the children she teaches along many dimensions--
academic ones, of course, but alsc on social, emotional, and physi-
cal aspects of growth. 'vkknownowthatfeelings rhysical compe-~
tency, and social adeptness all facilitate or interfere with academic
leaming. The teacher must know the learning styles that are charso-
teristic of the children she teaches and the quality of their inter-
action with others, herself included. She must also know what they
cawtoschooluithinthomoftotﬂ.lifeexperieneomdmtthay
minterestedin., .

Thus enlnation in the open classroom begins and continues with
the m_ch_a_r_'im not_with scores on standardized tests.
Records of children's total responses become the basis for assessing
2 child, with scores a small and quite underesmphasized part ‘of that
total. We know that tests lend themselves peculiarly well to super-
-ficial usesament and distract a fasacher from careful diagnosis because

s
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. they-ppcome so easily a,way of passing judgment. They are no replace-
" ment for the observations and records of a teacher who values all
aspects of a child's struggle to grow, indeed recognizes that true
leaming is struggle, and can relate one piece of a child's behavior
., . to'another so that what he_does makes sense, whether she approves .of
" "it or not. , -7
In this way, the process of a child's learning is evaluated,
and not only the end product. How does a child work? What stymies
him? What interests him? What does he need to accomplish purposes
set by the child, by the teacher, or by the child and teacher to-
gether? These are far more important questions than *What is his
test score?" . .

In an open classroom, children are helped to participate in
setting their goals, and they may need help to hold to them. They
mst leamn to complete what they start, not because they would other-
wise be lazy, unproductive children, but because learning to persist
and to become responsible for one's own learning is a necessary de-
velopmental task of childhood. We must assume that a normal human
being enjoys being competent. It makes him feel good. But becoming
. competent is often a struggle, and if a child is not able to experi-
- ence competency, there must be reasons. A teacher's unbiased obser-

vation and records without value judgment lead her to the only step

{ for which evaluation must be made, that is, to question what might

be the reasons for the interference with growth and learning and
what might an adult do to support growth and learning.

Looking for the strengths of a child even as one observes the
weaknesses, the teacher seeks ways of using a child's strengths to
help him tackle his weaknesses. A mind opsn to learning and a spirit,
opén to growth are far more important goals for the elementary school

o, . .- child than a series of scores that compare a child with all other
- " children in"an artificial distribution of placement around a mean
' that distorts the purposes of learning to begin with.
‘-

The School Must Be A Commemnity

And-finally,—the role of the teacher involves interaction with
colleagues in establishing a school climate of which her class is a
part. With other. teachers, she searches for better understanding of
children and curriculum to create a total setting of openness in
which all can function. As the staff support each other, so each
teacher can better support each child. )

A new mode of thinking is called fo» in)the informal or open '
classroom, a mode that recognizes the comp ty of 1life and the
complexity of the human struggle to. cope. As a partner with children
in a common striving to learn, the role of the teacher is to fulrill

‘ the human potentigl of the children. And she does this best as she
fulfills her own potential for openness to people and openness to
ideas. : .

~
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HOSTILITY AND HUMOR IN THE 'CLASSROOM
) . : or .
"Hha.t'/ The Matter, Can't You Take A Joke?®

) Peggy Manring .
) ' State Street Elementary School

-

Skaneateles, New. York 4

~
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Why do we langh? Although the question has always interested

J ms, I wondered if the answers would extinguish the spontaneity of .
any humorous situations to come. Eventually, I began to collect and
read articles specifically abdut children's humor, I read about how
‘the perception of riddles develops (Brian Sutton-Smith, 1973). I be-
came interested in "incongruity humor® (Paul McGhee, 1972), and the
reasons for laughter at slapstick (Martin Grotjahn, 1970). But read-
ing about why children laugh jogs the memory. One wonders, *Why does
anyone langh?® I rubbed out the boundaries between child and adult
humor, and read to become acquainted with all kinds of humor.

From the reading, I began to formulate questions about hostil-

® ity and humor. That particular focus provided a direct link with

my teaching. Many times I had observed children in my classroom
combine hostility and humor as they communicated with each other.

Any mixture of aggression and humor presents a problem of interpre- - -
tation to even the most socially adept pedple. To children this is
a problem of great importance because they are not socially adept.

Aggression and humor*are mixed daily in most classrooms. It '
seems to be ‘one of the ways children try to'influence each other. .
.I observed confusion in the tions of the "message-receivers,”
especially when hostility 11 disguised as humor. Most often
i the hostility came poorly disguised as humor. I watched children
. confronted with this ambiguity resort to violence, some to with- . {_
drawal, and others to friends for help in interpretation. All of -
the children I obeeged seemed to experience some amount of con-
fusion. _ . I .
I began to ask meny questions: 1) Exactly how is the humor in-
the double message expressed? And, how is the hostility expressed?
2) Can children learn to ses the separase parts of the double mes-
sage? 3) Does the ability to analyze enable those children to deal
‘ more effectively with ambiguous messages? 4) What methods can I use
- to help them eliminate their confusion when they are confronted with
} * hostility garbed in humor? .

I felt the need to develop & c@&culml around those questioixs.'
My primary goal was to help children develop the ability to dnalyze
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message-giving a.nd message-receiving I remembered Fritz Bell's work-
5 shops on body language and commnicating with varied inflections. I

re-read his book, let's Create (1972) and began jotting down ideas
for curriculum development.

/\ Development and Implementation of the Project o]

s
" I began this study in March with my own clags of 25 2nd-graders.
‘Their ages ranged from seven to nine, and they were all from lower
middle-class or middle-class families in a small town. During the
year they had been free to move around the room at will andspeakwith
their friends. With this free interaction I tad many opportunities
to observe and record their commmication.

I spent the first week of my study recording

similtaneous talk a.nd knee-glapping, there were many
humor. Ronald Langevin (1972) in his essay on physiological corre-
lates of humor made the point that these visual signs of Yexpenditure
~ of energy” are "correlates and not conditions of humor,® I observed
: \ * many of uhat must be universal clues to humor: smiles, squinting eyes,

’ ter. ‘I noted that many other body movements, when coupled with a
p smile or laughter, become a part of the body language of humor. These
include the body in mimicry, the shrug, "the hands

the waggling finger, and many, many others.

This readily identi,fiable language of humor can e on many .
neanings depending upon ‘the tome and words that ac it. Tome,
» and body language together form m the r type. .

A distinction is commonly made between (a) clowri

- ¥ith others and (b) sarcastic humor or laughing at othe

! childs, 1972). Hmor of this "laughing with- others"”

, intoraction . Participants in the hymor feel reinforced
ened by the affect and words they exchange, and hostility, if any,:

; well disguised. By contrast, laughter of the "laughing a oth*rs"‘type

) is based on a reélease of hostility poorly disguised as r. TheJhos-

) £ile Words accompanied by smiles and slap# on the back are\both confus-

ing.and threatening to the child receiving the message.

During the second week of the study I made ‘anecdotal records of ..
hostility disguised as humor. I have included some of the.
cal exchanges in the a.ppendix for mrther referanco. I will ‘analyze
one here.

cases an

Robert had stacked the game cards so that Mark would
get "bad" moves and lose the game. As the game pro-
gressed Mark became more and more upset. He called

. Rob a cheater and as his voice got louder Rob laughed
and shrg’xgged as he clapped Mark on the back. "It!s




‘. v ::; J

o . 8 Joke, you baby," he grimed, his head close to . .
k's, "Can't you take a joke, YOU BABY!" Mark - .. .
looked at Rob, at the other boys; at.the game
board, got up and went’ to ‘his seat where he sat
and appeared to’ sulk

~e

"“4* .

_ This kind of interaction was ty'pical with this group of boys. o
. Even more representative would have been an overturned game or a
punch to seal the disagrcement.~ We gee the elements of hostility
quite clearly: the pmmeditated trick, the feelings of being threat-
ened that Mark displayed when he’ accused Rob of cheating, the com= ' o
bination of Rob's humorous body language (smile, shrug, clap on ) '
with hostile words ("You baby, can't you take a joke?“) and a . |
that was initially soothing but became teasing. It is a d6u s-
sage: both hostile and humorous. How Mark ifiterpreted it we can't
be sure btut we can guess from his withdrawal, When asked about what
happened Mark said, "We wanted to play the game but Rob's cheatin'
and they!re all sayin' I can't take a joke." Mark felt the hostil-
jty. I wondered why a child who usually resorfed to hitting would * -
withdraw instead. I guessed it ‘was because hnga.s confused ty the
double message he received. ‘
- § |
.~ Each anecdote contained combinations of humor and hostility. |
When I questioned the children after I observed the interchanges I |
/ always asked, "Will you ¥ell me what just happened?” In every in- |
stance the child who received the message conveyed his confusion and {
, hurt but was unable to explain why. I sensed quite a lack of ability . |
s to identify and comminicate feelings. In several cases as soon as |
: the child had revealed his hurt it was dismissed with a smile or a |
shrug. > i
|

The third week of the stydy I spent planning group discussions. o
We had the ﬁ.rst. one toys/ the ,end of tﬁe week.. A1l of the chil-

dren were pres ;

”Grod Discussi

We sat in'a circle on the rug. I asked the children to think
for a moment about reasons why they laugh. I told.them to think |
about the last time they laughed or, a funny person thay know. The .
responses came quickly and I scribbled them down verbatim, much to ~ -

.their delight. After I had recorded the responses of ten children, . R

two of them said theyx noticed that some people had the same reasons
n for laughing. Oneomiﬂ "That's sort of the same as what.Megan said, .
\ you laugh 'cause s e was surprised."” Another said, "I guess we A

P all laugh when somebody slips and looks funny." Later, when I looked
over their answers I could categorize them:

-73 -

. \ %
‘ ¢ 1) Laughter because of a violation of their own
. physical expectations. ‘
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' 2) Laughter because another person experiences a
violation of his expectations.

3) Causing a reaction and langhing at it,

I am interested in the answers that fell into the last.two cate-
gories. One involves laughter at another person's surprise or mis-
fortune. The other involves a child provoking another®and laughing.
- Both situations can becoms ones where hostility is linked with humor.

The next two days the children were busy pointing out things
they thought were funny. Sometimes they would disagree.. I did not
direct or record my of their disagreements. I wish now that I had
,made time to pursue.them in discussions with the class. That would
" have made a natural transition to the analysis of messages which fol-
lowed the next week. It might also have made the following discussion
more relevant. '

S

L]

Group Discussion #2: Words and Tone

I wrote the word "YES® on a-plece of papen-,end I asked a child
to say the word. She said it flatly. I asked the child next to her
to gueds what the "YES" meant. He said, "She probably means yes: I
don't know. I can't really tell.™ When I asked him why he didn't
know he couldn't answer. Other children wanted to try saying "YES"
so we listened to them and a.fter each one I asked what the apeaker
meant. Some of their answers:

- "That one means no! Lee meane no but he said yes."
*I think Susan means maybe.
"Tammy looks real happy."
*I think Roger's mad.”

I.asked them how they could tell whe,t_'ea',ch "YES" meant.

"Well, you can tell. It's easy. You can just eee.

" °  "Sometimes their face.looks sorta sad or happy."
"It's the way it sounds, too. Yom know your voice .
goes up or down or zig-zag." o

I drew a sig-zag line and asked, "Like that?" Several children tried
varying their tones to fit the lind. I drew my impression of each
"YES* and offered the marker to them, one at a time. .

Next, ‘we' tried sentences. At one point Tommy raised his hand
and said, "You know what we're doing? We're changing our tones.®
I wroté "tone" on the chart. After some experimentation with high
‘tories and low tones and wavy tones and angry, sad, and happy tones
I swmarized what we had done.- "We can mean different things even
though we all say the same words. Tommy says the way we do this is

by changing the tone we use. If you change the, tone you can change 7
I

- ! ~- ‘ t :
o
*
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. adding words and tones. When I asked for quiet,
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what you mean. lIt's fun to do. I wish you wouldx think about tone -
when you talk during the next day or so and tell me what you find
out," R

Dur:\.ng the next day I commented on tones I heard and I noticed
a few children experimenting alone. They must have been thinking
about our conversations though, because in the following group dis-
cussion some o‘tT’.he .children related experiences they had had at home.

I took out/the chart we had used when we talked about tone and
I asked if anyone wanted to share an idea about, the way we use tone
to let people know things. Andy said, "Sometimes you can be mean by.
doing that, I was thinking. ILike on the cartoons it's mean btut it's
funny. Like when somebody says, 'Sure, I'll fix you up,' they really
mean by their voice that they'll kill the guy." When Andy finished
some of his friends nodded enthusiastically and many of the children
tried saying his sentence. Their tones ranged from/high and loud to
low growls. ‘

A8 soms added menacing gestures to their wo I called out,
"Now what are we using? Tone, words and someth ew." Andy said,
"It's like on the cartoons, too, only the guy wag
when he said it." I jumped to write "body lan

angry." ,
The response t¢ this was wild. They gesticulated-and mimicked, |

remade the circle

wrote the words,

th this new sen-

I asked them to try -

and I said I had one more experiment for them.
"Don't do that" on the chart. They experimented
tence and varied the tone as we had been doing.

saying it in a happy tone. As each child tried it, the group laughed, .

to you if you said it like that?" Joanne added,
it if you say it nice." Megan said, "If I said, 'I'll play® in a mean
way I wouldn't really mean it." Susan said to Mega.n. "Yea, I sure
wouldn't play with you."

We ended our discussion there 'and went to £ym. ‘ Cn the way I
heard people using contradicting tones and words. "I like you, Rog,"
"‘Andy growled at his smiling friend! .

}

Group Discussion #4: What Do You Mean?

We began by making a circle on the rug. As we did Tim said
cheerily, "I know why we're doing this. It's so we can see whit we
’ v ! '
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mean!® I asked how and he replied, "You see what the body does when : i
people talk and you know what they mean better than if you didn't see." .
We reviewed different kinds of body language brieﬂy displaying * l
joy, loneliness, and sorrow. ' .

Robert offered, "There'!s words and tone, too." I asked him' jso
read the "I'M SORRY" on the chart. He read it and then stopped to
ask, "Do you want me to mean it?" I told him to go ahead and read it

any way he liked. He used a sincere tone, scowled and d Tommy.
Everybody laughed and when I asked them why, they langhed -S0ME mWore.
I told them I'd like to show them what Rob just did. e the fol-
lowing diagram 4

Rob: 4 ” -

LR

Kara sald, "Oh, I know what that means, it means his body. language was
bad." Lee interrupted Kara to say, "1 can do something else. Now
walt.” He paused to straighten his thoughts. "Maybe I can't do it.
I don't know. Here goes.®

After two muddled attempts Lee said, "I'm sorry" with a growl, '
hands in pockets and head bowed. I was so surprised that these chil- C
dren were not only following this and considering three variables si-
multaneously, but also leaping ahead of ne a.nd each other. I recorded
Lee's example on the chart. .

e

words tone lan e
Robs. + +. . -
lee: + - + /

Many children wanted to tell me about what Lee had done. Some wanted: *
to give more examples of mixed meaning. Susan, who had been sitting :
outside of the group, moved into the circle and announced she had a
"good idea." She looked down at her lap, held very still and said
‘with a curled lip, "I'm sorry." Her eyes {lashed as she looked up. °
It was a captivating performance and no.one spoke.. I complimented T
her and Meg said, "She looked at first like she was going to mean it A
but, then I saw her eyes and she didn't."” I disgrammed that, since
everyone agreed that Sdsan had meant she was not the lesst bit sorry.

words tone / body language
Rob: + + -
Lee: + - i + ’
- . Susan:’ + - S -
Tom nudged me and said, "I know one more thing is three pluses.” Un- -
der his direction I diagrammed thib and then asked the rearranged ¢
2 . N , 82 \ . R
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circle of children to comment. They all clamored to perform, vsing’ l

__ phrases like "I'm sorry,"” with words, tone and body language all match- |

ing the meaning. It was difficult to repeatedly clear center stage, . |
) but I tried. I was surprised with the many uninhibited portrayals of |
. rexorse. ° ' i
|

\

|

*
g

Group Discussion §5: The Meaning of the Chart /N

I took out the "+ and - chart® to review it. As we settled into
,the circle, Tom raised his hand: "Me and Robert figured cut yesterday
that the only one that means it is the three pluses." I said, "You
know Tommy, I think you're ahead of me. I'm not sure.I had thought |
about that so carefully!® Meg said, "Yeah, I knew that; whensver
thers's a dash on €he line the whole thing means you don't mean it.” J
I commented to Tom and Meg that most of the children looked confused.
Tom carefully gave an example of each diagram. He was interrupted a
¢ o few timess by children who weren't listening tut he continued and as
he did there were a few nods. Some registered no rssponse. We left
it at that. v T

There was a gropp of about mine children who seemed to follow \_
these discussions with great concentration. About four othersafol- :

°’ lowed, concentra sporadically. From the examples they gave and

: from their enthus ¢ participation I could tell fhat about eigh-

4een of the twenty-five children grasped the idea that you can change -~
vwhat you mean v8 tone and lan e in different .« The

LS peven remaining children listened at timea, talked about unrelated
P : ’ subjects, asked to take drinks at inapproptiate times, and lagged be-
' hind the rest in interest and comprehsnsion in genmeral. I tried to |
engage them in the conve g8 at times but mostly without success. - 1
d did not know how to reach them. .

Group Discussion #6: Role Flaying

Anxious to modsl a double-message situation involving hostility

- garbed in humor, I asked two fourth-grade boys to work with me on a
\ role-playing situation that would be close to the children's experi-
ence. 1 gave sach boy a name to wear. The production was to go as -
follows: , ' - ‘ o -
/
' <7 Two boys are building block btuildings side by side.
' "Bi11* 48 making an intricate model of Expo '76. -

® wSam is tuilding and knocking down his own budilding. -
Slowly Sam's hand creeps over to Expo '76 and with a
@ ghick push knocks over the buildirig. He laughed uproar-
jously as it falls. Bill sits and looks on in dis-
1isf. He says, "What d'ya do that for? That was
best building and you wrecked it.” Sam, still
laughing, claps Bill jovially on the shoulder and .
.8ay8s, "Sor-ry!' Can't you take adoko?" Bill jerks

“




away and says levelly, *You sure don't .sound sorry

to me. You make me mad. I'm not stickin' around

you." He moves his blocks. Sam sits and looks with- : /
out saying anything. ’

The actual role playing did not go smoothly. I narrated and on
occasion had to 'prompt a line which took away from the meaning. Com-
ments from a rapt audience distracted the actors. When it was over
the children revealed quite an understanding of the message Sam gave.

7

Tammy was the first to comment: "He was wiggling like lamghing
and he wasn't going to tell the truth. He looked like he was enjoying
himself.” Rob added, "He was moving around like hs-didn't mean he was
sorry." Martha said, "His tone didn't mean the same as ths sorry that
" he said.™ I commentsd that I'd seen this happen in the room before
andIaskedtheintothinkabontwhatu/s_ualehappmedwhwsomqone
knocked a tuilding down. They cams up with a 1list of reactions: knock
down the other guy's, hit him, punch him, hit him, leave. When I asked ’
what Bill did they said: he left, he moved away, he wash't going to
stay, he said he was mad, he said how sorry he sounded.

»

Conclusion

I know I learned as much as these children appeared to learn.
Their comments and behaviors revealed much more understanding than I
expected to find. Not only could they explain and use the concepts
and vocabulary of commmication, but at times they were steps ahe
of my thinking. Consider, for instance, Megan's and Tom'a,p
about the + and - variables and the whole meaning-of % ssage:
"The only time you mean it is when there xre three pluses.”

chil confroingeach other about message meaning. "You don't.
sound mean it, Kara,’ » "You don't really want to play,
do you?" I heard the word, “tone\" mentioned just once and I did

nof hear the term, "body language® used in the room.

Introducing the general concepts of double message making and
receiving to the class as a group was valuahle. But, I believe my
approach should have included working with individusls as well. For
the remaining month of the year I brought double messages involving
humor and hostility to the attention of the senders and receivers as
they occurred. I began to use questions and comments such as: *Think .
about the message you gave to her. What kind of message was that?
What #ill she think you mean?” And for the receivers, "What can you
tell him about the message hs* gave to you? What,_can you do if you
are unhappy with what you heard and saw? Try tel him,*’ .

This class was the least cohesige clas_sAI
this is partly because much of my attention
of the 25 children. I was unable to wor




on d.eveloping a sense of "group" until midway through the second term.
Next year I will precede the commmication rcises with many group -
meetings. I hope that by developing a gredter feeling of commmnity

in my class, commmication among the children will improve. I have
found that a sound sense of commmity is necessary for good commnica-
tion. -

Postseript

The following é anecdotal notes on incidents involving ambigu-
ous messages combining hostility and humor.

3/18
Mona had just joined Brownies. She expressed
concern to Kara that she wouldn't get to the right
place after school. Kara offered to go with her. -
At the end of the day Kara said, "Magbe I won't go
. to Brownies today after all, Mona.* Kara smiled,
"Can you get there OK?" Mona looked frightened
and sat. Karapntherammmd}bnnmdlanghed
*Oh, Mona, you baby, I'll g0+ 4 Ha-ha!*

3/19
! Ken had invited Steve over to his house after
school. It was all set for the next day if it was
OK with Steve's mather.; Steve was very excited.
Be followed Ken around talking fast and loudly,
Een begah to ask Steve to do things for him. Steven
. compli Ken said, "I might have to play with Jamie
after sChool tomorrow." Steve looked very concerned,.
*But you said I was coming over." Ken laughed and
pat his arm around Stbve and said.*I'm only jokin',
rl Kid. Ha!ﬂ - rd

3/19
Heather and Joarnne were planning to do a puppet -
show. Julie wanted to be in it. The two girls stocd
not far from Julie and whispered about how thsy could
do it better alone. Julie looked uncomfortable. Nerv-
ously, they approached Julie and said giggling, "You
can't be in the show, Julie." Julie mads a small smile
as the girls hid each other!s face in a strange dancs.
’ The twoscme raced off laughing and looking back. Julie
! cams to me. in tears saying, "We were going to do it to-
gether. -Now they think itls funny .

N

3/20

—¥sg—was—working on oopsd.ng a etory onto white paper.
She noticed a misspelled word and she asked Ethan to
help "spell a word.® He leaned over his friend very
carefully and spelled, "a, w-o;z\-d." She printed slowly

-




- s

pressing hard. Iisa leaned over and read what Meg

had written. Meg realized what had happened and . - -
looked at Ethan who was grinning. "I just thought

I'd help, that's all!* he drawled as Meg began to

crye. -

“N_
)
A}
-y
L




REFERENCES

Bell, Fritz. Let's create. Raymond, New Hampshire: Creative -
Classroons, 1972. .
Goodchilds, Jacqueline. On being witty. In J. Goldstein and
P. McGhee iEda.), The hology of humor. New York: Academic
Press, 1972. ’

- Grotjalm, Martin. From mmor to happiness. In W. Mendel (Ed.),
celebration of r. Los Angeles: Mara Books, 1970.

Langevin, RonaldPhysiological correlates of mmor. In J. Goldstein
and P. McGhee (Eds.), The logy of humor, 1972.

Martinean, William. A model of the social functions of humor. In
The psvchology of hwmor, 1972. .

McGhee, Paul. On the cognitive origins of incongruity humor. In
The psychology of humor, 1972.

Strainbrook, Edward.'The smile. In A celebration of-laughter, 1970.
Sutton-Smith, Brisn. The development of riddles. Paper presented at

Conference of the-Society for Research in Child Development,
Philadelphia, 1973.

-




_ ANGRY ACTS AND ALTERNATIVES
Susan Dalziel - /'(

/

Project Change ‘
Staté University of New York at Cortland

The majority of discipline problems arise from a two-dimensional -~
so'urc‘; angry feelings and angry acts. Angryreelingsmaahumn »
and as natural as any emotion. Angry acts may have to be refocused.

Practitioners in the Haim Ginott art of "childrensse* know well N
the benefits of helping children to identify and express their feel- .
ings. When a child is experiencing anger, it is very often-sufficient
for the adult to say, "That must make you very angry;* or, *You prob-
ably feel very angry inside when he does that.® In an atmosphere of
such understanding, a child may not need to act out his angry feelings.,

However, the feeling of anger is sometimes so intense that it -
cannot be assuaged. Understanding words are too little, or come too
late. In such cases--when an angry act has. already taken place, or N
is a.bout to--our guidance mst be of a different nature.

An active teaihing approach to this domain of the emotional life
of children is to help them think about and utilize acceptable means
of expressing anger. The following conversation betveen a teacher
and a child is a.goodexample of how to begin.

T. What do you do when yorg, re angry, Jim?
C. I don't know.

~

T. Camyounememberthelasttimeyoumreangryand
whathadha:ppenod?

~

C. I think itwaswhenllostalittle BEaster bunny.
- . I thought Robert hid it.

T. Were you angry becanse you lost it, or becanse you /_\
thought you were being tricked and didn't like that?

C. Because I thouyght I was being tricked.
T. How did you sliow that you were‘mad?

C. (Clenches fists and raises arms in tMe air; also
P conveys anger through facial expression.)

j .
< /
— ! -
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What does your sister do when she's mad?
Cries mostly Or talks--she's always talking!

c.

T. Cm you think of other things that people do
when they're angry?

C. Sammie says things like "grumble, grumble, I 'HATE

] IT!, grumble, grumble, STUPID!* Jackie.fightg~-she

punches people.

So often, the only focus a child knows or is aware of in anger
is to mrt something or somebody, including himself. When an act of
anger occurred in my classroom, I always asked the child, "*Do you
know some other things you can do when you are angry? *(Besides hit
someone, break something, yell, etc.)* Without exceptioi, the answer
was no. That does not speak well for adults--responsible for serving
as models to children. We need‘'to demonstrate some altermatives in

Once I punched Rer in the nose.

our own behavior, suggest and emphasize alteimatives to children, and’
‘allow each one the freedom to choose and practice what is most helpful

to him. This involves decision-making and responsibility for inner

»

Here
classmom

1.

. is an excellent outlet for snger.

controls, as opposed to external ones.

suggestions for altematives, from the realm of /

let the child k 2 ball of clay in his pocket or
cubbyhole. Suggest that when he feels angry, he
may want to take it out to knead and pound. - .
If the children are given practice establishing an
awareness of time (e.g., experdiencing how long 5 ~»
minutes or 10 minutes is, in & variety of contexts),
th'ery can handle the following auggestions' N

a. go for a 5 minute run--around the building
field, block etc. - '

b. swing forSninntes (out on the p’lngrmmd) :
c. takeuommtouroftheschool,' - g

.d. help the Mcipd (pass out notic;s( etc.), or

murse, japitor; cook for 10 minutes
w‘nich require expending energy) |

Amochmrldngbazch, whereonecanhamermdpomd

doing things

. 1}

-

Let the child leave the room to walk up one set of
stairs in the building and down another.




6.

7.

8.

9.
10.

11.

12,

h

"Scribble (with large sinr% crayons and pienty of ‘ l
paper) as hard as you like for a while." : |

¢

¥any kinds of gymnastic equipment provide tremendous . .
alternatives in anger: tuibling mats, jump ropes,

hula hoops, basketbglls, volleyballs. All are fairly

common, and great for this purpose. A punching bag

is the greatest of all and can be easily inprov/iaed.

s
Some children prefer to let their anger d./ra.iﬁuq
quietly and soothingly by:
. < N

a. listening to soft music ’ , .
b. rdading or being read to |

Ce p]:m.ng in water or sm;l

d. sitting alone away from the class

e. writing about their anger

f. drarng an mgry{picture . /

g. watching an aquarium "being talked‘to

h. being able to choose their fmrlte "quiet thing" o
in the classroom’

For the small child or the one who seeks out positive
physical contact, hold him and say, "Hug me as hard as
you can. Hander. HARDER !"

\

*Use the musical instrumnta-—d.mns stiglgs. shakers,
etc.--to make up an angry song."

(With adult guidance) ®Act out your anger in slow

motion.® This one usually results in fits of giggles.

Cleaning--with meaning. Some children are particu-

larly fond of cleaning chores. As an angry act al-

ternative, a list of things that need scrubbing can

be pasted and kept up to date. This avoids thinking
up a perhaps meaningless task on the spur of the mo-
ment when the need ariges,

Utilize the housekeeping area. In that area, have a
particular set of clothes available for angry moods,

‘a particular set of objects, and suggested activities—

all for the purpose of role-playing the anger-arousing

circumstance. -Making up and establishing a character
for. this purpose is ideal. (Some storybook characters

s




dend themselves well to this: ”Grunpy" fran Snow
White, "Eyore" in Winnie-the-P he) _ .

13. Post a sign and’ accommwing
that says "I feel angry." (Th
ilar places in the room for other emotions.) Have
a chair or pillow or rug stationed under the s;.gn o
80 a child can sit there wheh he's angry. This
causes teacher and othef children to notice o
him respond before the anger causes negativd
dismption. o )

14. Have a ggg ‘stuffed animal or cha.racter,/seated in
a cormer or chair, large enough so a child can sit
on it and talk into its ear (gimmick: make one ear

extremely large).

( 15 Use the puppets to act out the incident and the

N~

anger that resulted.
16. Say it all into a tape recorder.

17. Go outside (and away from classes it might bother)
- and yell it to thé wind.

18. Let the child talk to you for 5 or 10 uninterrupted
minutes of listem.ng-prefera.bly in a special place,
. amay from distractions. <

* 19, Try humon--it may ba.ckf:.re but with cqrtain children
“ 1t'8 surefire. s v ‘

There are basicslly three ms to/cope with anger--you will note
.them being used by .children and adults alike. Some need a p_lmical :

outlet for anger. Others are extremely verbal when angry and need
alternatives which will allow them the freedom of verbal expr:ess:.on.
And some of us are neither verbal nor physical yet recognize certain
quiet responses as a means to ‘cope with anger. I'l1l leave it to the
psychologists tq argue pros and cons of ‘one approach versus another.
The purpose here is to state (1) that those.three kinds of responses
exist, (2) that a child may consistently use one, or may vary in his
response depending on the gituation, and (3) that acceptable alten-,
natives should be available for all three kinds of responses.

Althoygh these particular ideas evolved from classroom teaching,
I have presented the thought of altermatives to groups of parents and
administrators with some exciting results. -The first step was to ask
each one in the group what he or she did ‘when angry. The next ques-
tion‘was "What do your children do when they are angry?" Noting par-
ent-child simdilarities became obvious. The follow-up discussions of
alternatives within the home were alive with the give and take re-
quired in family living. One mother said that a warm bath dissolved
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her aon's anger every time. An administrator recalled an incident
with a high school youth in which the two of them nearly came to
blows. With much insight, he and the youth walked out the front
door of the school, agreed to walk in opposite directions arcund

the building decide when they met out back whether or not a
physical olution was still necessary. When they did meet it

was c,r}o longer in anger, but with a mutual handshake. P

By way of summary, the following techniques are really besic
to the whole approach. They are threaded through it and make it
work. .

1. Primarily, the alternatives devised and decided
. upon have to be acceptable to the adult. The
adult has to cope with them and believe in them.

2. Secondly, the alternatives must take into comsid-
eration (a) the nature of children, (b) any limi-
tations of that particular school--such as rules
that cannot be by-passed, space that i= not avail-
able, the amount of cooperation that is available,
and safety considerations.

3. In all cases.it is most important for the adult to
make every effort to help the child realize that
(a) nis emotion is acceptable, (b) his emotiom is
understood, (c) the suggested and/or chosen alter-
native act a.ct.icn is an acceptable way to act out his .

anger when necessary.

be more oriented toward moral values in their thinking,”and suggest
rather severf "punishment" and/or judgment. Therefo
needed to esPablish the climate and consistent p

Finally, it is almost always true that t
to cope with his anger needs and wants to ‘alone, when acting it out.
Doing a job, sitting quietly, going for g brief walk or swing--if done

with a group watching or tagging along-<almost defeats the purpose.

An attitude’ of compassion is alre strong in children and can be
fostersd, so that when one is experiencing great anger, the rest under-
stand. As Montessori so beautifully put it, they will wait, then as-
sist him towards recovery--as if from a temporary illness.
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TOWARD AESTHETIC EDUCATION<

A PERSONAL. EXPERTENCE ‘ ; s

Judy Cloues

Dryden Elementary School
K Dryden, New York

I have recently dmiopod a personal intoisst in.aesthetic ex-

pression and appreciation which greatly enriched xy work as a

teacher. As part of this inte I have come to.love to paint and
draw. This activity has deepened nmy valuing of children's aesthetic
expression and my ty to suppory its developmnt in my classroom.

to the question, What is art? I felt a great need to wrestle with
this stimmnymninimdtoﬁndouthowotherahadmmrod

it. Arter Read’s book I eagerly dove into Gombrigh's Art and Illusion.

1 ﬁnd that T cannot dePine ‘art except in very personal tems.’
It consists of the.aspects of form, color, balance, rhytim, symmetry,
and composition, but it is alszo much more. It iz an experience which

can totally consume a person's energies. It 1s a way of looking at
and evaluating the world. It is an sesthetic experience. :

By "aesthetics" I mean amraciation for quality; 4 t's 1ike
-the feeling aspect of perception. That's a crude definition, tut
a is important to me, As a teacher I feel that children
be exposed to assthetic experiences in all aspects of their
learning This exposure t&kenmfommdshonldfmdeodbe
provided for in a variety of ways.

Ichoaetobeginwithuterhls Ifmtakeamnttolook

around in your classroom, it soon becomes obvious that most materials '

we expose children to are made of plastic or paper. We soem’ 1imited
in our use of resources. Inhﬁm’ cases paper and plastic-materials
work fine, but what rclponsesnidxtveelicitfro-chﬂdmifu
used wood or cloth or some combination of recycled natural materials?

Children respond to such materials in the same way adults do.
It is nice to feel wooden playing pieces and to study the grain of
the wood and the textures of different pieces. It adds a whole new
aesthetic dimension to a simple game experience. Using a carpet
square as a game board mskes for a quister game as well as giving
the gaye an added textural dimemsion. Hand-drssm and painted pic-
tures on game cards give a child a sense of human participation in
the creation of his game. He knows that a person made it, and that

Ll
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“« - This personal learming experience began to a.ffoct many aspects

. & wood or feeling; portraying a story; creat
' various misic forms. At times I have

] m:inghweagorlyandquiok]ykidswﬂlhelpclomupordomr—
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* 48 an ided he can identify with and respect. A/game which uses common

materials such as linoleum pisces or drapery fapric or wallpaper sam-
ples extends the child's experience even further as the child tries to
discover where it was that he has seen or felt that material before.
These are all prooesses which I have watched children go through as
they use the materials’I havopmvidodforthen. They are exciting
prooenu to witness.

_ Besides creating ul’dwtica.uy pleasing materials. for my chil- .
drnn, I became personally involved with drawing and peinting. I had
had the interest and materials for a long time. What I needed to add
vas the rrime ingredfent--time. Forecing myself at first, ‘feeling a
lack of oonfidence and lack of ideas, I gradually found myself be-
coming extremely protective of my time for painting. Painting be-
came for me a source of true immer satisfaction, something which I
looked forward to doing and which I needed to do.

of wy teaching. In my persmnal life I was frustrated when my other
"responsibilities® interfered with my desire to paint. This made me
reslize the need to give children adequate time for spontaneous ar-
tistic expression, whether it be in the form of painting, music, or
movement. This needs to be non-directed time in which this ifiner o
fesling or image can come out <in some form. Othexrwise, children .
will remain totally wmaware of their capabﬂitieo in this vita.l as-

pect of their development.

I have found through working with yomng childreff that you can-
not assume that they will be totally un:!nhibd.ted in ‘this exprouion
They, 0o, may feel a lack of confidence and lack of ideas. They -
need to be encouraged to move freely or to peint freely and to be
themselves in all forms of expression. Unfortunately, many chil- /”7
dren of school age have alreadymteredtheartofconfoning to
the sad extent of not being able to express themselves when given
a chance. We must increase the opportunities to help them to devel-
op free expression. We can "teach" children’how hy'being open in
curomexpreuionmdtvprovidinguﬁnydﬁ.ffemt kinds of ex-"
periences as possible which deal with rhytlm, symmetry, sensory
swareness, and po.ttoma of mennt and behavior.

S - .

Music can be a great stimmlator for a wide variety of aesthe

activities: listening for different sownds or for different inst.

ments; moving to a rhytim, with all or part of the body; éxpress

a group or individ-

ttems, tempo; rol.o.ting

eritical opinions about ;-

music on simply as a back-

gmmd'h:uathoehﬂ.dmm_pdnt individual or group pro- .
r while the class was involved in Some Gther Butivity: -It's -

ual dance; painting to_show mood or tones, i
sounds to colors; :developing and express

cises with the proper musical stimmlus! Music¢ can also serve as a !
soothing futor Ihich can calm chﬂdm dowm a.f‘ber a high-activity
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time such as recess or gym class.

I have al80 used music as the major part of an activity. Just
before Christimas, my class listened to parts of the "Nutcracker Suite®
> after viewing a filmstrip. The filmstrip was old and brittle and kept o
breaking, something I hadn't planmed on but which worked out well aft--
er all. I finally had to just give up on the:filmstrip--which disap-
pointed the children. I asked them to just listen to the rest of the
record and try to imsgine what might have happened. - They~all got pa-
per--their idea-rand we started the record up again. The paintings
that resulted were wonderful. We put them into a book. and the chil-
-dren individusilly dictated what they wanted written about their pic-
ture. Because we hadn't seen the "real way it's s'pozed to look,"
as_one child put it, the children were quite eager to defend their
own interpretations and to make up their own stories for tm@

I have found the music of the Beatles to be especially intriguing- °
to children. A good relaxer and mood-setter for loosening up is the
Beatle song "Hello - Goodbye". It has simple lyrics made up of op~ .
posites-~*hello - goodbye", "stay - go®, "yes - no"--which kjds sing
alongtoandoansingbackmdforthtoetch other. "I Am The Walrus",

a song from the Beatles' Magical Mystery Tour album, is another xy
. class has enjoyed. It's great for movement activities since it con- .
tains a variety of tempos and rhythms, and it evokes imaginative re-
. maeswhenchildmnmukodtowbit out. I had one group of C e
‘ +8ix 2nd-grade boys all crowd into the hole under my desk as they

+ portrayed a scene where, according to their leader, "a giant whale

¢ Swallowed us up!®™ Another group using the same music had portrayed
a trip into space and the meeting of space monsters.

Somsetimes I like to use instrumental music so that tho words
\ don't distract from the actual music. For movement activities I |
like music by Mason Williams, ("Classical Gas"), Panl Mauriat, ("Love , .
i¢ BElue"), and Tijuana Brass, ("Tijusna Taxi"). Soundtrack record- "
ings from movies are also very stimmlating and usually offer a wide
. . variety of music. Symphony music is also good for a change of style; N,
I have found that very few of my students have had me}z exposure to ‘
. ¥ orchestra music. Instrumental mmsic is especially useful for devel- .. =
&  oping good auditory discrimination skills as well as an awareness of ‘
the different woods which music alone can apa.rk, e various feel-
'h ings and .genses which it can stimlate. /
Sensory orarensss is extremely important and usually neglected
in the grades above kindergarten. Children’ must leardi through all . .

their senses, not just through seeing and lis ch get the
most attention dwring the school experience. need feol dif-

ferent textures, to work with different kinds of ces and sa-
terials, especially vith basi.c natural utoriala in the real context
of nature. . ; ,

An activity which I hm' done with my class recently is what ve
called a "materials scavenger hunt". It began by having groups of
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‘3.4 children make a 1ist of a1l the different materials they were

able to find in the room. After about 15 utcs.thogmpacm,
together and we made a master list. )

"The next day I had listed each material separately on a card,
mdewhgmpmgivonaaetofthecards. I asked each group to
sort out the materials and try to put togethor those which they felt
were alike in any way. This was interesting to watch and proved to -
be Just the begimning of an involved discussion.

After this classification, the groups were asked to come to-
gether again. They were all excited, since no group had agreed
upon a way to classify their materials which all members felt satis-
fied with. Some insisted that the materials must be grouped acoord-
ing to how they looked, while otliers argued for the way the material
felt or the way it was used. :

Nesdless to say, this activity is still being worked on and
could easily. lead us into many new areas of study and learning. Sev-
eral of the children have taken similar surveys of their homes and.
others are trying to oollect samples of all the materials they found -
in the classroom. It is my hope that through such activities these
children will gain an appreciation for the differences in materials
mdthatthcywillboahle to applythis lmawlodge to their own lives.

Through the integration of sensory, motor, and logical oxperi-
ences, a child, a8 a person, can begin to appreciate life in an aes-

' thetic sense. Through balancé and symmetry, proportion and rhythm,

J

our expsrience is organized into patterms which work right for us,

which feel right. Our senses are helightened and we experiefice ses-
thetic enjoyment. This applies to all aspects of educatidn: to the
development of social skills and a sense of morality, as mll as to

the gaining of knowledge.

« To help children develop a sensitivity to order and be&ty‘
quality, we must, as teachers, be ourselves involved in assthetify
. experience. If you are personally involved in some form of artist

axpression, you -are bound to be more sensitive to the processes g

ering all aspects of that "mini-world® we require children to live -
in each day. That world must be extended beyond its walls and be

Following this, wonldmcom‘endagoodhardlooiattheut
activities. you are for your students. Ask yourself these

< /
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- - 1. mtdolvgd.arhtobolikeforvstudam? .

2. Do the activities I provide give children a creative part?

3. Is thepe room for indivigual sion in each activity?

4. Do xmy art lessons extend other aress of the currie-

.- ulum or are they isclated?
. 5¢ Ifltb.ay are isolated, do-they have real meaning in them-

selves? . o

6. Do I provide opportunity for further exploration of the
activity on the child's own chosen time? '

As you begin to seriously comsider such questions, the process
of establishing a better assthetic experience for children should fol-
low more easily. The whole idea of "art class® may gradually become
broadensd to more of an "art influence® in all areas of learning. As
- the students begin to.explore the assthetic elements around them, they
will bring art into wore and more aspects of their lives and their

v lives will becoms of a higher quality.

Hematapomtmhumhistoryuhom_mﬂwpmmm of the
‘qmlityor‘lifemtbebomandnnrtnrodinallotmifunyofu
are to have a life with any quality in it at all. Zachary Clements
nmads a statement which sums up my own feelings about the need for an
assthetic emphasis in all areas of education. He said,

The first thing we should teach children about

trees in science class is that a tree is a living

miracle, and ths second thing is that pecple need

trees if peocple are to survive. If a child can

@ name every single cell and function and part of

a tree from memory, but he doesn't respect that .

tree--we are in trouble, »y friends--and we have

failed totally as teachers.
T believe with Flato that education should give thaychild “a concrete
ovareness of the harmony and rhythm of a1l living things® so that in
his own 1ife he shall "partakes of the organic grace and beauty.*
To develop this swareness in children is help them becowme better
persons and to give thsm something tha enrich their living all
thedq:/ottheirlife. ’ ) .

s




MONSTER DICE AND MATHEMATICS:
‘ I &WAY TO APPLY PIAGET

Susan Delziel

Project Change
. . - Staj® University of Kew York at Cortland "y

/ .
The Monster Dice are a thinking material. Iinventodthento

match one piece of information about the development of young children's
thinking: children move from a stage where Zocus on only one vari-
able at a time (Piaget's preoperational period) to a stage where they
can coordinate two and eventually several différent varisbles (Piaget's
concrete operational ;:Xé). This developmesital change became salient
to me during a study of éarly childhood mathematics that posed the ques-
tion: *what thinking s are needed to grasp mathematical notions?* '

\ - 92 - g : 2
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The Development of Deceritering and Coordinaticn

This discussion is guided by Pisget's assertion (1965) that "con-
servation” is a necessary condition for any mathematical understanding.
I want to explore what's underneath: What underlies conservation? Does
the child vho can say, for example, that a quantity of water poured in-
to another cont T is still the same quantity, use certain thinking’
processes that lead inevitably to that conclusion? ' .

N - ~

Two interdependent thinking skills seem to be at the core of co-
servation. The first is "decentering,” which involves the ability to
shift from one aspect of a situation to another. The ability to decen-
ter, in twrn, prepares the child for another key thinking skill, the .
"coordination of variables.® Put another way, first the variables of
/\‘) task are noted, then they are coordinated. -
Decentering sounds like a simple task: shift your attention from
one thing to another so that more than one thing can be held in mind
at once. Remember the old riddle, though, "Which weighs more, a ton
of bricks or a ton of feathers?” Many adults get canght in that rid-
dle by centering on feathers vs. bricks. A shift to the other crite-
rion--ton ve. ton--leads to quite a different conclusion.

It is much the same situation when children are asked to decide’
i? two containers of water have the same amount. At the beginning of
the task, two tall, cy cal containers are filled with equal smounts
of water. Then, the water in one container is poured into a wide, shal-
Jow dish. How do children go about deci whether or not the amount
of water in each container is still the same?

~ The preoperational child will center on perceptual cues--high vs.
_dow level of water.” One looks like more. Centered on the perceptual
information, the pre-operational child is unaware that other criteria

for judgment might exist. He camnot decenter.

. The concrete operational child can decenter. He attends to per-

. ceptual cues, but he doee not get canght there. First of all he ir
mave that other criteria for making a judgment may exist. Secondly,
he can shift his attention to the other criteria. And thirdly, he can
ignore irrelevant criteria. In this case, he is aware that the amounts
of water started out the same; and/or he is smware that nothing was add-
ed or taken mway from either amount. He can shift his attention to
either the beginning of the task, or to what happened in the process
of transforming the appearance of one amount. And he can dscide that
the perceptual information, the difference in appearance, is irrelevant,

" because logic tells him that the smounte must still be the same.

. There is a transitional stage between precperational and concrete
operational reasoning where guccessive centering occurs. First one -
criterion is considered, then another. What is missipg is the ability
to.ignore irrelevant criteria and to hold several centerings in mind‘*
at once. Sometimes perception dominates; sometimes logic dominates.

'
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The child can change his ‘wind without exporiencmg a sense of contr&-

diction. When perceptual evidence is powerful--very tall container
"-¥8, very shallow container--a child in this transitional stage is

likely to be swvayed toward an illogical judgment of inequlity.

Coordinating variables is - extension of decentering. Decen=

., ‘tering achieves a certain mobIlity of thought. Coordinating varia-
bles adds the dimension of complexity of thought. Variables have to .
-be considered aimultaneously and put into some ki.nd of rela.tiomhip.

What variables enter into. the conservation of vater tuk? Height
and width are the prominent characteristics. The height of containers
. Cah vary; the width of containers can vary. Conservation of the liquid -
from a tall, thin container to a shallow, wide container means coordi-

nating the di_fferences in height with the differences in width. Both N
height and width have to be considered simultaneously, and put into a
relationship.

- During the preoperational periocd, a child would focus on the most
- perceptually prominent variable--the height of the water in thes tall,
~ thin container. He might say, "This has more because it's higher.*
He carnot consider more than one variable. During the e?ncrate opera-
tional period, a child would (1) recognize that both height and width .
are variable and (2) focus on the relationship between height and width.
He might say, "Although this one is much higher, it is also ‘skinnier;
the other one is very low but much wider.®

Here, too, there is a transitionsl stage between preoperational
and concrete operational reasoning. This transition period is char- - ‘,
acterized by contradictions. A child in this stage might say, "You
have more because the water goes higher.” Or he might say, "y:\.ne has R
more because the dish is wider.” In fact, the child may maks both #
Judgments on the same occasion. He can recognize that height and
width are variable but he cammot yet put them into a relationship.

He cannot' coordinate, the variables. Plaget (1965) has described thia

transitional process and'its inportanee as follows: .

) If the child makes his judgments on the basis of one
criterion gor another, both of which are variable, then
hevﬂinryhis Judgments. It is because he is puz- -
zled at finding that he arrives at diffe “evalua~
tions depending on which of the two critaria hs stresses,
that he eventually tomes to coordimte then

It is the htter half of Piaget's stateun’c that piqued ny educational
interest. The sense of pustlement during the transitional stage is a -
catalyst for coordination. So the optimum time for usist.’mg the de- ' '
velomment of young children's thinking is during the transitiomal

stage. As an educator, I became excited about creating a sense of °
puzzlement in children through a material dasigned to develop dscen-

tering a.'nd cooni.ination of variables. y .

*
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The Monster Dice '
The original purpose of the Morster Dice was to highlight the

- thinking process of coordinating variables.  But, as my earlier dis-

-~

.cussion indicated, the process of decentering-is a necessary prereg-
_uisite thinking skill. Are they different a}ages in the development

of the same process? Or are they separate but related processes?

Are the stages of dscentering interchangeable with the stages of co- .
ordinating variables?. Or is coordinating variables the final stage *
of decentering! These ire questions I have not yet resolved. .

Monster Dice giv'oéhild.renachmce to practice both thinking **
pProcesses. -Both are important; both deserve attention. While it
is true that the ability to identify and organize several factors
in solving a problem will eventually emerge in the natural course
of intellectual development, ts can help by structuring and elab-

orating the reasoning process 1973). The Monster Dice are .
an attempt to structure and elaborate decentering and coordination .
in young children's thinking. .

) f.
What are the monster dice?. Very simply, they are cubes of wood
painted a different color on each side: red, blue, orange, greem, yel-

. low, black. I might interject here that the cubes are wooden and

painted because I believe in assthetically pleasing materials. Time
and effort went into .making the monster dice chart attractive too.

It is made up of 4 uniformly sized panels of very heavy poster board.
They are attached to one ancther by strips of cloth mystic tape}, Tap-
ing the panels together this way allows the chart to fold : easily.
When displayed the chart takes up the entire length of a Iafge ffﬁle.

Monster Dice Chart: First Three Panels . "




14

% . ‘.,‘
- . . . |

Thetirﬁpmel(goingfronlefttorlght),listatheeolorson. i
the dice (red, blue, orange, green, yellow, black). The second penel ‘
lists perts of the bocw that<correspond to each color (eye, arm, leg, . ‘
head, body, teeth). rd panel lists numbers that, correspond to.
each color (1, 2, 3,4 5, 4). The fourth and last panel will be dis-.
cussed later. The only other equipment nesded to play the nonster dice
game is papertodrawonandcraymstodmwith’

' e start with just two dice and 3 panels. (The fourth po.nol on
the chart is folded back out of-sight.) The purpose of the game is
to draw a monster by using the colors showing at each roll of the dice.
Here!s how it works.

£

¢

A player takes two dice. The dice are rolled, and th'e playar

must decide how to use the colors that are showing. For’ exmple,

player rolls red on one die and orange on the other, he may, refer-

to the chart, choose to let orange have its number meaning (3)
red have its body-part meaning (eye); so chopsing, he would draw ° .
first parts of his monster: 3 eyes. Oxr he could choose to let
have ite number meaning (1) and orange have its body+part meaning -
eg), and draw 1 leg.

FEERES

~~
[

i In other words, the’ player mst choose ong meaning for ba.ch color .- -
' 0 . Ifbychancethesameco‘loroomesuponbothmce ~the‘player r.'.
* mast both things that color stands for. If two rolled,
for example, hisonlychoice is to draw 4 heads. ‘ .
. Usually each plajyer uses his own pair of dice, and has 10 4'0118
to draw his monster. There is no competition involved. ﬁmv varia- .
tions are possible, however. One pair of dice could be used by a
small group of children: each one coulddmhisownmnater, or they
‘ could draw a group monster. Thenumberofrollauaedtooonplete a
monster could be varied to be more or less than i0. i

%




_round eyes, or
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The 4th panel on the chart was added to increase the complexity
of the task. It adds the category of shape to the possible meanings

of each color. The shapes are: sansage, line, rectangle; triangle,

square, and eircle. Each player needs three dice in this instance, .
becauge there are now three characteristics to be coordinated. Con- s
sider these interpretatims of three dice: a player who rolls a red,

a black, and a could draw half.of a triangular eye, or four

of. a sausage-shaped head, or one triangular tooth, B
or one round head, etc. Ycu can see how much more complex it becomes
with three dice! ) . . )

' . -

.
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Iive noticed, however, that a.dding the category of shape makes the

_ drawings less creative. It tends to 1imit the usually rich diver-
sity in site and form.of the rs. I'd like to substitute some-
'thing else for that last category=~perhaps "patterns® like checked,
polka-dots, plaids, and the like Or perha.ps Just "size" words--
tiny, big, enormous, ete. ‘

" What do the Monster Dice do? They give children an enjSyable
task in which decentering and coon:lim.ting variables play an impor-

tmt 1'010- ¥ . » .
\\ .

The child who plays Monster Dice comes to learn that something
may have two or more aspects to pay attentdon to. In this case, the
color of a die has 2 or 3 different meanings to choose rrom Shift- i,
ing from one meaning to another is aﬁform of decentering.

, In the begiming a player may focus on only one meaning at a R
time. But with play--with practice at shifting from one naning to e
another--he becomes better able to hold more than one meaning in mind -
at once. And this process, paying attention to two or more factors :
simltaneously, makes it possible for the child to coordinate varia-

bles,tonhtetheminawaytmt produces a new meaning. 5 ;

A " | 104 ) ““;98-
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In wy view, leaming to ooordinate variables is a major task in
. the development of young children's thinking, Mathematics.is full of
instances where coordination is required. Each type of conservation

) has its owm set of variables. Conservation of length, for example,.

’ requires foordinating begimming and end points. Time, another form
of measurement, requires coordination of speed mid distance. Multi- .. . . .|
ple classification requires recognizing .that something can belong to
more than one class at once (e.gs, "two" can be two but also a sub-
class of "five"). Seriation requires the coordination of the com-
parigons of "greater than" and "less than®: 2 is greater than 1 btut .
less than 3. The conoept of "numberness® requires a simltaneous )
and interdependent evolution of the notions of cafdination and ordi-

. nation. And so on.

”

- ]

threpu'ing the yowng thinker for integrating two or more fac-

. tors a new entity, Monster Dice helpe develop the kind of think-

J ’ i.n;/ processes that children need to grasp basic mathematical opera-
tions. ‘ .

/
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TEACHING SCIENCE.IN THE mmmu. cussmou R ,
" Peg *Hasch -

' Project Change ‘ a
State University of New York at Cortland /
& )
<
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. I believe that (cm.ldren are natural scientists. They M
) . rally curious about and interested-in the world around them. eir N
. actions on that world indicate their desire to know it and make it .
meaningful. Even very young children reveal a whole repertoire of .
behaylors for making sense out of an unknown object: pounding, pull-
ing, chewing, sucking, throwing, weighing, watching, feeling, shaking,
squeezing. When he has exhausted his,owm means of exploration, the
child may turn to his mother or teacher with the query,  "What's this?
What!s it for?" in an effort to. extend his present knowledge. This . -
* is sclence for the young child: a personal investigation, an organ- .
ized exploration of that which is yet to be known. Science "teach-
, ing," then, involves creating the conditions that stimulate this
systematic search for kfiowledge. \ .

I. Ldentirying Good Science: A Look. at Some Classrooma and Too.chers

N A science advisor in ngland! tells a story of his attempts to )
» .~ geta teacher there. to allow science to happen in his room.

This chap told me, "You lviow, I'd like to dd»aoue
» sclence, but my head, he won't allow it." ‘So I | °
took up the matter with the headmaster, who mtod !
M - that he couldn't get this teacher to do Bcience. .
: - I then returned to the teacher and ssid I had | _ o
C talked the head into letting him try a little ) J
e science. *"Well," said /the teacher, "in'order to ‘
f ', do science I believe need quite a bit 4
S .~ equipment, and I'm a bit short of that." So I )
’ volunteered to meet this need and ret: ed with '
: all requested equipment, whereupon the teacher said,
"I don't believe I can do a proper job of teaching
science with so many children.” I offered to work )
with 25 of the children, leaving the. teacher with -
. . a small group of five. .He then proceeded to do a .
’ < demonstration lesson, teaching facts and drawing
conclusions for the children as he would have done

b -

o / *c 1)& thanks to Mr. William Betts, Kesteven College of - .
‘ Education, Stoke Rochford, GFantham, England, for this and other
anecdotes in the chapter. . L
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777 had he worked with the whole class. His venture v
¢ é;'{ ;ﬁ%o science short-lived.
'.!'z)v apaﬁ.wcinthiacomtrymﬁmthemnlotthia
: peoplo don't do scierce. becguse they don't want to do it, and
S thidy, 'twmttodoitatlm}paﬂ];becmethnnisundzrsmd
: gclence is all about. ,

/ ]

.éﬁg '

4
-
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o §, b Hawelennto.rytuehora uythereisnotimto'tuch” science -

becme‘ofstﬁngontuthmdreading grams. How do some teachers
on )nmgoto find the ‘time? : R

r
5 I

i o Dnringavisittozacluao£7md8-yuw-oldsin
o Ithaca, Hew York,” I was taken on a tour of the
mnzpluthaclushadmmtlyuppad Fouxr
boys gave a complste account of the.process, from
the identification of the-trees to the emptying of
the pails. When we retuyrmed, I found the teacher
and several othar children stoking the fire, and
they explained to me how the sngaring-off process
worked. Heatby, two girls wers sitting on the
pavement -sketching and coloring the scens around
the fire. Inaida.tpamtvolxmtearan&uveml
mmelﬂ.ldranmhmgingupmphamdch&rts
they had made oomparing the smount of sap collected
' ; .ﬂththemmtofsympo‘bw.nod» lfuoiher:r/’
'6 children were in the room writing stories--both

- twtmdﬁction—mhtedtotheirnple—cugaﬁngw. Co

— pro:)act

" The point here is obricis{ this teacher made tidé, aotmooa-". ‘

ditions, and encouraged sciemce to happen. The children,-both in
gmnpcmdindividnﬂ]: mtaboutthaircmimesﬁgttimofam
m&ofkmledgethzttherahybocmpersomlhmingﬁltothu
I once visited anothsr classroom, a 3rd grads, where the teacher also
meds time for soﬁ.eneo-thru times a week for 45 minutes uchdn‘.
-~
The childrm were being 'tugh’c’ about the solar -
The teacher had figured out an accurste
* -scale of planet sise anfi distances between the

£ - rvlumsts. “The children, in pairs, wereigiyen dif-

fe .8ise, bells representing. tis and sm,-"
» told cale distance; and asked to° "the
.. "planets® 3Gordingly. When I qnestimod one “¢hild
about his s e modsl, he appsared puszled. I then )
realized his acquaintance with the word *scale’.was
ﬁni’cod 40 his :athor's pmdnoe scalos! . .-

-

v

e

zlmldliketoeqireasqyﬂ:mkstolmwan,cneofthe»
mtoutstuﬂingpu]ycw.dhqodtucheralmeut, for .the rany
experiences and ideas she shared -with me and which found their
way irito this chapter. MK\\} ] PR .
C e » . .
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This kind of "science® géa.nm real investigation, expects right
and wrong answers g a0 pendent upon prior information the child
nay or‘.g,q,mb‘h:ve acquired. .-

I don't want to give the impression that I belisve facts are un-
important. I like to distinguish, however, -between asking a student °
to try to memorize a lot of facts and helping him acquire a healthy T
'y, Tespect for fact, a proper valuing of accurate statement. This kind
+0f respect for accuracy may lead to questioning some statements that -
ize passed off as "facts.” In most secience books, for instancs, the
asbgrtion is made that sun rises in the east, which actually hap-
e ,""""ﬁoﬁym«apu. Likewise, children are tanght the "fast® that
: water boils at 212 E. v is true nly at sea level.

In addition to learming to qualify generalizations, childrem also
to learn to valus accuracy in recording observations. This les-
is best taught by allowing children to "make acts based m
ir own observations and to test one another for{their accuracy.
This encourages respect for the nature of an object or event without
bogging down the child's ‘ouriosity in a mire of meaningless details
that were discovered by somebody else. )

ed

Fss

Teachers reluctant to do science sometimas expraas a lack of

confidenoce in dealing with "scientific stuff": r » magnets, animals,
pulleys, whatever. BHere are thres thoughts about econecern for

teachers to consider: oo

-
1. Would you ever think of saying to your principal
"I'a just no good at teiching reading. I nearly
failed it in school xyself and I've never really
; ' understood blends and digraphs and phonemes?*

2. You don't have to “mow it all® when transmission
of knowledge is no longer the goal of sciencs.
As Verns Rockcastle (1972) has said, "Nature, not
the teacher, is the final anthority.® Children
will discover answers through their owm investiga~
tion and their own observation of the world. If
allowed to "mess about,” to borrow David Horkins!
- . (1970) term, the child will *oross the line betwsen
R ignorance and insight many times before (he) truly
2 3. Finally, the content of scisnce is not terribly
important with young chilfiren. They will choose
areas they are interested in if enoouraged to do ‘
. 80. Barly experiences like collecting bags of air .
N from different places or planting cinnamon drops
mellu gseeds will build a base on which later,
‘s abstract thought about thr:*orld of physics

. ‘ ' or chemistry or biology will What is impor-
o : tant during ths early years is that the r "set
. \ _ .‘the stage" for organized exploration to place.
. o .
\) "1 ’ : ' ‘ 110 l-ﬁ'im-
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uinallupectaofgoododmatim. there are at least three
PR . major questions. are helpful to ask when setting cut to imple-
' »eont something r different: (1) What is the role of the teacher? -
(2) Bow should the clmrocl (time, space, u’c.crl.ala) be organized?
(B)Mmthaimmationbonalumd?

What is r's ?

‘The most important question in undertaking scisnce in the infor-
- - mal classroom is simply, what does the teacher do?! The teacher's
first responsibility in attempting to develop a child-centered pro-
gruistokmwthoneodsmdinummotthechﬂ.dm

£ 3
' A oolleague of mine (Thosias, 197h)mdmmorml
- ‘ inventory with several clusea of 4ih graders in an -
Y attempt to ascertain , 10, and 1i-ysar-olds are
2 most interested in, hinmdautoflchool She
~ idmtified five najor categories in% which virtually
21l the respomses fell.

(1) aninals; !

(2) subjects that are presently popular in societ
such as ESP or astrology;

(3) tapiel which involve mastering a skill like

, weaving, acrobn.tict. or pantomine;

(%) wpects of what 1ife vas like before they wers
born or very long ago (hance a fascination with
old fire mgi.na or baseball history, or the
pioneer days); and

(5) the unknown (things about which children have no
previous ba.ckgrmd knowledge and which hold an
element of danger and excitemnt), for example,

, dinosaurs and cave men, floods volcanoes, or
g how all kinds of things are made

2 With regard to- last category, the tn.cherco-
mented * are often asked to become interested
in things topicsthattboyalrudyhneagrut
knowledge of and then to become wildly excited about
them. Childeredlyinteremdinthemkngg
the new, -the mnfaxiliar.®

. ( }
' DavelopingGoodScimce (k'et.tingtheCctxﬂtiwa ; o
|
w
1
|
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- Working with teachers of different grade lovols. pruchool through
upper elemsntary, has given me the opportunity 'to discuss what they

~7have observed about the needs mdin‘bamm of the children they teach.

Aénd-grade classroom I observed provideeagoodoxuple of what
it means to plan a vmgtmmdtheinterestcatchﬂdm

i1 . e
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The windewsill of the classroom boasted a colorful
array of peat pots and terrariums, all identified
and labeled in the children's own hancwriting. The
two hamsters, rabbit, guinea pig, turtle, and fish °
(and there was still ‘room for the children!) also
bespoke the tsacher's understanding of children's .
natural curiosity about living things. The various
types of clay in the art arpa and the gensrous sup-
ply of food packages and cooking untensils were a
recognition of the 7-8 year-olds' desire tb change
the form and substance of things in their environ-
ment. Two children spent the whole morming rear-
ranging a shell collsotion one of them had brought
-in. The teachsr reaffirmed xy belief that this

was the "age of oollections® as we watched a grouip
mnimatedly trade beseball cards.® : *

Knowing that most 2nd graders like living things, are transformers
at this stage of develomment, and ocollectors at heart, enabled this

teacher to provide materials and time for these interests t6 expand
and develop. ' . . ‘

A second aspect of the teacher's role is to obcarn; listeri; and
question. These are skills that improve with practice, mnd one of the

best ways to become better is simply to start. Particularly god ques-
. erva~ -

tiouamthose‘vhichcnooumechildmtonlmthoirmo

tions (What did observe?), which develop an inquisitive attituds

(What do you might happeh if...?), which help clarify or extend
an idea’ or thought (Could you give me an example?), and which lsad to
further investigation on the child's part (What else could you do?).

The teacher's role ultimately involyes dsveloping attitudes.
This happens in all classrooms, traditional or informsl, but in a
good classroon the teacher is conscicus of ths attitudes she is try-
ing to develop smong the children. Eleanor Duckworth (1973), a.pio-
neer in good science education, has written an article in which she
says that one of the goals of education should be to help children
"have wonderful ideas.” A story I heard recently made clear to me
just what she"meant. -~ . : ‘ ~ :

rand 1 T
When he ironed the residus,-it- tumed as stiff as
a starched collar, and he proudly concluded that
seeds do indeed contajn starch! |

2

A teacher reaction to Davi'd"’i initial inquiry might have been, "Ch,
vhat a foolish idea* or,a»diract *yes® or "no® answer. In

¥ ¢
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any further investigation would have been squelched. Instead, a sup- °

*  portive respmse, *How can we f£ind out?®, led to a truly wonderful
~ 4dea and an ingenicus piece of problem-solving. .

_ In helping children to have *wondarful ideas,” Dackworth sug-
gests that teachers do thres things: [

(1) helptha child to formulate his idea Yy discussing
. - 4t with him, gently movipg the child to refine too-
general statements; \
(2) provide time, space, and appropriate materials so
that ths child can investigate his idea as ch on
his own:as possible; .
’ (3) encourage reflection on the process* and the results
so that the child comes to value his own work and .
to see other possibilities or extensions of his in- :

vestigation. )
Row Should the Classroom be Orgamised? ‘

Setting the conditions which encoprage the having of wonderful
ideas means taking a look at the basic organisation of ths physiesl

space in the classroc, the daily time schedule, and the materials
available for the children to use. .

Physical space is relatively easy to deal with when' scisnce no
longer is relegated to the "science cormer.” .

In my own teaching experience, a very old building
forced us to bs creative. Sinks wers wmheard of in
al}.bnb.meidqda irten classroom; ths windows were
too high for the'children to see out; two out-
an 11legal extension cord that we hid dur- -
inspectims provided electric current;
8 were a luxury item, one per teacher being
;veryhighceilingamdonlyonobullotin Lo,
orb sounds meant resounding echoes even
pered. The tale goes an and on, but ‘
should be clear; the children and I did .
ng wherever and whenever we could find
 Space. ’ "L 2
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spent outdoors. In the begin-
ar each child chose a plot of land for
. At first, most of the childrem worked
their plot, tut after a while each.child
8 oom area to explore it. Depending
the s different interegtu developed. Several
children chose a swampy ares which provided much ma-
terial for study all year round.: Others chose dead,
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ut definitely not deserted, trees wnd stwaps. Still
others pickodlmdinornwavoodadapot. More
time was spent observing, recording, and graphing, .
or in some way showing the similarities and differ-
ences among the plots, than on any other single topic
all yu.p long! X - @

Theon]ytimwemintoaprobluwithapwemin
trying to display all our findings. A little cajoling
of both principal and custodian and that preblem was
solved by teuponrily using the hallwa for ocur ex- .
hibits. A
]
If much of the good wetdar is spent ocutside--where the real world
provides both space and materials--then classroom spatial problems
are minimdzed.

-

. LN
What about the winter months and rainy dsys? Don't igrore the
out-of-doors entirely on those days. Properly clothed, children can
find much to learn on an eroding hillside or under a blanket of snow.
Generally though, the winter season and rainy day=s are spent indoors,
and I found a few dseful hints that prevented many a heada.che

If you can tolerste mess in chmﬁ.ned space but not all over
the room, then define a "wet ares®’ for the children. This is where
they-may pour liquids, or make sand maps, or combine paints, or do
any other activity that requires water, broom, mop, paper towels,
etc. in order to clea.n up. And have those tools right there, handy.

Teachsrs who are fortunate enough to have isink in the room,
already have.a "wet area” established. My water supply had to be
fotched from down the hall, so my "wet area" was near the door.
There's no sense hauling a dripping bucket of water across a rug,
or reafling comer, or game area when a little forethought cmcerning

. spatial a.rrmgeunt would prevent that problen.

Hhanspeci.almterhlsmtobeprovidodfrthochildrm. -
whether for clean-up or experiments, it is inportant that they be
readily avajlable =0 that the children can get to them without the
teacher's assistance. Equipment that is neatly stbred and well-
labeled has a far better chance of finding its way back again than
materials which are stuffed on a shelf helter-skelter. Storsge and -
retrieval systems need careful attention in the design of space.

. Time

How important is time? I believe David Hawkins (1970) says it

Bchy Rambusch, former President of the American Montessori
Society, shared this 1du during a-visit to Project Chmge in September,
1972. L. , p
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bestvhenhe talks about three|stages in learning about something.
They are, in sequence: (1) the \mepsing about.phase, (2) the multiply
programmed phase, and (3) the ry/discussion phase.

The first and oritical "messing sbout” stage often takes the
longest and yet, sad to say, is |foreshortensd or eliminated entirely
in wuch classroom learning. It is during this iniftial contact be-
tween the child and materials, t an essential foundation of fa-
miliarity-is tnild. In a atmosphere, the child is able to
test and observe his own actions jand the reactions he causes, a
process which helps to develop experimental, “what-happens-when"
attitude, which is the basis of good problem solving.

A student teacher I observed went to great lengths to
provide for this *messing|about® time as he intro-
duced a unit on sinking floating to ist-graders.
The children had not had a water table in the room

, yet, so George plarmed to let thea just play.for a

nowhere with his
*lesson,” he began simply chat with the children
about what they .were doing.| He later told me that
a few days after my visit, childgen, had on
their own, grouped together|all the things that "go
down" and all the things that "stay on the top!"
Another wonderful idea. .

There does come a time in which teacher guidance and discipline
are more directed in order to permit variance without chaos. Hmuiins
calls this stage the 'mltiply progru-nd stage,” which simply means
that the teacher must beiready to meet individual needs by providing
materials which allow children tp pursue their own course of learn-
ing rather than something the teacher had in mind. In the case of our
plot of-land study, be e plots varied so greatly in plant, animal,
and soil content and becspse certain children were more interested in
some aspects than others,ithe extensions of their learning also dif-
fered. The children who chosen the swampy area set up a miniature

*swanp” in the clusmon! They studied the life cycle of pond animals,

and the whole nicmaeopic} world fascinated them. On the other hand,
some of the children who those the wooded plots became intrigued with
the variety of birds' noata they discovered and extended this interest
into a study of migrating habits of birds and incubation of duck eggs.
The teacher's role is to bo prepuu?. for this diversity and encourage
it, - ;
F‘ina.lly a third stage, what
essential for critical thought. riences become meaningful when
we reflect on them. Providing oppo ties in which children have

to justify their ideas is one way off fostering oritical thought. As

s calls the theory p&e, is

‘e
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evaluate what they have done and revise or maintain their position
-after looking at all the‘data. I remember being told that instead
of glving tests, a far better wiy to assess what has been learned
is to have a group discussion with each person having to explain or
defend his experiment, or problem, or area of lesarning to the rest
of the group. Class mestings would be one way of providing oppor-
tunities for this kind of critical thinking. ‘

- Time to explore, investigate, and evaluate is of crucial impor-
tance especially in the informal classroom. Forty-five minute units
say ‘to- the children, "I lnow what you're doing is important t6 you,

- but now let's get on with more important things.® Upon visiting an
American ‘elementary classroom and reading over some of the children's
writing, a British headwester commented, "This says to me '20 minutes!;
this one looks like 35." All that we know about the child's mind tells
us that children think in wholes and see their world that way, not as
a series. of subjects or blocks of times. A commitment to allowing chil-
dren time to learn is admittedly a large cosmitment to make, given the
pressures of math and reading programs. But unless socme provision.is
asde to allow opportunities for wnhurried messing about, intensive .
investigation, sndscritical evaluation, tlen we can't really expectii
mach meaningful learning to take place. - - :"\

Materials

‘Classroom organization for an informal sciende pro also re-
quires some decisions about materials. The idacher has ths job of '
seeing that the classroom is well equipped to provide many practical
experiences. . y ‘ .

Although science should not be "contained" in ons comer of the
room, having a science display in a particular place invites the chil-
dren to handle it and jnspires questions and ideas that may be further
investigated later on.” For example, a simple pendulum in a frame
that is set upon a table just calls out to be swung. r & while,
interest may spread to comparing two pendula having different weights .
or different-length strings. Or perhaps some child may use it to try
to hit a target, say, a plastic squeezé bottle. °

The display will

suffice, however, all by itself. It is ime
portant that at some

the teacher move' among the children, listen.
cuss with them the materials they are examining.

one else who values them,~their thoughts begin to crystallise. New
© meanings are gained from the reactions of the listener. Questions
‘ariseth‘a:tléadtomthorinquizy.

" %7 would like to recomend an excellent publication entitled

Science in the Open Classroom, part of a series sponsored by Iillian
Weber!s Workshop Center for Open Education in New York. -
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Task cards with simple ideas or directions on them may be left %
near the display, not to take the place of traditional worksheets, _ -
but to serve as idesa-starters, should the teacher be preoccupied or
a child unsure of just how to begin his investigation. Once children
become adept at using displays (which may take a long time), task T
cards need not be used. When that level of competenoce and imagina~
tion 18 achieved, students can set up displays of their own to chal-
lenge classmates and possibly the teacher!

Tt is also important to provide many and varied raw materials.
The more materials on hand that the children can f£ind at home, the
greater the possibility of reinforcement in after-school a.ctivi?r.\
Having such a stock available also enpourages the;children to e
their own apparatus. Much that is lsamed in an axperience is dis-
‘covered in the process of msking the equipwment.

Several classrooms I visited had a weather corner of sorts, .
complete with commercial thermometer, anemometer, weather vane, or
barometer. In one such room, the children took turms, alphabetically,.
‘reading the instruments and recording the data each day. This does
serve a purpose--it provides opportunity for children to read weather
instruments. But I would venture a guess that much more would have
been discovered if a few of those children had made the instruments
and those interested in observing the changes in the weather kept
the records. Not'all children should have to do everything; in
dealing with adults we respect that right of individuality, yet we
violate it frequently with youth.

Raw materials also lend themselves to open-ended learning situa- -
tions. Egg cartons_can beoome wind-gauge cups or paint pallets; .
strars make wonderful structures as well as “air pipes® when cut at
different lengths. It is good, however, to have some well-éonstruc-
ted commercial equipment in the classroom such as a good microscope,

a finely calibrated scale, and an inexpensive but accurate compass.

These materials, if properly cared for, provide many refined experi- -
ences that home-made apparatus just can't match. In many cases a :
balance made by a teacher, parent, or child is just wiat’ is needed

to do a job much as ¢ weights, but vhen more detailed knowl-

edge is eventually desired, %131 a good commercial scale becomds '
necessary. . .

.- * \

An odd thing often occurs with c¢hildren in the process of lesrn-

ing, something that is not usually’ true-with adults. Once they mas-
ter a skill, practic¥igpit over aid over again, or make a’'plece of N
equipment, they often do not use it to the end for which it was ini-
tially intended. U | )

One teacher told 5‘: a rug the children were braiding

in her class for a pioneer project. Once they learned
- the skill of braiding the rug yamm (a good raw mate-

rial), they wanted nothing but to be left alone to do

this. When the last piece of yarn was used and they

e
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had measured the braid (finding it to be about
200 yards, or 600 feet, or.7200 inches!) interest
‘dropped completely and the rug was never put to-
goether! The teacher wisely accepted this, secure .
in her knowledge of the learning that had taken

Place. .

o L .

Thefe is no set 1ist of indispensable materials to have on hand
in a classroom. Many of ths things will be there either because the
teachsr or one of the children was interested in them at some tiwme.
This is why it is important for a teacher to develop many of her owm
interests and to share them with the children.: When children see the
. teacher involved in her owm personal investigation, they too may be-

come interested. : '

1 have provided a 1ist of materials in Appendix I which I have
found helpful for children as they investigate their ideas both for-
mally and informally. Some of the materials will need to be purchased,
borrowed, or uséd on a shared besis with another teacher, tut many of

the items are "trash treasures” that are usmally thromn sway. A letter ’

to parents is often all it takes to obtain many of the materials on

this lilt. ' 7 /
Record-Keeping, Evaluation, and Planning ) o

[}

) Given an atundance of materials, a program based on knowledge of

children's needs and interests, and a classroom orgsnization which in-
vites choice:-and investigation, how does a teacher in a typical Amer-
ican school keep track, of it all? How does she-plan for this diver- (
sity? How can she be sure that "leaming” is going on?

Record-keeping and evaluation are indispensible. - Records (see
Dalsiel, 1972) show what has been accomplished; evaluation indicates

!

how well it vas done.

- A teather who encourages varied paths of learning, mist not only
assess what’ the childrens' needs and interests are, but also plan how
to incorporate them into a program given certain restrictions such as
basal readers. The curriculum tree is designed to do just that. By
exploring the many possibilities of a topic even before it is pre-
sented to the children, the teacher can stimulate, not merely permit,
divergity. In addition to serving as a planning tool for mate
and for possible extensions of activities, the curriculum tree can
also be used as a record of what actually happened when the plamned
experience was carried out. Parents and administrators have little
difficulty kmowing what is happening in a classroom where "trees" o
represent. both plans and accomplishments. A curriculum tree for na-
ture study might look like Migure 1. - T e

How ddes the teacher assess the quality of the learning or de-‘
velopment that is taking place? Traditional tests indicate a mastery
of factual content, but most educators accept that as indicative of
only one aspect of learning. y ! ./ '

14
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projects tangibly and objectively. A book written about the ter-
" rarium Kathy is making

- about why it is being used, what he or she hopes to a.cco-pliah vith

-4s for developing thinking. ‘It naturally furnishes children with

.either verbally or mentally, and then oburvea what happens when he

"a large wooden btlock), for example, he may be forced to reorganis

'broadenhuthinldngstin

+  Because leamming ie personal, diffomt for each child, the
aprropriateness of a particular type of evaluation depends on the
student and_the activity involved. Often a simple one-to-one ocon-
versation will indicate what a child is thinking. How involved the
child becomes in a project or activity, the time he spends on it, -
the interest and enthusiasm with which he returns after a break,
tell an important tale about how the child is learning. These be-
haviors should be documented, in writing, as soon as possible after

they are observed. '
Childrens' work is m&nllent way to represent their science (

s to record not only what she does but .
how she feels about her work. A drawing or painting of the fish-

less aquarium tht Jeff so carefully set wp captures in detail his

conception of the irhabitants of the pond-water world. Displaying

childrens® 'work-in-ax assthetically pleasing manner also gives them

a feeling df importance in addition to providing the kind of cnlu-

ation that speaks eloquently for itself.

Whatever tecimique is used in evaluation, whatever method is
employed inisetting up a good science program, it is fruitless with-
out "serious, sustained, and systematic thought® on the part of the
teacher. As Charles Silberman (1973) wrote in the Opep Clagsreom

Reader, "No technique should be wsed unless a teacher has thought

1%, and how it will affect the children in question.® Co
Science, perhaps mors than any other aspect of the ourriculun. \\

*wlat-happens-when" situations. -As a child explorga, for example, .

the objects set ony for sinking and floating, he makes predictions,

puts lo-ething in the water. . /

This pndictioh-tuting results in/ what Constance Xamii (1972) .
calls "physical knowledge"--that which a person grasps by observing -
hawplvlioalobjemmwmwtionlonthu - It is a .date~ R
gathering procéss. This step, like Hawkina' *messihg about,* is
essential for children to discover regularities or pcttornl ot be=- . ;-
havior, such as "'corlts always (1) float in water. " , o

Science alsc provides ‘opporhmitias for children to explx:m vhy
something happens, to form theories to interpret the data they have
gathered. Atthispo:lntchﬂdnnmmquirodtodoamatdcﬂof/
"advanced” thinking which involves what Kamii calls "logioal-mathe- ° ‘
matical knowledge.” This requires problem~solving behavior: an or- / .
ganisation and application of the available information. As a child _
tests the variable of weight (e.g., a paper clip) against size (e.g., ‘

his thinking sbout what sinks and what floats. As he exchanges
and compares results with his ends or teaohsr. he can roﬁna
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Teachers can turr cortfidently to the mach-neglected ares of cur-
Moulun called science for a way to achieve what John Elackie (1971)
wisely defined as the goal of good education: - "to use the natwral

W

curiosity. of ‘help them discover how full of interest the
" world 4s and to to learn how to look at it, what questiond to
N ssk sbout it, how and where to find the answers. 'That is what being
i oducated is.* . '
&
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- Appendix I , ‘
v/, B The following is a list of materials I have.found helpful in a science
progran: . ‘ )
. animals (I have found that guinea measuring cups and spoons |
pigs are great--clean, 1iké" 'uamring tape (letric Alno!) .
to be held, and reproduce just .
< 7 often enongh; hamsters and ger- . ; : ‘
bilamnightaninlsandmt nails, ‘pins and tacks . .
__mach "fm* in a churoom.) . .mts and Jbolts ' , ]
AT tany 2300 dare ‘ objectl to sort and balance .
- balances and acaloa ' . :
o ' ‘balloons : pa.tls and lpunga
mn”’ buldbs md sockets pmsaw pie, dishpans,
o .
broom handles (1" dowels are too paper tmlsm
expensive) - pegboard and masonite
. d pendulunms
candles - 4, plaster of parls )
cardboard . . plastic bags and sheets B
charcoal ) : pliers : N ‘
o chemicals (oil, yinegar, sugar, potting soil *
splt, baking: q oda) prism
clocks and timers . - pulleys.

ooffeewans and medsures . i ,
colored filters (theateér gells or . rocks -

colored transparencies) ‘ rubber bands
. COMDRSS ruler
corks , .
W ' ‘ sand oy .
egg cartons : : sand paper g . ‘ky
flashlight gseeds 7 _
<? food coloring . sieyes” .
e furmels (top % of itell-c]amed .h:%!mg : -
oo clorax bottle is good) . soil" ,
s . ’ straws
globe - string
gravel , BT )
Co gyroscope or top ' thermomster -
, thread .
- hasmer toothpicks: L
hot plite . * toys (masical, mechanical) -
e tuning fox"k f\) _
Jars (gallon, quart, pint with ’
1ide--plastic and gha!) washers (rnbber, metal)
. water (tap, ocean, pond)
nagnets _ « wire (copper, plastic-coated)
magnifying glass ° + wood scraps
maps (local, state, camtry)
) mtc}nl i ( yardstick
I 122 - 16~ P e
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L SHALL ‘TEACHERS. HAVE A ROLE IN AR

L .- DETERMINING EDUCATIONAL POLICY? -
Albert Shanker

” rd
" New York State Un&edjemherq

L .

The questions of teachers! role in educational policy-making
would not have been raised in 1960 or in 1950 or 1940 or 1930." It-
is being raised now because for the first time in the history of our
public schools, collective bargaining is a way of operating, strength-
ened by teacher organizations and by the ability and willingness of
teachers to enter into written contracts and, if necessary, to strike.

The fact that teachers are workers has beén recognized within
our democracy. They are workers in the sense that they have an em-
ployer, the the right to sit down and negotiate their salaries
and their working conditions. Teachers bhave this right, as do other
exployses, as a matter of democratic public poligy. s

In a democracy we also believe that policy stions, questions’
of how our public institutions should be rum, defined ‘essentially
by officials elected through democratic proce s, It is the mayor
and the city council, the board of aldermen, the d trustees
of a college or a university or an elected or appointed board of ed-
ucation that are empowered by the peopls to make decisions as to what
the shape of public institutions is to be. .

. Here is where the conflict comes in. On the one hand we say
that it's the board of education,“the elected or appointed board that
has the right to make decisions. In a democracy, through some process,
they are selected to do that. At the very same time we eay that in a
demoératic society the people who work in a school or college have the
right to sit down and on th® besis of equality work out an agreement

. with those elected officials as to what things should be like in that

institution. The question therefore arises: who is it that determines
the policies of a school.system? Is it the government or is it the
union or association of employees in negotiation with their employers?
We have here a conflict between two elements in dsmocratic theory..
One of them says that elected officials run the institution, and the
other says the employees have’a right to sit down to make certain de-
terminations on an equal-to-equal basis.

~  When teachsrs have sat down with their employers, what in fact
have they bargained for? To what extent have negotiated jtams been
merely matters of salary and working conditions and to what extent
have they affected the direction which the schools should take? The
distinction here is between educational policy on the ome hand and

(3 -
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salaries and working conditions on the other. Salaries and working
condifions include hours, teaching loads, vacations, things of that
sort, whereas educational policy includes all those things which es-
sentially dictate either particular methods of educating or the aims
of education. Policy determines, for example, whether a child is
going to leave school knowing two Jlanguages or knowing how to drive
a car; whether the school will;stress values and thought processés
or mastery of certain subjects. These are policy areas.

When we look at what teachers have actuslly negotiated, we find
areas that clearly are not matters of policy. They have to do with
the salaries the teachers get, their welfare benefits, their health
plans, their pension funds, and the number of days and hours they
work. These constitute the hard core of what throughout ocur entire
.soclety are considsred salaries and working conditioms. . But there -
are other issues-which can be viewed as both a matter of working con-
ditions and a matter of educational policy. These constitute an area
of great conflict between teachers and school boards.

The issue of class size is one such area of conflict. Teachers

. vant a 1imit on class size. The teacher argues that reducing class

size 12 an improvement of working conditions. When you have 40 stu-

in a class, the noise level is greater, the number of attendance
x'sfto mark in the book ig greater, the number of posteards to send
home to absentees is greater, the number of papers to-mark is greater.
In terms of energy expended, in terms of nervousness, in terms of all
sorts of physical measures, there is no question that a person. has to
work harder if he has 40 students than if he has 30. Therefors, the
teacher demands smaller class size. This can be viewed as similar to
what factory workers demand when they .ask thit the assembly line be
‘slowed down or when they ask that their production quota for a given
period of time be redunced.

But the board of education or {fm superintendent in tum says
. that the question of the optimum class sire is not a matter for teach-
ers negotiate because the administration is trying to have a school
system where each class is the optimum size. "We've got to be able to
make these .decisions,” they say. "In order to be able to create a
class of eight children who are very disturbed, we have to have a class
of 42 children who can work well with each other. You must consider the
economic realities of the situation. In putting an upper limit on class

44;1;:9' you are telling us that we cannot have special facilities for

se students who need them. The only way we can create such facili-
ties is to have ﬂexibilqity in the way we organize our classes.®

A real conflict exists. There's no question that class size is
a working condition. When you must teach 40 or even 31 children, it
is more difficult than 30. There is also no question that there are
policy oonsiderations involved in class size, and the board believes .
that it has been elected by the people to determine educational policy.

You have precisely the same kind of conflict when teachsrs demand

Ve
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preparation periods or free periods. For a teacher to be locked in

Y a room with a group of students from 8:40 in the morning tp' 3:00, in
the afternoon except for the lunch period is almost hunanly\ impossi-
btle. Teachers very much want to get out for periocds of time. They
need some kind of relaxation, some opportunity to unwind. Y\et the
typical factory model of a school, requiring the teacher to control
large numbers of students, mandates a form of organization that does
not allow teachers the breaks they need. - \

: \
Superintendents- and boards of education reply that teachen de-
mands for free time would dstermine educaticnal policy.: "The only
way Wwe can have you leave a group of children for that period of\time
is to send in another teacher,” they say. *Those children cammot, be
unsupervised. When we send in another teacher, we are introducing a
type of departmentalization at the earlier grades in the elementary .
school. The research that we believe in shows that this creates con-
fusion in the mMinds of children. It is easiepr for them to relate tp
one person.” - i - ‘
The board has other objections as well. It feels that the pub-
lic really dossn't want teachers to have free periods; they feel
teachers don't work anyway. They have a short day and a short year.
They really just stand in front of children and talk. Why should
they get more free time? The only way to justify this preparation
~ “time would be to tell the public that children will have a special
reading improvement teacher, a special msic teacher, and a special
math teacher. Each day when the regular teacher gets relieved, a
specialist comes in to work with the children. Now that specialist
”  goes to a different room each period to relieve another teacher.
That specialist sees 30 different children each period and probably
sees anywhere from 200 to 400 children a week. The problem is that
this person cannot possibly learn the names of those children, and ™
get to know them even if that teacher is more compstent in a partic- |
* ular subject than the regular teacher. The fact that the specialist
teacher can't have a relationship in that sort of# traveling program
may very well offset the advantages of his or her rtise. - ,

i

* So, again, there is a real conflict. A person needs to get out °
of the classroom for 30 or 40 or 45 minutes just to unwind. Teachers
-t carmot teach as well if thgy must teach non-stop. On the other hand, -
’ the board of education igdeertainly correct in saying that these aré
policy matters. The relief period is not just a relief period btut
_ dictates a form of organization to the school. . =

| / .
We have the same problem with respect to teachars of” /
non-teaching chores, Winning teachers this kind of relief is one of
the substantive gains that has been achieved through collective bar-
gaining. Teachdrs want to eat their lunch during the lunch period
and not supervise students. During the first strike in New York City,
v one of the signs in the picket line 8aid, *Teachers demand the right
to eat.® That meant they wanted the same right that any worker in a |
factory had. They wanted to be able to sit down by themselves or with

-
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their collesgues and enjoy their lunch. They 't vant to have to
stand in a lunchroom or in a schoo JVhile the kids are throwing
snowballs at each other and at the same time try to mumnch on a sand-
wich. The Board of Bducation said giving teachers lunch time with-

out responsibilities dstermines educational prastice, because when

you take :teachers out of lunchroom supervision you have to put some-
body else 'in, namely, school aides. School aides may not have the -

g

' professional training to be able to deal with children« The New York

City Board of Education has stated that it's only since teachers were
relieved of lunchroom duty that we've had riots in student cafeterias,

because the aides do not have the same relationship to children that
their teachers do.

Teachers have also asked 10 be relieved of the duty of policing
the halls while students are changing classes.’ The school board re-
torted with the statement that you are inviting violence if teach-
ers are not there. When there are no teachers policing in ths ’
anyone can come into the schools. Pupils can be. molested and mugged.
Teachers who decide not to engage in any of these non-teaching chores

" are actually removing themselves from a relationship with students
while the students are walking through the hills or eating in the caf- .

eteria. Their actions in making their job easier are creating
an atmosphere of lawlessness and violence. .

Another point of conflict is whether teachers shall be required
to mark standardized tests. In our union contracts with New York City,
teachers have been relieved of this respomsibility.’ The Board is not
happy with this situation, claiming teachers should mark these tests
since by so doing they will be able to discover certain things about
their own teaching by comparing the performance of their class with
that of other classes.

Still another difficult question is the disruptive child. Teach-
ers sometimes have one, two or three students in their class who jump
and yell and throw things and beat-up the students next to them. We
know that this behavior is prompted by many different reasons. It

. might be-a funotion of the teacher's personality, or.the way the class

is organized. Or a child might be so far behind in a given subject
that he feels hopeless in being compelled to do the impossible. A1l

s

sorts of reasons can cause children to be disturbed. But vhatever the

source of the disturbance, the fact remains that teachers need certain
conditions to’‘be able to do their job, which is to teach. One of those
conditions is the removal of those students who oconsistently are unable
to ablide by the kinds of es and regulations that are l\aeesury when
your classes are large and can't have individualirzed ‘instruction.

Whather-a student ‘remains in a school, howsver, often becomes a
matter of raclal confrontation. Especially in large cities, the re- -
moval of disturbed students tends to be seen as the removal of minority
group children from ths classroom by middle-class white teachers. It
then becomes a question on the teacher's side of survival in the class-
room, and on the minority group's side of discrimination and unfair

~
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treatient of their children. The issue can become not Just one of

edncz;ioml policy, but one of violent confromtation within the com-

N .

v
Y
'

Lst us turn for a moment to another issus that is an area of
even greater conflict between teachers and school boards: the mean-
ing of professionalism. How is the word "professionalisn® used in '

»  teaching and in the field of education? George Orwell's book 1984
describes a world divided into a number of totalitarian societies.

In each of these societies, political control is maintain the
development of a special language and thought proocess. This language
and thought process, ix.mnlcatod'at & very oarly& takes each con-
cept and identifies it with its very opposite. you think'of one .
thing, you immediately associate it with its opposite. War is peace; s
freedom is. slavery. This way effective political thought is frus-
trated. Similarly, if you are a teacher in a school and you get up
at a faculty conference and criticize the principal or the school
board or someone else who is in anthority, then you are said {o be
unprofessional. The word "professional” is used as a punishment by
people within the authority structure against the teachers in the'
school system. It means "don't rock the boat,” "dm't criticize,”
"kesp your mouth shut.* Don't be nanghty, don't do anything imrong.
Mo 2 '

A professional, as the term is ordinarily used, is an expert
who by virtue of his expertise has a very high dégree of decision-
making power regarding his work. A professional is a person who is
regarded as so competent that he doesn't need' supervision. For in-
stance, a surgeon doing surgery would x;z;sr have the hospital board
chairman or chief administrator instru g him about how to operate. (
The chief administrator knows how to conduct the other operations of N
the hospital such as deployment of rooms, equipment, and non-medical
persormel, and the surgeon could not work without the professional
skill of the chiéf administrator. But the chief administrator has
no suthority over the surgeon except in non-professional matters.

f"\'}

This condition, however, does not hold true in school systems. J .
Principals, supefintendents, and school boards do have authority over
teachers-~even those teachers who are most expert in their particular
field. A classic exampls is the case of Mr. James Worley. Over a
decade ago, James Worley.was a teacher at the Fox Lane School in
. . Mownt Kisco, New York. He had been there for many years. His file
‘. was filled with all sorts of commendations. Then one year, they got |
. . anew principal. Before school opdned he had a conference during
which he told his ‘teachers that his door was always open. Then he
{ endsd his talk by saying that one of the great hallmarks of profes-
sionalism was the willingness of the professional to sacrifice for
his clients and to show dedication. - "Since I want to show this com-
¢ munity snd the world that we have the most professional and the most -
dedicated teachers in the whole country,” he.sald, "I am telling all
of you to go homs over this weekend and to prepars a detailed lesson-
by-lesson plan for the entire year. That will show dedication and

ku,cr}.fzi.ce. " . . . . \ i /
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Over the weekend, all the teachers, because they were profession-
als, went in to see the principal with their plans. Mr. Worley also
went into the principal's office and said, "lLook, I'm not a hypocrite.
I'm willing to work hard. I'1l give you daily plans, and weekly plans.
I'11 do some plans in detail for the next two or threé or four weeks.
I'm willing toswrite an essay on where I intend to go in terms of my
work during course of the year--the problems that I think 1'11
encounter, the professional periodicals I'm going to read, and the
people I'm going to talk to to try to overcome obstacle arise,
I'm willing to do anything to teach well, andﬁ su these mate-
rials to you. But I am not going to do some ¢ which everyone

~ knows would be phony and would be wrong. If I really told you this

Monday morning what I'm going to' be doing nine months from now at a
particular hour in the morning, ‘it would show that I'm incompetent.
Because all of the knowledge that we have within our occupation shows
that this would be the wrong to do things.” ) .

What happened? Mr. Worley was fired. -

~

" ' Why is a professionsl fired? A prores'siom‘.l is an expert, and
an expert is a person who has competence in a particular field. XNo
one sajd that Mr. Worley was incompetent. He was fired for insubor~ -

. dination, not for incompetence. Now, insubordinatién is not a pro-

fessional concept; it is a military concept. When you are in the
army and you are a private and the sergeant says "Run that way and
shoot,” it is none of your business to question the sergeant's abil-
ity. It is strictly an authority relationship. If the sergeant
doesn't know his stuff, somebody else<has to take care of it. But
You are not to question it, it is not a professional relationship;
it is one of military thy. LA

What we have within school systems is an authority relationship
which is essentially military. Any principal can order any teacher
to do something professionally even if the principal lacks knowledge
in that field, and even if the teacher in the classroom is the world's

leading expert. Under the laws of the State of New York and theother.
49 states, a teacher who refuses to carry out the order of the princi-

pal can be fired, even when the order is against the teacher's highest
professional judgment.  In other fields professional expertise has been
so established that this conflict does not seem to exist. In a city-
operated hospital, for example, it is wunlikely that.some political fig-
ure would order a doctor to practice medicine in a way which was con-
trary to the judgment of that doctor. In the field of education, this
respect for the expertise of the professional does not exist. '

One reason is that no one really considers teaching a profession
at this time, no one really believes that we azy teachers operate from
a fairly solid body of knowledge in the same sénse that other profes-
sionals do. The feeling is that we operate mainly on the basis of
opinion, and our omn teaching styles. The educational research of
the last decads’shows that we don't know what we're doing. Every
method that has been tried doesn't seem to work any better than any
Other “tmdo ’ ’ .
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The teachers in a partiocular. district read all this research
that said that we really don't know anything about what makes some
children learn and other children not learn. They ran into the prin-
cipal's office. They said "Hurrah! Research has shown that all of

"us are ignorant. Since all of us are ignorant, what gives you the

right as the principsl to come in to tell us what to do when you're

just as ignorant as we are?” The teachers thought that was a great

day. But the next day the parents walked into the teachers' room :
and said, "Why shouldn't we tell you what to do? Since we are all .
ignorant, we, as parents, wight as well tell you what to do and have S
ocur own wishes satisfied.” Wwhat was elation on one day became a rath-

er frightening thing on the following day when the teachers realized:

that the lack of substantial knowledge about teaching methodology un-

dermined the teacher-parent relationship as well. A profession can~ °

not abandon its responsibility to have real expertise.

The authority relationship in American public schools is even
wore irrational when you consider how people get to be adwinistra-
tors within our school systems. Across the United States of America .
a disproportionate number of superintendents and principals are for--

‘mer football and baseball coaches whose teams did not make it for a-
" few Years. Everyone thought that it would be terrible if the athlet-

ics program suffered for another few years. So the unsuccessful coach
was promoted to superintendent of schools or principal in order to make:
room for a successful coach. That unsuccessful coach is then able to
walk into the early childhood ¢lass or the French class or the math
class anid observe teachers and tell them what their methods should be
and whether they're good teachers or not. -

Now that teachers are gaininig power they are not willing to ac-
cept this irrational] purely authoritarian relationship. More and
more teachers are saying that thpy insist on the right to sit at the
negotiating table. Even if it compels you to make certain changes
in the structure of the school, they are saying, we have a right to

negotiate our working conditions. More mors there are very lengthy
strikes. In New York City\in 1968 the ! strike lasted from
S r 9 to November 19-%37 school days. - )

The easiest issue to settle in most of tlese cases 38 how much

"money the teacher’should get, but the other issues I've mentioned are
. what teachers and school boards really fight about. School boards and

public officials say that teachers, through their organizations and -
the collective bargaining process, will usurp almost totally the gov-
ermment funotions of setting educational policy. This clainm is dead
wrong and it.can be proven wrong. There are, certainly, gray areas,
such as class size and prepsration periods and non-teaching chores,

. wiich do impinge on educational policy. DBut on most matters of edu-
" cational policy teachers will have no impact | their orgmiza-

tigm as teachers.

.+ What gre the major areas of edutational policy? They concern
issues like which textbooks are used, what teaching methods are em-

. Ployed, how children are to be grouped, how they are to be evalusted,

"'Q‘-&
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what they are to be taught, Teachers do not determine these types

of educational policy as a group siwply becanse teachers are divided
on these issues. They can be successful in accomplishing their ob-
Jectives only in those -areas whera there is near unanimity of opinion.

Only in the areas of salary a rking conditions . does this unanimity
exist. Statements by school Yoards, legislators, politicians, and su-

RV perintendents that teachers as a group are determining broad educa~
.7 tional policy simply because they are now organized and have power are
. simply not true. : ‘ ‘

i1f, however, the general public continues fo blame teachers for
poor results in the education of their children, then teachers will
demand contiol over educationkl processes. The people who on the one
hand say that teachers should not be involved in meking educational
) decisions, and say in the very next breath that teachers are responsi-
‘ ble for the ‘failures of schooYs, are rumning in opposite directions
at the same $ime. You cammot hold anyone responsihle for conditions
over which they have no power and no control. The politicisns and
. the school board are going to have to go one way or the other. . re
. either going to have to say *You're nothing but a bunch of ¢
. workers. Do what you're told and we the responsibility for any-
. thing that goes wrong.” Or they're gofig to have to say "It's your
» . responsibility. Youdowhatyoumtmgthenweuinholdyo‘uro-
: sponsible for what doesn't work.” This is a major question which
needs resolving if we are to clarify the issue of who shall determine
the policies of the school. ‘ |

Now, I think that there's another underlying issue that needs at-
tention: Why are teachers and our educational institutions'in general
held in such low esteem? In part, I think, it is because of the very.
success of the achools. The fact that so many people have become- ed-
ucated, the fact that so many people have been able to go to college,
means that there are many more educated people who can now look down
upon teachers. It is the very success of educational institutions
which has brought them relatively lower status within our society.

Some of the public disdain for schools is a response to the way
the schools are controlled politically. School boards and school su-
perintendents engage in a constant series of phony changes and phony
innovations'in opder to prove to the public that they are trying harder

- and doing new things. Every three or four ysars the school superin-
g " tendent is fired. ;The district then hires a fired superintendent from
! another district. We have a game of educational masical chairs, where
educational programs are moved around from district to, district with
only slight changes. o

. , Most educational experiments are doomed to succésd. School ad-
' ministrators never acknowledge failure. Every experiment efigaged in
is a proven success. School boards proclaim it's a success becanse

they've got to get re-elected. The teachers proclaim it is a suocess

becanse they don't want to be blamed for failure. We have to fight

all of these phony gimmicks: innovation for the sake of public rela-
Ytions, performance contracts which guarantee the magic cure which no
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one has, vouchers which say that the public sch ols should become a )
kind of a supsrmarket system where if you don't like one cereal, you .
#o to the next brand. We teachers have to beoc 3 a very, strong force

.+ for honest and real educational research. -The: s must be's compendiun

" of what works and what does not work., There m st be an opportunity
for people to be recognized and praised for ad itting failure. !

Teachers will have the opporturiity to hel. determine educational.
policy but not-at _the bargaining table. :They rill!have a voice through .

. the development of a national teacher movemen' , a movement of three and
one-half million teachers across the country, who will have the ability
to influence national policy, The greatest i ifluence will come by find-
ing better ways of doing things, of putting { ruth on the table.' This. ’
requires honest research, and the way to mak sure that honest research -
is carried out, that it is disseminated and ‘hat decisions are made on
the besjs of it, is to develop political mu cle. That is what we're \
doing through the dsvelopment of our unions and that is what will gain

_ for teachers a fair voice in the determinat on of edncational policy.

*
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THE ROLE OF THE STUDENT IN A
' PERSON-CENTERED PROGRAM

Susan Dalziel

/ Project Change .
o ’;Sta.te University of New York at Cortland '

-

INTRODUCTI.ON . '

. The purpose of this paper is to exblore virtually uncharted ter-

ritory in education: the role of the student. The role of the in-

structor is discussed here only insofar as it relates to the student's - "
role. '

If you think that's a one-sided emphasis, you're right. But I
have what I regard as a good reason for highlighting the student's
role. Fashioning a person-centersd approach to teacher education has
for me, until recently, meant spending most of my professional time
attending to my role as instructor. I have -worked out the diversity
of this role in practice, talked out its ramifications in philosophy, :
Tekd about its possibilities in current profeesional literature. In - !
8o doing I have been guilty, in Piaget's terms, of "failure to decenter."®
In focusing so intently on my responsibilities as a teacher, I have neg-
lected something which is abeolutely fundamental in any leaming situa-
tion: the role and responsibilities of .student. I am now learning
that the quality of a course Wor individusls and the group,
1s greatly affected by how well I have commmunicated--and how well the
students have intemalized--wh?it their role is.

No one would dispute that students have an active and important
role to play in any program that is centered on supporting the devel-
- opment of the individual person. But compare the paucity of what has
~ ‘been written about the student's role in a person-centered program with
the weal h of written wisdom about the role of the teacher. -

Whi  accounts for this curious discrepancy? Why does the litera-
ture of pen education, ostensibly student-centered, have next to noth-
X N ing to say about the role of the student? Granted, much has been writ- N
\*‘\ - ten about children's activities in an informal classroom. It cannot be
assumed, however, that leaming automaticdlly accompaniés overt activity.
/ Other writings (e.g., Hlitz, 1973, Brearly, 1970) describe how to develo
/& truly child-centersd curriculus, one that is organized around children's
* heeds and interests. But my experience with courses for tepchers has
© taught me that while itls important to provide opportunities for active
experiences centered on learner interests and needs, it is not enough.




ties of their role? 3

+

. It 18 simply not sufficient to conceive, the student's role as
only a response to tions set, by the‘role the instructor assumes.
To say to a student,."Here are the options; you decide among them or
devise a meaningful altemative" is'not enough. To present students

" with a set of flexible course requirements. that they can tailor to

individual situations and needs is not enough. Having regular course
evaluations to get feedback on student needs and course quality is not
enough. No matter how much or which kinds of assistance to learning
the instructor gives, it is not enough in itself.

Why not? What would e enough? To those Ticult questions
the next five sections of ' he paper are addressefi. Each raises a
digtinct issue and offers : different perspective on understanding
andtevelop’ing the-yole of the student.

Scope of the Paper: Five Issues

The first pert of this essay will come directly from my experi-
ence as a college instructor with Pro%ect Change, an evolving person-
centered graduate program for teachers of preschool and elementary-
school children. My question here is, What are the points of contact
the interrelationships, between the instmctor's role and the atudent‘
role in a college program? 3

The second section asks, What is the rols of the child in an n open!
classroom?  Answering this question leads directly to another: What are
the jmplications of the child’s role in a clasaroom for the role of the
adult learner in a college program? Where are there parallels between

- the learning and development of children and the learning and develop-
- ment of teachers? Where does the translation from "child" to "teacher"

becomé less direct, requiring adaptation and imaglmtion? The third
:ection begins with an explora.tim of possible answers to those ques-
imao Y

¥

It is at that point in_thé’ paper where the role of "the instructor

"needs to be brought into the discussion. The latter half of section
. three asks, What are ‘e1l8 betweén the role of a classroom

teacher md ‘the role of a college instructor? What are the teaching
responsibilities that encourage léamers to assume the responsibili-

A\
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. 1"0pen" is the term usw 1y applied to educa.tion at the ele-
mentary level that.is supportive »f all aspects of individual Jeam-
ing and development. "Person-ce: ‘ered" is the term used in this
paper to describe education at tF college level that is supportive
of all aspects of individual lear ing and develoment. Fhilosophi-
cally, the two terms are interchan 'ea'ble.
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. ticles (by David Hawkins, 1970

actions an instructor can ‘and should take to help students become more
aware of the nature and importance of their role. The concluding seo-
tion suggests direct actions students can take to bring their, role as
leamers into its fullest being.

I. RELATIONSHIP BETWEEN THE INSTRUCTOR'S ROLE AND THE STUDENT'S ROLE
IN A COLLEGE PROGRAM ) y
There is a basic dichotomy inherent in the teaching/léarning re-
lationship. The purpose of teaching is to help people learn. ‘' In my
role as instructor I .could do everything I know how to teach,.and the
leamipe~that actually occurred would still be the exclusive province
of thelstudent. (I can teach you; I cannot "learn® you.) It is very
important to make this distinction. Changing ‘teaching behavior will

not automatically change the kind and qutal/ity—o!stbwmgs It
will change only the teaching--the extent to which people are hel
to leam. Changes in the kind and quality of learning are de nt
upon changes in the learming behavior. . . .

Last semester I tried changing my approach to reading assignments
in one graduate course on early childhood curriculum. Rather.than
using bibliographies or a text, I decided to use three outstanding ar-

} highlighting the interactive relation-
ship among the teacher, the child, and the materials, to be read and

re-read at different points during the course. It was a direct attempt
to help people read with more maturity--to get more depthy more personal

meaning, and to become more open to the leaming that can come from -
re g. Most teachers in the course found the approach, in a word,
re ve. Why? There had been no change in the leaming roach
to correspond with the change in the te approach. They had used
the same approach to "leaming from * that they would have used

with a text or bibliography; they read the articles for immediate mean- ’

ing the first time, and did not upon re-reading try to _find new in-
sights, new connections, and changes in their reactions. Knowing now
that the dichotomy of the teaching/learning situation can influence
expected outcomes, I'1l be paying more attention to the learner's per-

spective each time I try out a change in teaching.

Teaching and leaming also involve a basic reciprocity. Every '
action'I take to teach implies some action I am expect: from the
students to learn. If I provide math materials, I am expecting stu-
dents to act upon mathematics and/or engage in a mathematical process -
through their use. If I have discussions, I am expecting students to.
be actively engaged with their thoughts and the thoughts of others.

A ' - N
Likeyfse, the paths of learning that students choose help define
my role as instructor. For example, the majority of teachers in ny -

_graduate-level math course this spring chose to attend all of the
" workshops I had scheduled as an option to personal exploration of
materials. When I attempted to discourage wox‘{whop attendance in \

-
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favor of more independent learning, people let me know that the work-
shope were much more helpful to their learning than the. times they .,
had spent on their own with materials. I could have respondsd in twd
ways: (1) provide more workshops, (2) provide more help for independ-
\ + FBEither way, their learning helped to define my teach-
this case, I chose to provide more help for independent

Do these reflections shed ajy light on the role of the student?
They might, if we take them a step further. Let's assume that a per-
son-centered approach recognizes, for example, that mathematics per
ge carmot be directly taught. Rather, people can only be helped to
learn about math. Belp from an instructor takes the.form of provid-
ing certain kinds of methods and materials: group play with geoboards,
time to mess about with wood scrapé for smll construction, discus-
sions-‘on curriculuws planmning, etec. A fundamental conclusion follows:
the role of the student is to learn from that which is offered.

) #imnle 41lustration of the relationship between the instrustor's - &
providing and the student's learning is the lecture. A lecture can be
given directly to ths students by the instructor. ~.That might be seen I
as providing one form of help. To offer even more help, the instruc- i
tor might also provide time for questions-and-answers during the lec-
ture, provide some follow-up materials or demonstrations to illnstg:;p/\

points made in the lecture, and provide some guidelines for small
discussions on the lecture. But what is leamed from the lecturs, the
questions and discussion, and the materials and demonstrations cannot
. be "provided.” Any learning that results from those forms of help has
_ to be constructed by the student. Leaming depends on the .student's
. * personal, self-determined interaction with the ideas and the experi-
ences.

.

The diagram which follows is a symbolic representation of the
relationship -between the instructor's role and the studsnt's role in
a college program. As a prefatory note, lst me emphasize that the
to;ching/leafntng,proceps is a highly interactive one. The separa-
tion of roles is mot as distinct in real situations as this discussion
and the diagram would. to indicate. DBut the distinction is help-
ful when making a2 cons s\a<fcrt to better understand the relations

ship.
S ‘Thaoutercirclea(ggestsmthingsthatmimtmtorun
! provide t6 help students learn. The immer circle suggests what might
be done by a student to learn, having been offered those forms of
help. The lists are not exhaustive--I have selected from my own ex-
’ periences as an instructor.

- _Pause a moment to consider some implications of the wheel. The
outer circle really describes the outer experiences. They are some
of the obvious elements of a teaching/learming situation, and could
be provided by the instructor for either individuals or the group.

I characterize these elements as the "common experience.” When some-
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a;c‘skanoraa‘budmttoducﬂbeaeonrsa,theparbaofthe%r
circle are vhat we are likely to name.

The irmer circle, on the other hand, describes the irmer exper-
jence. The student has to use these processes in order to construct
" ‘his/her owm learning, and give it coherence and personal meaning.
They cammot be provided by the instructor; they have to be provided
by the student. I would characterize these as the "unique experience.”
We. would be likely to refer to the parts of the inner circle when des-
cribing the individual-’student's participation in a course. .

— Would the roles of teacher and learmer be any different if a pro-

,gran were not person-centered? Ch, yes! First of |all, the person- -
centered requires an instructor to r--to pay less and
less attentitn to what s/he thinks s/he is and more and more
attenti what students are actually learming. ’ No matter how well
the rol¥ of the instructor is. retood and implemented, it will get
nowhere without a comparable of real and active involveaent
on the part of students. The outer circle needs the inmer circle.

\ What is tmught cannot be learmsd otherwise. .

- IR )
In turn, the nature of the rrogram dictates the nature of the
learmning to be prized. In a person-centered program, the learning *
which is valued is lasting rather than short-range, process more than
contant,‘ and contains more personal elaborations than pieces of infor-
mation. The immer.circle needs the provisions of the outer circle.

II. THE ROLE OF THE CHILD IN THE OPEN CLASSROOM

Little has been written of the child's role in the open class-
room. I conld locate only twb sources that provided specific ideas.
Vineent Rogers' (1970) Teaching in the British Primary School, has a «
chapter by Marie Muir entitled, “How Childrén Take Re sibility for
Their Own Learning.” And Hassett apd Weisberg's (1972) Open Bducation:
Alternatives Within Our Tradition, includes a chapter on "The Rols of
the Child." “You may wish to read tiese yourself for greater detail.
The major points will be swmmarized here to provide a source of pos-
sible parallels between the role of the child as a learmer and the

- role of the collage student in & person-centered program.

At the center of the role of any student is the art of learning.
Hassett and Weisberg state £irmly, "The child's fundamental role is ) .
to learn and to learn how to leam.* Muir describes the art of leam- .
jng as taking responsibility for (1) what to learn, (2) how to leam,
and (3) when to leamn. . '

Being responsible for what to learn requires having opportunities
to choose. Thed classroon has a diversity of materials and activ-
jties to encourage choice in what to learn. Simply making choices, o
howaver, will not insure learning. "Before you can be responsible :
for Bomethingy you have to become mware of its nature and understand

*

8
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it. Children take tims to become mware of 'learmning' as & conscious
pursuit® (Muir, 1970). .

When I was teaching a mmlti-aged open classroom (ages 6-9), I
alvays had a "together time® after a block of free choice time. The
purpose of the discussion at these sessions was to help children be-
come conscious of their learning. It was easy for a child to tell
what he had chosen, or what the nature of his activity had been. It
was more difficult for a child to respond to: "Tell us about an ideas
you had as you were working on that.® *Can you tell us scnething you

' learned?® "Was there a question you thought of and then tried to an-

swer?® I recall that it was well into November before ths children
had a keen awareness of their luming.z ‘o

In exercising responsibility for what to lsarn, children also
need frequent consultation with the teacher. This is an’ example of
the highly interactive relationship between the role of the lsarner
and the role of the teacher. Consultation with young children can
take place informally as a teacher moves about the classroom, observ-
ing and listening to difficulties and offering possible solutions.
Common difficulties are often spotted in this way, leading to some
snall group instruction to meet those needs.

+ With older children, the consultation and decision-making can
be more formal. If a group of children propose to study "famous ex-
plorers,” for example, the teacher may ask them to decids first ir
the topic is too wide or wide enough to be worth pursuing in the
time available. (Let's look'through some books and make a 1ist of
explorer's hames. Would you like to choose 5, or work on Just Amer-
ican explorers, or work on those who discovered new land?) Secondly,
each member of the group might be asked to prepare suggeatims for
what the investigation could includs (map-making, museum visit, weap-
ons construction, creative drama, scale model building, etc.). Third,
from the compiled list of muggestions, useful and interesting aspects
to study need to be selected and agreed upon. Which ones are feasi-
ble? How long will they take? Where in the study--beginning, mid-
dle, or end--should related experiences occur? What sources of in-
formation could be utilized? How will the work be organised? All

.these are topics for joint consultation.

Taking responsibility for how to learn also has a prerequisite.
It requires that the child understand that all things to be ‘learmned
carmot be acquired through trial and error. ™It takes quite a long
time for most primary school children to understand...that some kinds
of learning do not suddenly reveal themselves...that effort and prac-
tice are required from them and sometimes help from teachers. Only
as they begin to realize this does how to learn become » mearingful
problem” (Muir, 1970). Learning to read could be a prime occasion

t

Zpor another discussion of this issue, write for: "The
Celebration of lLearning," by Susan Dalziel. Project Change Mini-

Book; Feb., 1975; VoX¥ 13, No. 1.
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for most children to come to this ation. It's unfortunate tha:t?"
most teachers do not focus children's attention on the underlying ele-
ments  of effort and practice required in learning to read, or on the
mtyhog *how to's" employed in the proocess: in short, on ledrning

o learn. . : ,

is a responsibility that can be.exbreised
an environment  choosing not to Isarn is an optim.

* or *not 1 * depends on how the child defines each

+ One child gazing out the window may be .
ry about the squirrel he cbsérves there; an-
other be wondering/when it will be time for lunch. The quiet cor-

stations of the re tion ‘that children carmot maintain peak in-

rpt in learning «1l.day every day. Children hive a right to set
the tempo of their own activity--which includes taking re sibility
for when to learn. ~ C

Throughout this discussior of the child's role in the open class-
room, I 'intend "learning" to encompass all phases of growth and devel-
opment--cognitive, psychomotor, emotional, and social. Within each of
these areas, there are many aspects-that need attention. Social learn-
ing, for example, includes developing self-discipline, cooperative
skills, and respect for persons. lLearning, indeed, has many facets. ~

. AN . .
II1. PARAIIEISMROIES’INANOPENCLASSMA}JD’MIESINA
- PERSON-CENTERED COLLEGE PROGRAM ) ‘

Tmplications of the Child's Role for the Role of the Adult Learner

" I have coms to three conclusions about adult leaming in a person-
‘centered program as a result of studying the role of the child in the
open classroom: (1) the role of the adult learner is to take responsi-
‘bility for your own learning, (2) being responsible for your own leam-
ing as an adult means taking responsibility for what to learn (which
inocludes opportunities for choice, awareness of the nature of learning,
and frequent.consultation), how to learn, and, to a lesser extent, when
to leamn, and (3) the lsamer can perform-his/hér role best when the
teacher's role is performed most effectively (Hassett and Weisberg,
1972). Let me speak first about conclusions (f)—and (2).

A person-cwteréd approach to : education consistently '
offers opportunities for choice in what learn. To quote from a
description of my course on curriculum developmeni for teachers: ~

The focus of this course is the development of some

aspect of your curriculum. In most’cases that takes

the form of select and designing leaming experi- .
_“ences and materials that match some aspect of your A
* curriculum that you would like to enrich or make more ‘

child-centered. In some cases it could mean actually

designing a space, an environment within which those

activities take pl‘c&‘_o s . ’
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This choice in course project msy be coupled with choice of materials ’ '
and activities to pursus during class time. But, as is the case with |

- children, simply choosing will not assure learning for adults. A .
sixth-grade teacher in my course on early childhood mathematics last : I

semester confessed that he'd had a good time choosing from and play- |

ing with different math materials, but said-he hadn}t learmned anything

from that activity. Co oo :

If the opportunity to choose does not help the aduFt take respon-
sibility for what to learmn, it may be that other-co i
for responsibility are missing. . The learner s ' of s—have ‘

a fanilisrity with the nature of learning. Adults Ftike children, may |
need time and experiences to becoms aware of what iBYinvalved in learmn-
ing--to understand”that some kinds of leawning do not: suidsnly reveal i
themselves. During an initial session on Piaget in 6ur "Institute 4n

- Personal Learning and Classroom Development” this past summer, one of

my colleagues created a good deal of student disequilibrium by asking
thentobreakintosmllgroupotodiacuaswhatin?iaget'swork could .

be considered "theory," what "fact,* and how they could distinguish

between the two. The reactions: How can we do that? You're the one

who knows about Piaget! What are we supposed to leatn from each other-

when we're all equally ignorant? Reflecting on the incident in a sub-

sequent evaluation session, one student said, "I didn't enjoy {t...it

made me think hard.® Another said it was a good idea to ask people

to think critically, but suggested it would be 8o much more efficient

("I would learn so mich more®) if the material on Piaget were simply
presentedin lecture form. .

P k3

S 1 i (' .
x This example  serves-to Lig |pht several erroneous assumptions
about learning. is that being{uncomfortable in a learming situs-

tion means that ‘not leaming. Quite the contrary is more ac-
curaté--the right amoint of disequilibrium is a catalyst for learning.
The request for Plaget lectures mey have been based on the assumption
that'a lecture would make learning suddenly ocour. The occurrence of
learning is due to a pfocess within the leamer's mind--not due to
some outsids words orBvents being pested onto the mind. And finally,
the above eximple assumes that immediate learming--that which the
learner state right away--is the best measure of the value of a
learning experience. In fact, irmediate leaming may be temporary
and of liitle value. A person-centered program prizes lasting, proc-
esaso;lez’:ed, personally constructed and elaborated learning. That
kind "takes longer, is more difficult, and requires considerable re-
. flection/from the student on the very nature of leaming.

third conditiord necessary for an adult to take full respon-
8ibility fdr what to leam is the use of frequent consultation. The
fellow stated that he didn't learn anything from playing with
math materials might have benefited from a conference at the begin-
- ning of each class to help him decide upon the content and purpose -
of his activity: "Why have you chosen this material? Tell me some
ideas 'you have about working‘with it. Will you use the material to

,dem'67htrate some mathematical principle, or to discover one?"
!

.
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For an adult, as for a child, the easy part is choosrin}and doing
an activity: it is far more difficult to focus on the learning involved.
It is also known that too many questions can inhibit learmning. So can
too few. Consultation is a delicate art--enhancing learning by asking ,
Just enough questions at just the right time.

‘The difference between the child learner and the adult learner’

with regard to consultation, is that the adult learner can more read-

1ly assume responsibility for initiating consultation. Adult learners

seem better able than children to identify their needs in a teaching/ .

learning situation. It could be said that. the -role of the college stu- |

dent is to-sesk out consultation with the instructor as the need for . |

it is felt. ) ' |
|

Taking (respmsibility for how to learn has two aspects in a per-
son-centered college progranm, The first is how to learm about some-
thing of interest: moral development, the Cuisenaire Rods, record-
keeping in an open classroom, the language experience approach to |
reading, and 80 on. The second is how to learn from a given teaching/ |
learning situation: lecturs, workshop, use of meterials, peer inter-
action, independent investigation, and so on. :

In the first instance, the student would have already gone through
the process of carving out what to learm, and needs to extend that with
further questions and decisions. Where could I find resources? Which }
kinds of resources would provide the most help? What cen I do on my
- own, and what will I need help with? What's a logical sequencé for .
the investigation? Is there a practical gspect I could try out? How .
will I organize and present my learning? - ' ]

The second aspect of how to learn, learning from a given teaching/
learning situation, is one of the more difficult roles for students to
assume. Part of the difficulty stems from wnfulfilled expectatioris;
part stems from past experience.

Thi=s past summer our students came to the Institute expecting to
have plenty of time to make classroom materials. Instead, much of
their time was devoted to activities in interest centers for learning °
on an adult level (e.g., making a wood sculpture); materials-making
had been, scheduled for an extra day in the week. By the end of the
summer, 8 few people were still equating "opportunities for making
materials® with "worthwhile learning experience.” Since they weren't
satisfied with the opportunities for msking things, they weren't sat-
isfied with their learning. Others were able to revise their expec-
tations and dsfine a worthwhile learning experience in terms of what ~

was actually happening. In taking responsibility for how to leam,

. - JFor an outstinding example of a project that reflects
careful attention to questions such as these, see Margaret Manring's
chapter on "Bostility and Fumor" in this book. ,

T 143 -




X
=

5

part of the student's role is to be flexible--able and willing to re-
vis;d expectations and uino an experience for all the learming it can

' Past experiences can be an infl » too. If a teacher in a
course has used attribute blocks only to help the children in her
classroom learn, she may find it hard to ahad the role of teacher and
discover how to learn from the attribute bl as an adult. If all

§

~of a student's previous graduate courses ha. been taught by the talk

'n' chalk method, she may not know how to learn from a workshop. That
works the othorny. too. When college students are used to learning
in a person-centered course, they mey have trouble in learning from a
content-centered or teacher-centered course (much like the 1st-grader
who after a year in an informal classroom encownters a very traditional
one). If we believe, however, that/ any teaching/learning situation
holds the potential for worthwhile learning, the leamer has an obliga~
tion--a woral obligation, really--to try to discover how to learn from
it. "The difficult, after all, not the impossible® (Louis J. Rubin,
1973). As one student said, "Even in the very worst courses I've taken,
I've developed new insights, new ways of looking at things, new inte-
grations. You don't have to have a great in:tmctor. or éven a good
one, in order to do that." -
—r

The choice of when to learn is not a very real choice for graduate
students. They are socked into a course that meets &t a set time, for
a prescribed amount of time--whether or not they are tired, ill, or un-
interested that day in learning. };ﬂ general, that time is viewed Ly
those in our graduate program at 3
their busy teaching schedules 1’9

Project e has created some innovations within the standard
‘time framework: (1) a Saturday course that schedules 15 sessions in
the on-campus Teacher Resource Center; teachers in the course attend
any 10 workshops of their choice, (£) a Summer Institute that meets
from 9 a.me~3 p.m., Mondsy through Thursday, for five weeks, (3) a
Fall Institute that meets for 5 hours, one night a week, for a sem-
ester, and (4) a field-based course that takes place in an area school
and designs class time to include day-long visits by the instructor to
the school as a consultint, or #-day workshops by the instructor.

Each of these immovations leaves room for collaborative phnn.'mg among
students and the instructor regarding the use of time., If ‘these
changes more closely approximate the time framework of an open class-
room--and I feel they do~~-then the choice of when to learn has become
more real for our graduate students. The student's role in assuming
responsibility for when to learn in these situations is to contribute
todiscuasionsmddzcisim about the use of time.

-

o "For wore iusomtion about these innovations and other

'aspects of Project Change's approach to teachsr education,write fq;'

Project Change: Progress Toward Objgctives in Teacher m:ii_gg
224—1225 by Thomas Lickona.
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) Implications of the Teacher's Role in an Open Classroom for the . .
Instructor's Role in a -College Program o ,

When the tea.cher's <ole is effectively performed, the learner
- _has the greatest chance of performing his/her role fully. What are
. the responsibilities of the teacher's role that contribute to leamer
. effectiveness? Muir (1970) describes three:

1. "...teachers must retain responsibility for determining .
the areas within which children's (student's) decisions
are desirable and effective." One of the goals of our
Summer Institute, for example, is to have people exper-
Aence an in-depth leaining situation--to choose an area
of interest and explore it as fully as time and resources
will/allow. But.-we had some students ,say that they would
prefer a smorgasbord approdch: "Couldn't we divide our’
time among all of the interest areas? I don't want to

. migss out on anything!" The staff felt that a wholesale
accommodation to that request would be neither desirable
nor effective in light’of our goal of in-depth involve- . ‘
ment. Instead, an occasional block of time was opened
for students to go to other interest areas, and some com-
mon experiences among interest areas were planned.

2. "Sometimes, too, teachers need to make it clear that those
who teach (as well as those who learn) need to establish
certain conditions, if their work is to be productive.®.
Some of those conditions are organizational (managerial?);
_for example, the need for care to be taken with mate als
and other resources. Some of those conditions are profes-
sional. I do not feel productive, for example, when I
glve one-shot workshops or seminars. I need a certs
amount of continuity with the people, processes, snd ideas

> involved in a course. If someone asks me to do & workshop
on record-keeping in my math course, I have to ither find
a way to relate it to the continuity of other ideas we've

been working on, or suggest some ways 1 could meet that
need individually. )

3. ",..a teacher's responsibility lies In trying to ensure
~ that the choice of what to learn ‘is offered to children
. [etudents] in the context of that which ig likely to be®
of enduring rather than ephemeral value..."” Sometimes
jt's hard to get a consensus on what is énduring and what
is ephemeral. A student in one of my cgurses wanted to .
spend all of her class time making materials for her class-
. roont. That may have been a wise use of some of her time;
I wasn't so sure of the lasting value/of spending all of
her time that way. This past suwmmer/one of my students
- asked me’ if we would be learning some quick and easy ways X
. : of setting up displays in the classroom. I said no, tut T ‘
' we would be spending a .couple of diys developing our own ?
' displays. The latter approach seemed to me to hold much
more potential for personal le g that ooruld be of en=-

during value.
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In addition to these three responsibilities of the teacher, we
can draw some implications for effective teaching directly from the
» role of the student. To help students take responsibility for their
learning, the instructor needs to (1) provide opportunities for
choice--in what to learm, how to learn, and, whers possible, when,
* to learn, (2) provide opportunities for students to talk and think
about the nature of learning--to become aware of and familiar with
how it happens, how it feels, what effect it has, (3) provide the °
time and the vehicle:for frequent consultation with students in order
to, engage students in active decisior=making about the content, pur-
pose, and process of their learning, and (4) make all of the above. .
an integral part of courses, giving these responsibilities substan- ©
o tial attention. “u
- ¥

IV. FURTHER PRACTICAL SUGGESTIONS FOR COLLEGE INSTRUCTORS

If you are’ a' college instructor, you can take some or all of
the following steps to pay greater attention to the role of students
in the courses you teach.

. You can begin by sharing with students what's been written abott
« * their role. Hand out this paper, or one you've written to express
your thoughts on the issue. One of my colleagues, for example, is
' preparing a "letter to students" to be handed out in the first session
o ’ of his .course. In it he will describe some of the ways in which stu-
dents can take responsibility- for their own learning during the course:
e.g., defining what they want to learn from the course experidnce, de-
ciding what to leam about in relation to their own teaching, class-
room, and curriculum; arranging for a consiitation with the instructor
to discuss their decisions about what to learn.

) _ “~You can also make available the previously discussed chapters
_ . in Rogers (1970) and Hassett and Weisberg (1972). Ask students to
. try substituting the words "adult," "instructor,” and "collggexcourse"

for "child,". "teacher," and "classroom” as they read.

. ' A practical follow-up would be to provide time for your students
"to react to what they read. Have group discussions on the role of
the student. Find out what their reactions are to the ideas they've
- encountered; what are their thoughts on the issue? One of the best
ways to clarify thinking is to try to express your thoughts clearly .
to someone ¢lse. To quote one of my students who read this paper,
"The role of the instructor is to initiate s dialogue in which each
student can begin to stretch and change his/her conception of his/her
role" {Fortess, 1975). : -
¢

The previously discussed role wheel might stimilate some dis-
- . cussions. ' Starting with a blank wheel, the instructor could describe
o ’ plans and goals for the next few weeks of the course, for example:
- "During“the next 4 weeks we will be exploring the topics of number,
measurement, space, ind logical thinking, in order to begin planning




;
H

) forwhattolearn and how to 1eam

[

a bnlmcod math cm'riculum. " The instmctor could. then £ill in some
of the spaces in the oiter wheel with-what.s/he will be providing to'
help students learn: a display of logical thinking games, a workshop

" on measurement, an interest- area on number operations, speciﬁ.c books -
‘and papers, etc. Then ask students to project what their role will

invoive during the coming four-weeks--what will be needed in the in-

- ner circle of the wheel? I would. suggest leaving some blanl; spaces .
" in the wheel to’ allow for recipmcal suggestions.

And finally, readings discussions, and reactions need to be.

acted ‘upon. One way instructors can help ‘gtudents act upon ideas -

about their role is to design an open-ended leaming contract. This ‘
oontract would help each student degine ‘how to take responsihility '

’n 1,
4 LA

Students often ask for examlee of other student's work. It .
helps them understand in concrete terms what the course requirements
entail., Iately our staff has discussed the value of sharing a variety ¢
of previous students' work, making copies of exemplary pa.pers. availa.ble

Rather than focusing on the content of student papers, we would use
them as a besis for: examining.the role of the.student. In what ways
did the author of a project take active responsibility for learning?
What aspects of their role do you'think they understood and fulfilled?
These questions could be -another way. of helping students +to act upon
ideas abouf their role. o i

‘ Structures for sharin can also highlight the role of the stu-
dent.-’As Muir (4970) has said, "...One .of the greatest inducements
toward taking a responsible attitude toward your own learning is to

. beina position of being responsible for-what soneone olse learns

from you.® ILike other structures in our person~-centered approach at
Cortland, the ones designed to heip-people tesch dthers have had to
undergo constant refinement. Students have to feel that sharing is

" genuinely, growth-prodncing-not ‘just a repetition of those horrible

fourth-grade experj.ences with social etvdies ainits.

One of . the best stmctures for sharing I've found is small ~group |

plarming. The small group is collectd.vely responsible for gathering
information on a topic, for selecting what to present to the classy
and for deciding how to present (tzuly-teach) that which they wew"
selected. Members of the small group are theh individually responsi-
ble for such things as’preparing a- handout, setting up a display, .
planning and' carrying out a class l.ctivity, and m.k;\.ng or gathering
any materials that will be needed. ’

<«

PO g_

) 5For mre“informtion on open-ended leam:\.ug contracts.
see Carl Rogers (1969), Freedom To learn, p: 133; or Barbara Blitz -

. (1973), The Open Classroom: Making It Work, p. 91. ’
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I have suggested here what seems to me to'be a logical sequence
of steps for instructors who wish to pay greater attention to the
role of the student: (1) share information and questions about the
student's role, (2) have students react to the information, and (3)
act upon the information and reactions to it. Is this some kind of
agreed-upon- formula for success? No. Until we have had experiences
with some of these ideas in courses we teach, three open questions
remain. First of all, When is the optimum time to initiate discus-
sions on the role of the student? Is it during the first class meet-
ing? 1Is it after you've had some time to establish the environment
for teaching and learning, the human climate of interaction? Second-
ly, How do you begin? What kinds of experiences are thought-provok-

~ ing introductions to the role of the student? And finally, Where and

how far do you take it from there? What is "enough attention" to the
rolé of the student on the part of the instructor?

My best suggestion is simply to begin. The answers we seek will
erdej from experiencs. ‘ -

V. FURTHER PRACTICAL SUGGESTIONS FOR COLLEGE STUDENTS

If you are 'a student in a college pfogram, the following sugges-
tions may help you construct your own role as a learner. -

. In any learning situation, try beginning with sogp personal re-
flection. What do I want to get out of this experience? What am I

going to do to insure that that's what I get? As Dewey said, "A well-

posed question is half the answer" (quoted in Rubin, 1973).
To reduce the natural discomfort one feels in any new learning

sitvation, you might put your role on paper. Iist the situations for

the course (reading, workshops, classroom application, etc.), the in-
structor's responsibilities in each, and your responsibilities in
each. This can be done right at the beginning of ‘a course, as soon
as-you get a course description. Last semester, some students in my
mathematics course did this in a small group. Here are two samples

+ from the list they made. ' ‘

i
'
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THE SITUATION: what the
instructor has -chosen
to do to "teach" the

INSTRUCTOR'S RESPON-

SIBILITIES: what to
do to help people

STUDENT'S RESPONSI-
BILITIES: what to
do to learmn from

subject - leamn from the sit- the situation
uation
1. experiences: ex.-- fa. pay attention to  1ia. participate

class activity to
build a tall con-
. struction with

straws and tape

2. discussions: ex.-
using math texts
in an experienc
based progranm

”

Each element of the course
such "incidentals" as handouts and displays.
will not supplant actual experience.

£y

the classroom
climate

1b. make the intent
clear

ic. provide materials
id. provide direction

Je. be pref:a.red

2a. moderate

2b. keep on i.mpex\-
sonal level

2c. know the topic

2d. think of ‘ques-
tions

2e. add/contribute

' 2f. maintain control

2g. sustain discus-
sion

2h. keep stimulating

2i. support members

ib. contribute to

- the experience:
bring in objects,
experiences,
questions

1c. be willing to
take risks

‘1d. be open, flexible

ie. react

' 1f. prepare

2a. pa.rticipate

2b. question

2c. listen

2d. appreclate

2e. speak concisely

-

2f. apply to owm
situation '

2g. stick to the
point

2h. do follow-up
thinking

should be listed separately, including
Simply listing, of course, -
But it will give you a head start

on realizing the significance of your role as a student, as well as un-

covering some of the unknowns of a new experience.

149
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. The teacher participants in our Anstitute this past sumer tried
a similar approach to understanding [their roles as learners in what
was, for most, a new situation. Theyx began by describing their goals
for children, as learners, within thelx own classrooms. To the right
of the 1list of goals, they made a list dgscribing responsibilities of
the temcher's role implied by the goalsg/to the left they made a list
describing implied résponsibilities ¢¥ the child's role. Throughout
their discussion, the teachers referred to their situation as learm-
the Institute to find similay stween (1) their roles as
leammers and the role of the child u.eir classrooms, (2) our.roles
as instructors and their roles as clffegeom teachers, (3) the Insti-
tute goals and their own classroom SN

- These are forms of consclousnessytais
themselves important; it's the heighfened awareness that results from
brainstorming a list. Taking direc{ action on your role as a leamer
is hard to do unless you have first/ engaged in some form of reflection
on your situation as both _learner gnd teacher.

Providing feedback to the instructor is a very important way to .
act upon your role as a student. Early feedback is especially crucial.
I had a student tell me, three weeks before a course ended, that the
‘ reading had been totally meaningless to her. The feedback was impor-
. tant--she might have substituted other reading, for example~~tut the ‘
timing robbed it of a number of pos?‘ible solutions.

The most constructive feedback an instructor can .get pertains to
how much and how well a student is learning. Usually course evaluations
are designed to draw that out. On the other hand, evaluations are like-
ly to be anonymous, so the instructor typically ends up with only a
global picture of course effectiveness and direction. If you have an
individual need, express it individually. ."I want to know morg about
questioning techniques" and "I'm not learning what I set out to learmn"
are personal needs that should be individually expressed.

‘The more accurately you can define your needs, the more readily
the instructor can provide some help. One of my students insisted
he was getting nothing out of the math course because he'd "already
) - read Piaget," because every other course he'd had also required shar-
| ing (and he'd been totally bored each time), and because the course
Ca wasn't telling him "how to do it" in his classroom. A more accurate v
NG 1 definition of his needs might have been for him to list specific ques-
o tions-he was wrestling with, and specific needs he wanted the course
to help meet, as well as to decide where in his classroom situation
he'd like to begin "to Ho it." I realized--regrettably, too late--
that some information from me on the role of the student could have
helped him get a handle on his problem. ,

.
In addition to pmviding feedback on what is happening, feel

— free to suggest alternatives that might be more meaningful--both to

| you and others. The best way to decide if a suggestion is meaning-

| ful is’ to decenten--to take into account how it may affect the other




0o, impect on how much and how well others are learning? Will it pre-

s*tmdant;a and the instructor. Will your proposal help, hinder, or have,

serve the continuity-of ideas that have been woven- through the

.80 far, the quality of interaction that has been established, and the

goals for the course? Wiil it strengthen the instructor's
role of helping people learn? These quostions may not- be 'possible to .
‘answerprlortoactullytryingoutachange, but having them in mind
can still be a useful guide for making suggestions.

5
When students in my math e last semester were experiencing
some difficulty sustaining raag involvement with materials for two

"hours of class time, I asked for their suggestions. Ons person sug- -0

gested that I teach peqpls-how each material--Cuisenaire Rods, ged-
boards, unifix cubes, attribute pieces, and the like--was "supposed

. to be used." Another suggested that (1) I handout the David Hawkins

(1970) article "Messing About In Science" for people to read, (2) we
have a class discussion on "messing about”, (3) the class then try

" to apply some of the ideas from-the article and group discussion on

messing about to their own involvement with math materials, and (4) |
I should free myself from other teaching roles at that time (confer- .
ences, mini-workshops, etc.) to concentrate on floating around to ask .
questions and offer suggestions as people were working with materials.

This series of four suggestions, taken together, represent a good ex-

ample ofdscenteﬁnginmldngapmposaltoimproveaconrae.

A1l of ‘these points reat on a-key principle: everyone has to
hae an active commitment to making the course succesd. The instruc-
tor cammot be solely responsible for the quality of experience.
Quality comes from individnal and collective contri ons. Ons of
the more important questions I've ever put on an evaluation form ﬁ
the £ : "In what ways have you contributed to the quali -
the courss.experience (a) for yourself, (b) for others?® Most of na,
as students, have never been asked ‘to come to grips with that ques-
tion, or the pramise on which it rests.

-

\

: 0ne way of ata.ting that premise is that "You get out of a course
what joupet into it," as one student quipped. I-think that this
axiom is "knowm," in the same way that the Golden Rule is known. It's
faxmiliar, often said, but hasn't really been internalized. It hasn't .

-been put into action in daw-to-da;y situations.

thtyouputintoaeourse includes moretm&tyou rtzto
your own course project. It includes what you put into the

of the leaming, the quality of the classroom climate, the qullity
of hman relatioms, the quality of personal growth. In the center
of the Role Wheel is the responsibility to "participate fully--give
to o j,hera of yourself.”

What-can you contriute that affects ths quality? There are a
nunber of things that come to. my mind-~actual materlals and resources,
questions, experiences, discoveries, talents and expertise, informa~ g -
tion about yourself, your interests and work in progress, an interest
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in and appreciation ‘for others and. their work. But I'm only. partiaily

" satisfied by those possibilities. Perhaps because they are the obvious

contri’mtions and I recognisze that subtle ones may be even more. “impor-
tant.

A subtle contribution to the quality of your ewn leaming is to

" be able to get new meaning from familiar éxperiences. Suppose you

have attended a workshop on Piaget'a stages of cognitive development

-and you.find that an instructor is going to talk about those stages
" in a class session. Why is this nevertheless an opportmity for new

leaming? ’ s .

First of all, di!ferent people present a topic in different ways;
they bring to the subject their own connections and personal elabora-
tions. Secondly, hearing the same person present the same topic more .
than once does not necessarily mean they are presenting the same thing.
Instructors may change their _presentation each time, either because

heir understanding takes on new dimensions with time or because the

context changes (e.g., from a workshop ‘for preschool teachers, “to an
introduction to a course, to a presentation for a conference on open
education, etc.). And finally, the time bet your previous exper-
ience and the current situation enables you to bring new thoughts and
experiences to bear on the topic. o .

The converse is also true--being able to find something familiar
in new experiences contributes to the quality -of your leaming. 1If
spending two hours constructing something with glue and wood scraps
doesn't seem remotely related to your situation as z music teacher,
for example, try to find some elements that the experience and your
situation do have imr common. It may be something as simple as relat-
ing your feelings about the task to feelings your children have had
as learners, or something as complex as findinNa way to use small
construction to help children acquire sore music-related insights.

Without these two efforts--to find new in the familiar and fa-
miliar in the new--the range of experiences from which you could learn
would be tremendously narrowed. Put another way, the gquality of your
learning will be enhanced by broadening the range of situations from
which'you can learn.

Contributing to the qua:l.ity of others' learning has two sides.

. One is to be a teacher in the best sense of the word--to share with

others what you know, think, and have experienced, in a way that con-
tributes to their growth and development. As a Case im point, I've
noticed that teachers who have been "doing open education® for quite
a while have difficulty sharing their insights with other members of
a course who have just begun to try it out. The difficulty comes, I
think, from wanting to impose on others an approach that you find per-
sonally convincing, rather than to teach them--to offer questions and
suggestions that could help others develop that they find convincing.
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The other side of the issue is to help others teach--to make the
effort to reward someone else for their contributions. I once had a
"student who used every class session, no matter what the topic, as an
occasion to relate his past experiences with and knowledge about the
subject at hand. His constant “giving® was making ihe rest of the
class very uncomfortable. I tried to help him see that this behavior
left othérs with the feeling of not being able to contribute anything
to his learning. Contributing to the quality of others! leaming has
to be'balanced by a receptivity to and appreciation for what others
can contribute to you, . '

And finally, fairness is & real, though subtle, contribution to
the quality of a course experience. Faimess to the instructor and

to yourself is a matter of keeping things in perspective. That may

sound obvious and easy, but judging by some of the evaluation comments -

I've heard, it's easy to say but difficult to do. One person said
that my|meth course had "too much lecture,” whereas in fact I gave
only ond lecture during the 15 week course. A student in one of my
colleagué's courses complained that he *read from books®™ too much.

He had done it twice during the course. "I wish you wouldn't change
the assigmments sé much,” was another comments The student making
the commen been absent from a session of the course in which the
class had asked for clarification of an assignment, and they and the
instructor had devised a mutually agreeable modification.

How long does it take to mm&u:e the role of the student?
I don't know. I do know it takes constant effort. What's the best
way to begin? I'm not sure. Thoughtful student responses to this
paper might be one way. I am sure that just being conscious of the
significance of the role of the student will help 'us both--instructors
md studmtSQ - . .

Two occasions this-past summer highlighted what a difference just
being aware has made for me.” One student had dominated a discussion
of aesthetic education by talking about his personal interests and-
said to me afterward, "I tend to talk too much, so you'll have to shut
me up."” In the past I would have considered it my uncomfortable job

"' to tell this perzon in all future sessions when I thought he was talk-

/' ing too mach. Instead, I sought him out about an hour after he'd made
the comment, and said, "Remember what you said to me about having to
tell you when to shut up? Well, that's your job. It's part of your
role as a studsnt to work on that.* . N B

i ] ‘ ' b
. On another occasion I was walking down the gorridor and asked a
student as I passed, "Are you having a good day?* He replied, *Not
so far." I started feeling badly about that, and then the role of
the student flashed through my mind. I tumed ardund to say to him
before hé disabpeared down the corridor, "Make it happen, friend.
Make it happen.”
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‘COMPETENCY-BASED TEACHER EDUCATION:
AN EDUCATIONAL ALTERNATIVE FOR mcmz\s
A

Alan Willsey S
, Campus School \
— ;
State University of New York at Cortland

In the past few years the idea of compstency-bassd teacher educa-’

tion (CBTE) has enjoyed widespread acceptance within the professional
education community. In fact, nany state depaitments of education

_across the country (e.g., California, New York) have mandated that

CETE will be "“the approach® for all teacher education and certifica~
tion within those states.

Rationale

Unfortunately, there is little solid empirical support for theé
widsspread acceptance of the CBTE idea. One typical review, survey-
ing the research on teachsr effectiveness, concluded that "the effect
of techniques of teaching on achievement (as definsd in the CETE re-
search) are likely to be inherently trivial" (Heath and Nielsam, p.
413). Purthermore, the authors suggest that not .only is there no
satisfactory empirical base for CBTE at this time, but that there
probebly never will be. )

lacking an empirical base, much of the 'suprport for CBTE seems
to result from the philosophical appeal of two of its major tenets:

« public establﬁ.agt of teaching competencies and criteria

- 2. development of coherent models of internally consistent
. systems which operationally define the focus of a particu-
_ TUnderlying the CBTE movement is a basic discontent with tradi-
tional teachsr education programs, practices, and products. Propo-

nents of CBTE believe that puhlicly estahlished competencies and
criteria will encourage better teacher education programs in several

" Zways: (1) Because the competencies are public and therefore open to -

.., critical scrutiny, they are more likely to reflect the most important

s

and most desirsble characteristics of good teaching. (2).Secondly,
because the competencies are cifically stated, more precise plan-
ning of ‘the teaching and lsarning experiences conducted within the

. pdogram is possille. (3) Finally, because the criteria are publicly

established, a more detailed accounting of a program's specific



~ teacher education programs accomntable for teaching and evaluating - .

" signed to equip an individual with the requisite skills necessary

successes and failures is available. In short, CBTE is seen fs a

powerful vehicle for improving the quality of classroom teaching by. -
refining the process by which teachers are prepared and by holding

specific skill competencies.

' The necessity in a CBTE program to operationally define a focus
has also been an appealing feature to the professional educational
commmity. Course-bassd teacher education does not neeessarily re-
quire a specific model as the basis for developing the individual
courses that a prospective teacher participates in. The aspiring
teacher takes whatever courses are required, suggested, or directed
by his or her own advisor; whatever is not offered at 8:00 a.m. in
the morning; whatever is scheduled on a night the student has a ride
and doesn't bowl; or whatever the student can most easily get a "B"
in. Furthermore, the usual college catalog does not contain a ra- oo
tionale that relates individual college courses to a larger model
of those characteristics that an effective teacher should possess.
Thus it often becomes difficult %o trace the link betwsen the aver-
age Education 650 course and the characteristics, duties and respon-
sibilities, or teaching style of an effective teacher.

A CEIE program is different. It is a system, ultimately de-

cally derived from and consistent with a particular conception of
effective teaching practicé. The direction of a particular CBTE
progran becomes firmly established. It teaches students to display
those skills which it has defined as necessary for effective teach-
ing. In addition a CBTE program provides credit or certifies its
student, not on the besis of courses taken, tut rather on the spe-
cific skills and knowledges (consistent with the model) that he or
she is able to ‘display. Therefore, the program modsl not only serves -
as an important organizing core around which competencies are defined.
and appropriate leaming experiences planned, but also defines, at
least at a minimal level, what teaching skills its graduates possess.

Despite the widespread popularity of the CBTE idea, a perusal of
the CBTE literature indicates that programs face three major problems:
the lack of an empirical base, the lack of astablished techniques for
assessing competencies, and the lack-of comprehensive designs for eval-
uation. The purpose of this paper is to contribute to the solution of
the third problem by outlining a comprehensive model for evaluating a

CBTE program. \ »

The first task of evaluation is to identify the chiracteristics -
of a CBTE program and describe how they may relate to ths evalnation
model. Elam's statement in Performance-Based Tealker Education: What

to become an effective teacher. These requisite skills are logi- r’

is the State of the Art? identifies three levels of characteristics \

for a CBTE program: essential elements, implied characteristics, and AN
related desirable characteristics. The essential elements establish -
the minimum characteristics that a CBTE program must possess and those




that are wost relevant to a model. The remaining two levels of char-
acteristics mgy be present in a CBIE program and often are. The
%essential e}anents" jdentified by Elam are as follows:

Esgsential Elements of a % Progran .
There now appears be a general agreement that a teacher edu-

cation program is competency-based 1f: -

1. Competencies (knowledge, skills, behaviors) to bs demon-
strated by the students are:

* derived from explicit conceptions of teacher roles

* stated so 88 to make possible assessment of a student's
behavior in relation to specific competencies

* made public in advance.

2. Criteria to be employed in assessing competencies are:

* besed upon, and in hu'mony with, specified competencies

* 'explicit in stating expected levels of mastery under/

specified conditions
* made public in.advance. - <
3, Assessment of the student's competency:
* uses his perfomanc; as ﬁhe primary source of evidence
* takes into account evidence of the student's knowledge
relsvant to planning for, analyszing, interpreting, or
evaluating situations or behavior
*;st'rives for objectivity. )
4. The studsnt's rate of progress through the program is deter-
. mined by demonstrated competency rather than by time or
course completion. ,

s, The instructional program is intended to facilitate the de-
velopment and evaluation of the ,student's achievement of
competencies specified (Elam, 1971, p. 8). e v

° Viewing the five essential elements of a CBTE program suggests
a mumber of issues that may influence evaluation. The three most
salient evaluation issues are: : '

1. The need to match the conceptual level of the assessment tech- o
~nique to the conceptual level of the' competency criteria.

-
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2. The need for a 'behavioral conceptian of the teo.ching-
learning process.

3. .The need for a link between competencies and l. clearly .
defined rationale or theory of teaching.

Once the competenc have been identified, they can be divided
into three categories 6r domains. The first domain is the knowledge
domain, including knowledge of educational processes, theories and
techniquea. The second domain of competencies is a performance do-
main that includes teaching praetioes and activities. The third do- .
main is an output or product domain that contains competencies con-
cerned with observable change on the part of the children being
taught (Airasian, 1973, p. 16).

Turner (1972) suggests that theae three domains of competencies
can be evaluated at six different lexels. level 1, the lowest level,
is the knowledge level at which a prodpective teacher shows some wn-
derstanding of behaviors, concepts or principles relevant to teach-

" ing. The middle levels, 2, 3, and 4, are three performance levels.

Level 2 calls for performance, but not necessarily in a classroom,
but rather if a restricted setting such as micro-teaching. Level 4 °

- calls for performance in an actual classroom setting with evaluation

based upon observable teaching behaviors. The top two levels, levels
5 and 6, are the product levels, and evaluation here is based on the

a.ssessment of the impact of the teacher on the behavior and leaming

of children. Level 5 uses pupil outcomes as a criterion over a short
period of time (1-2 weeks), and lsvel 6 uses pupil cutcomes as a cri-
terion over a longer period of time (1-2 yoars).

Beginning with knowledge co-petenciea and ending with product
competencies, the assessment techniques for evaluation of CBIE must
respect the integrity of the conceptual level of the competency do-
main. The evaluation problem is to ensure that assessments of com- °
petencies be made at the same conceptual level as.the competency.
This means that the outcomes of a CBTE program cammot all be ‘eval-
uated using a paper and pencil instrumenf. It is essential to use
performance tests as well as a product assessment. It also recog-, .
nizes that a complete evaluation of a CBTE program does, in fact,

" include knowledge assessments which might legitimately include a

paper and pencil instrument as the nost appropriate means of accom-

. plishing this task. — - —-— .

—— P —— _—

The second and third characteristica of CETE viewed together

show the great need for a teacher education model specifically de-
fined in behavioral terms. Performance of teachers and change in

students are both behaviors. The following is suggested as a model
that should be applicable to a CBI'E progrun for teacher education.

The knowledge, perrormnce and outm continuum implies a di~-

rect linear relationship in which product is a function of performs,

ance, and performance is a function o( knowledge. A, teacher edunca~-
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tion program based on this concept would be designed to introduce .
prospective teachers to the appropriate knowledges that lead to the
. appropriste performsnces, that in turn lead to the. appropriate out-
comes (See Figure'A). "Appropriate" is dstermined by the model uti-
lized. Internal consistency of the model is established because
nothing would be taught at the knowledge level that did not relate
to the performance and outcome levels as well. o o, ¢

‘ ‘ Figure A

.4 EKnowledges

‘Performances

Outéomea ] \

Although helpful, this representation is oversimplified. It
fails to consider two important ‘issues. First, performance is not
simply a function of knowledge obtained through a particular teacher

. sducation process. Rather, performance is a function of the person's

) total experience. Knowledge obtained through the teacher education
process, however important, is only a part of that experience. Sec-
ondly, personal characteristics of the individual play an important
role in determining teacher performance. Thus the contribution of
knowledge to performsnce can better be represented by Figure B.
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Figure A also fails to do justice to the complexity of the rela-
tionship between teaching performsnce and learning outcomes. *Out-
come” is defined as the observable change on the part of the sybject
in ths teaching-learning process--namely, the student. Research has
clearly indicated that leaming is related to many‘factors other than
teaching performance. If a CETE model, or for that matter any model,
of the teacher education process fails to ackmowledge this reality, .

_its viabdlity is extremely limited. Figure C better depicts the re- -
lationship between teaching performance and learning outcome: , B
14 . s,
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Oaib&ning Figuxes B'and C produces Figure D, ﬂhich is offered
‘model of the CBIE teacher aduca.ticn*pmcesa.
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Figure E presents an example of the model as it illustrates a
. strong CBTE program that has little impact. . The shaded areas of the
1 represents the portion that evaluation shows to be a function
of [the CBIE program. o

@ . a

Figure E
A CBTE Program With Weak Outcome Impact Y
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In this CBTE program, a group of knowledge conpotencios led to
an extensive set of performances or performance compstencies, but
the extensive set of performance competencies did not have a large
impact on children (outcome). It might be that the CETE program
could by considered good, at 1e¢t at the point that the institu-
tional iftervention ceased. Teachers who were certified in terms
of ths program competencies had evidenced an extensive set of teach-
ing performances learned from the CBIE program (the shaded portion
of the teaching performances box)

Despite this extensive set of perfommcos. however, these
teachers had diminishing impact on children over time. If an eval-
uation showed this ﬁ.nding. it would suggest that the competencies .
selected for the program were inappropriate or that the teaching
model ‘defined by those competencies was deficient. This aspect of
the CBTE model illustrates the need for long-range evaluation that
includes a feedback loop to the institutional or consortia arrange-
ment that is responsible for the teacher education program.

° This weak-impact situation can be contrasted to the program
i1lustrated in Figure F. The latter perhaps defines the ideal CBIE
program. The knowledge competencies in this program lead to an ex-
tensive and well-defined set of teaching performances which are
shown through empirical evaluation to have a strong impact on ohil-
dren (outcome)
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‘Many other situations possible, and the CBIE modsl should
«provide some useful ways to k at each situation. At presemt, the
primary use of the model would seem to be a qualitative one, with
little possibility for an empirical utilisation. As many different
CBTE programs dsvelop, the empirical possibilities will becowe great-
er. The saapling wnit to answer the evaluation question is the indi-
vidual teacher being trained. The sampling unit to answer the larger
eapirical question for the model is the CBTE program itself.: '

. The benefit derived from uss of an svaluation model will be an ~
understanding of what assessments have to be made, and where informa-

tion is {0 be obtained. Use-of the modpl suggests that the outcomes

of a CETE progran have to be looked at as a total system that includes

knowledges, performances and cutcomes. And finally, the learming out-

cmsumlluthetmhingperfommceamtbeuenu;rmctim

of variables other than the CBTE program.

contend with. The first esmpirical question asks: How effective is
aparticuhrCBI'EprogmintrﬁningWharsinthac ~ 1
it develops? The second empirical question is: EHow don—’ i
cies relate to student leaming? The evaluation model cutlined : ‘
this paper can lead to the answer to the first question. Placing .
the evaluation model in:the perspective of the CBTE model- for teach-

er education will begin to shed light on the answer to the second ‘
question. . . {

» |

Two empirical questions exist that OBTE advocates must still i
|
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