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To astertain the-trends of our times, we haye but to walk down the, aisles of a supermarket. Each

advertising box calls out to us in glaylng letters “New, improved'” "Ultra modem’” “Power plus!”

_Such tantalizing description is designed to lure the consumers, sometimes'in doing so it confuses
“them. The process of educational change in the past decade seems to have'taken a similar trend.

Parhcularly in the past Tew years, we have seen the elementary school given new titles, ngw pro-
grams, even new structural aeslgns New words and phrases have been coined, seemingly over-
night —the open school,” “multi-learning” packages, “individualized learning centers,” “team
teaching,” “miodular scheduling packets” —to name a few. During the late '50s and '60s the federal-
government appeared to have redlscovered the young child. New programs, new methods were
outliped and prescribed for the issuance "of federal monies. At the sa‘;ne time, publlshlng hotises and

other big businesses were alerted to the tremendous profit- -potential in producing mulhfaceted edu-

catrona] matenals ; . 1

Through all of this stir, the elementary teacher has been a stabilizing factor attemptrng to sift the

) gram,'from the Raff, seeklng to meet the individual needs of children and provide pathways for
" their budding creative interests. And amidst the changing tides of innovation, the tensions of a seg-

mented society, and the quest for true excellence in, teachmg, the Association for Childhood Edyca-

tion International has continued to be a bulwark, ACETI has sought to develop positions on signifi-
cant educational issues, to ericourage the curipus minds of innovative educators, and at the same
~tinte tohold fast tg pollcres and practices wortRy of retentron, Ly

The uPrxmary School Potpo'um continues this trad|t|on It. reyises and updates the popular
. Primary Schaol Portfolio (last published in 1967). First, Gladys Gardner jenluns provides a.capsule
view of patterns of child growth and development, knowledge of whlch is every teacher s basic nop-

negbhahle tool. Audrianna Allen and Marcus Ballenger thén suggest ways to, free chlldrens__

thlnkmg in an ¢ver-expanding universe. Mary Harbage remlnds us that all children have the right to
a "Good School Da " —whether laughing “shrilly overa favorite’ poem, enjoying the good feeling of
flnger paint oozrng through small hngers or 'belng thrrlled by #new science discovery. Rose Mukerji

__next_clearly outlines stages of the creative process that can enliven any educational setting. Bob

,’greater,depth sorite-of this publication’s many)deas - Falka :‘2 o g ’

\Hollenbeck and Michael Radis give many useful leads to constructive use of “Learning Centers.”

And Dorothy Ankér déscribes promrsmg gducatlonal corlcepts that have come together under the
rubric'of “The Open ‘Classroom.” = "7 e 0T g

l"’

‘More pracglcal helps are provrded by Ioanne Bernstein, with frequently requested suggestions.for
“Approaches to Discipline.” lmportan§ counsel about cooperative approaches to teachlng follow,
with ideas from Dorothy Cross and Nancy Balaban orf “Working .with Atdes‘, and from Vito
Perréne on “Parents and Schools.” Finally Barbara ‘Goodwin with the assistance of Violetta
"Patrick, resource l|branan provides an excellent brbllography for teachers who wrsh to, pursue in

Fdr»ghr.ldren to live, grow and mature in a wOrld that js changlng faster ead year than in some
previous decades they must be helped to develop ys “of coping, of achlevrng success, and of
developing lasting, fulfilling and equltab]e human relationships. Toward ‘these purposes, this
publication is presented. May"you, the classroom teachet, be, helped hereby to understand.better

" the tremendous challenges and growxng u.rgency for ez&cellence in programs for today schlldren

v Va . ¢ L 9] .
. . . . .
e ’ . Marcus Ba]lenger, Coordinator, Undergraduate Programs for
- . < e Elementaryand Secondary Education, Wichita State-Univer- ,
! ) .. snty Ks. Member-at-Large, Executive Board of the, Assocla-
C r L uon for Ghrldhood Education lnternauonal (1973 L7&':)
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" tively shallow depth probably '4c a’;ounts for a tendency toward faIESIgh’tEdneseromet,me R )

. clearly itnwise to put unnecessary strain on these youngsters by expecl,}m%them.to sit still
i

. deeply ‘interested,
. lnvolvements * , e ..

“l S. ‘ " ‘ ; ' | ,_Gla(ly‘S‘Cardner:lenkihs*‘ ‘.
1neSIixes,

Nmes and 'Ilms -

.The one generallzatron that can be made about sixes, sevens, eights and #ines is that they

are all drfferent each one being a distinct individual. Each progtesses af his or her own -
rate, moving *sometimes slowly, sometimes swiftly from one stage to another, But there .

‘are a number of common charactenstms many children within an age group share «~On

these we base bur generalrzatnons from these we draw “reasonable expectations.” . .
i - J - N ﬁ\ . -~ N ~

On Being Six Years Old ST e v “, ., .

- N ‘.
The, six- year-old i¢ in a stage of contrnuous growth and change-organs framework
and muscles At this time, eyes.are not.yet mature in either size or shape, and their rela-

_between erght and ten the child’: s eyes attain adult size and shape Eye.and hand,preference ‘
are'well established by six, but coordxnatrgﬁ of eye and hand mO\?éments are not yet
jmooth Muscular development is also uneyen; in general large muscles are more
dvanced"tllan the small efes. Precise’ m0venients may require conside, able effort and
strain. . . oy, 7, o . ,f - - < “;
Six-year-olds arevactive. They rush about in their play jump up from‘ he table atmeal- . .
times. wriggleifi their seats at school, and gesture freely as they talk. Their. whole bodies
“seem to be involved in everything they do. They may try to sit still, bx they are not able
to do so for long periods because it'is difficalt for them to control thell' ovements. K is

for more than a sh;rt period of time. They are better "“beginners” than ‘ inishers” unless
then they amaz'e teachers and parents by the lenglh and depl:h of

They absorb ideas better when dlscussmns and explanatlons are accoinpamed by many ’
chances to handle all kinds of materials and opportunities t;x mlwe about in the
classioom. Six- -year-olds enjoy using their hands, but their relahvely short periods of
intérest in some areas make it hard to carry an activity through to a conclusion. Since the
small muscles of the arms and hands are not completely developec/.l it, ’ls difficult for many

.children to write or clit wel] or td do handWork that 1nvolves skrll ‘control or concen-,

a" :ﬂ'

trated effort: 4 . N -, I

" i1 *
Eagerness to Jearn-is one o the most éndearing traits of sxx-year-(;lds Theirs is the age )
of why. How the questlons of these children are answered and thejr curiosity stimulated .
and enco uraged partl&determrqes their subsequent attitudes toward learning.

"Decisions and choices are hard for these children to thake., ln fact, it is wise not to
expect to j many.dec:snons from them.. This does not mean that programs for this grade

“ »

Adapted from THESE ARE YOUR CHlLDREN Fourth Edition by Cladys Gardner ]enkms and Helen S.
Shacter Copyright § 1975, 1966 by Soott Foresman and Company Reprmtpd by permission of the publrsher




should be ngxd "On the contrary, much freedom and adapt‘abxhty within the program are 3
" needed even while broad limits and sequences are clearly marked. ' ‘

Primarily the sixth year is one of transition., The’child is not a more mtegrated better
. adjusted five-year-old, but may frequently be’ less well balanced, less robust, less decisive,
and often leds cooperative than a year @arller The six-year-old wants to grow up, but.at,
the same time feels small and dependent upon the supporting affection of adults. The new
Lexperiences of the elementary school may seem both exciting and overwhelming. There is
" a thrust forward into the world of children and at the same tile a need for some continu-
ing dependence upon trusted grown-ups. ngnd dxscxplme or a severe atmosphere at home
or school may ifihibit mdependence rather than foster it. The six-year-old wilts under dis-
approval and may become easily - dxscouraged Explosweness and changeability are
normal at this age Qnd should be expected within re@sonable degree (furious one minute, ]
often forgetting anger the- next). Grudges are rarely held. Six-year-olds plunge into
activity, get tired almost to exhaustion without having the wisdom to stop their active
boisterous play. There is.a need to protect them from themsélves. Affection, warmt
friendliness and a sense of humor can help the adult live happxly with six-year-olds. These
children need praise, e'ncouragement understanding, and fnendly guidance. .

Emphasis.upon academic achjevement can destroy a first- grader's confidence. Grades .
or marks should not be emphasized buf each child should be helped to, read, write and do
numbers when mastery becomes possible. Not all first-graders will be ready for these ¢
experiences$ at the same time. Some may be far ahead of others and should be met at their N
advanced levtl if boredom and restlessness are to be avoided, while others will not be
ready until later. By building on the ¢hild’s point of readiness; eath youngster w:lrpass
more smoothly and efficiently from the pnmary into the mxd,dle s;hool without the "
discouraging effects of failure. - . )

* Adults are often impatient, expecting too much of six-year-olds. Success should be
judged by direction of progress and attitude toward learning rather than by a particular
achievement at a particular time. Steady growth is a sign of success. [f we expect more of a
six-year-old than the child is ready or able to give, tensions may develop that will slow the
process of learning and affect the child’s self-i 1mage and the re}atxonshxp with the school

situation. S

~

’ . T
0 N ,

On Being Seven Years Old ‘ e e

The seven-year-old's feelmga and attitudes toward'school and'other people are maturing.

This year experiences, interests and reactions for most of the.children will be on'new .
levels. The body.js still changmg Legs continue to lengthen rapidly. The large muscles are

stnll ahead of the small muscles in their development, but the child is gradually developing )

" more precxslon in the use of the small muscles. A pencil can’be held more efficiently, | R
although it may still be grasped tightly: A child may still show some tension when writing
or printing. Eye—hand coordination is steadily improving. The eyes of some of the children” )
may not yet be ready to qccommodate to any prolonged near focusing, and.considerable

eye mbbmg has been noticed among this age group.; g . , .

The seven-year-old may tire eas:ly, often showing fatlgue dunng the afternoon school -
Sessxon particularly if sleep has been inadequate. Rest periods‘can be. ptbvxded in many
ways, including a change of activity. However, a healthy seven-year- ol(Lls full of vitality
and energy . Activity is likely to be balanced with periods of relatively quiet play. Young-
sters this age enjoy quiet games, although most of them still feel the gréater drive to rush
around c]xmb do stunts, and’take partin actnve phys:cal play £
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The seven-year-old learps more easxlx if presented w1th concrete situations, and much
can be taught through manipulation of materials. These children should be encouraged to
use their hands to explore their environment, to make things, to help them to understand ~
scxenceproblems Seven-year-olds are still unable to handle much abstract thought.

" These children stand up for, 'thexr rlghts on the playground and sometimes will defend
the rights of another child, espec1ally where property is concerned. A certain amount of
aggressn(eness and the ability to hold" onels own. position are becoming necessary.
Children nged help in learning how to do this without becommg overly aggressxve or
harming othgy children. ‘ . .

Seven- -year-e -slds are becoming sensitive fo what other children think about them. Many
children become anxYous lest others may not like them. Boys and girls play together in
group games, but interests dre diverging, possibly due to cultural pressure. .Best friends
‘are usually but not necessarily of the same sex. .

Althqugh wanting to be mdependent many seven- year-olds do not quite trust them-
selveg.A child may turn to the teacher for confirmation that some action is all right. Yet
with tao much adult control there may be rebellion. These children seem tg need
reassurance, without which many ‘of them may give up trymg new things. Criticism is

" hard to take andymay result in anger or crying. Adults neéd to be supportlve while _

encouraging'indeppndence.and spontaneity .

Seven-year-o}
gradually becg
people fe
actions affect other people. Many of these children are beginning to be able to atsume
some responsibility for what they do or say. They are concerned apout right and wrong,
and are frequently rigid about the rules of a game, indignant if customary rules are
broken Criticism of playmates’who are considered to have done wrong may be given
with some vehemence. 'f'atthng is a way of finding out about right and wrong. .

are mcreasmgly sensitive to feelings and attitudes of others. Thé})' are
ifg more aware of their feelings about other people, and of the way'other

A seven-year-old's eagerness to do things the right way makes him more amenable than
he was at six to conforming to adult stahdards. Sensitive to failure, ridicule or sarcasm,
there may be comphance with adults out of fear of the consequences. Adults should
endeavor to avoid approaches that make these children too conforming. They should give.

-the support and encouragement that help to develop self-confidence, self-ehance and
creativity ; otherwise some of these children may become too inhibited, unable to move
freely toward independence.” ' } .

~ : et : s

Y .
OnBeing Eight Years Ol %,

Elght -year-elds are on the dlvndmg line between early chnldhood and the.more mature
middle years, They are no longer little children, nor are they as "settled down. and
Tresponsible as most of them scon will be. They resent being talked down to by adults, but
are still dependent upon praise and encouragement and need to be helped to understand

and fulfill their responsibilities. Eight is a year when children are eager for new .

experiences Many of them seem ready to tackle anything and often show more enthu-
siasm than wisdom in what they may attempt. Eight-year-olds want to try things out, to
see hqw they work, to know how 'they are mdde. A wise adult will guide and use this
enthuslasm and channel curiosity and vital interests mto meamngful learning experiences.

Eight-year-olds are deveiopmg steadily but slowly, Arms are lengthening, and hands

are growing larger. Eyes are beginning to accommodate more readily both to near and far
distances, so thit eight-year-olds are now better able to handle all forms of school work

S oy . .

. - a4’ - )
, i1l .

about them. This is a good tjme for role playing and for learning how one’s .

-3
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that requlre-de-hand coordinaion. Near-sightédness is often rioticed during this year. . .

Since the large ‘muscles are still developing, children need many oppartunities for
movement and active, outdoor phlay. At the same time the small muscles are much better
developed and the children are able to use them more effectively and for 1énger periods of

* time.

Most eight-year-olds want a “best friend.” There may be many quarrels and arguments
] among fnends but a sense of 10yalty is developing. Children of this age also seem to'enjoy
- having an energy. *Sometimes two children or a group will slngle out another child as the
foe, or as a scapegoat. Although the children can usually work out most of their inter-
personal relationships without adult interference, it may be necessary for an adult to
interfere 1f one child is being harmed by other children either physncally or psychological-
ly. Eightsyear-olds may need help in learning to accept those who arc different froi them-
selves or those with whom they disagree. But because of their gfowing interest in people,
the time 15 x‘nbht to help them to develop a friendly interestTin other children, particyarly
those outside of their immediate group.

Eight-year-olds still cannot take much criticism, althotigh they are be.gxnmng to’be mare

tapable of some self-evaluation. They are also beginning to be better able to give and take
cnticism among their peers, providing it is within a bas:cal.ly friendly framework

Movies, comics, radio and television have become a definite part of the life of the eight-
year-old. They can learn much from television in particular, if wisely guided it their -
choice of programs. Some children will be stiinulated by televisien to read for more of the _
story or for information and further facts: However,.the child who is a poor reader may,
turn increasingly to television and other kinds of media such as comics. Many eight-year-
olds read and enjoy buoks if their interest and dehgh\t in them has been éncouraged and if
they have mastered the skills of reading. Children who do not read well may already be

rejecting the reading of Books for pleasure. 1t is important to offer children of this age .
books that are full of adventure and humor within the range of their reading ability. v
Q s 3
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6 " Children of this \age are alsp often- avid collectors”and hqarders. The collections may
* seem to be of little value'to grown-ups, but they have mehpi”pg‘to‘the child and should not

i bediscouraged. Indéed some.of them may lead to a life:long ingergst.

* +  many do not seem reddy to take complete responsibility for going to bed, getting up, or
® ¢ arriving atgchool on timé.-They haye arf qhdersta"m;j_h'g of days, montbhs, years, and their
* relationship to one ancther. They Have @ growing.interest ip things that happened “long

. ago,” but stjll'some'cén sion about the éxadt time when past events occurred.

. "These youngsters are often argumentative and sometimes irksome. There gs,no longer-.
S ¥ “complete acceptance of t an adult may say, Eight-year-olds are full of duestions. They
" are eager to find out, abou the world around them. They enjoy field trips: They are
stimulating to be with. Th may be beginning to be careless about their clothes,

- unwilling to help at home, sonfetirfies noisy and Bossy, but ¢heware also usually loveable,

* and friendly This year can be axood one for: adults and children, for eight-year-olds will ]

., respond well to wise and kifidly adwt leadership and guidance.. . . ‘
- * ‘/.. e ‘ ' ) .
- ¥ . On Being Nine_\{Yea?_s Old R . | -
- - Most nine-year<olds are fairly respon‘siblé and.dependable’ They understand explana-

», - tions; they dre interested in, trying to do._things well. They are béginnipg to have a real
sense of what is right and wrong. Individual.abilities are becoming cledfly apparent and

) 5

real interests are beginding;:t6 develop. The nine-year-old is an individual whose unique
2 pér{sonali:tyis‘; becfbnjing“e‘\'rideht, Ry ? o )
At nine the wide varfations in development that will become increasingly evident at ten,

.. "eleven and twelve may be rioticeable. In theit interests most nine-year-olds are closer to
"+ those of ten- or eleven-year-olds’ than Yo ‘seven- or eight-y@r-olcis, whom they think of
. " and sometimes refer to as “those children.” This is especially-true of fast-maturing girls,s

. some.of whom may be ne'(aring preadofescence. a S -

. * apparent ovef the last three years: The lungs and the digestive and ¢irculatory systems are
‘. ", still developing but are almost mature in function. The heart is not quite fully, developed,

ST accommodate more comfortably. to close. work. ‘Eye-hand coordination is greatly

K "« improved, and mény,yo{xngsteis, arg qé\?} quite_skillful with “their ha}\ds. However, - _ -

" individual differences in this area are becoming increasingly noticeable. Successes and

o ’d}ifdﬁcd!tiesba)‘e‘m'oreevid@gtz s . "',.,‘;?' D . v %

a5 tion Forced'or required-attention over f‘ocz long a peljiod still may result in restlessness, a
B drop in intgrest, or €veri tension, Awhults should avoid planning activities of too long
4;,‘7{} “ duration. Nind-year-olds like to make plans of their.own and can carry many of them out
T without adult direction. On the other hard; if dntes€st flags, the Troject may, be dropped
Y withouf concern. A nine-year-old is a good begifiner_but does not always carry through.
One inte;rest méﬁ'be'sﬁpplanted by another, each entered into with initial enthusiasm.

'+ Many nif{e-ye'ar-olds are becoming critical 'of the results of their work. Techniqués and
- " skills are becoming more fmportant.to them in both work and play. They want to.know.-

. how'to do things. However, adults can overdo the teaching of techniques and skills at this ~
“age. The'adult who i over-insistent, too Thuch of a perfectionist, can destroy a child's

w . otla o . . . ‘- . » - ., -
. Initial desite to master a skill and the pleasure in‘using it. = w-. ] ‘
“ . . v r, v M e . 1 .. . . , L.
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Most children can how tell timéanJ ‘an refate it to the sequenced events of the day. Yet 5

. Phyéi’&”al}y, _’mo's't.' ning-year-olds are. experiencing’ the ﬁiea{dy growth that has beex ’

="+ \ ¥ and physical competition“needs to be.watched in order to avoid straip. Eyes are able to * .

i .. o - Ry ) .
-~ Thé attention span has g‘reatly,mc'reased but is still dependent iipon interest and motiva-

.
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Competition needs to be kept withfn bounds not only for physical reasons, but also
because the need to win can become too important. A nine-ygear-old may drive too hard to
,win, or a child may be hurt and discouraged by the jibes of others, bécaise he is nat able
"to win for hrs side. These children neéd to be helped to learn how to win and how to, lose.

Many mne-year -olds are begxnmng to think for themselves and may no ]onger accept
what parents and teachers say as.being correct. They are beginning to find out that there
are often many points of view. Some children will become critical and outspoken even
with the adults of whom they are fond. But the nrne-year-pld is usually becoming
reasonable, it is possible to talk things over as long as the adult is willing to listen to what
the youngster has to say. There is also a greater capa;rty for recognizing and ¢ carrying
responsibility. Nine-year-olds, however, are more responsve. when they are included in
choosing what they will be responsrble for and in making plans than when they are told

“this is what we are going to do.”

.

Because nine-year-olds seem capable and independent in many ways, adults sometimes
expect tod much. These children still need appreciation and encouragement in their
growing independence, but support when they still need te be dependent from time to
time. . i . : \ .

4= B
. .

On Being Ten Years Old - . . ‘ ) N

Ten-year-olds are rounding out the childhood years and seem to be looking forward
curiously and eagerly to being grown-up. Somexnf them are even  beginning to wonder and
talk about what they would like to do when they are grown-pp. This is a good year fer
teaching and learning, particularly in the fields of science arFi social studies. Most ten-,

environment but in world affairs. They are interested in social problems in an elementary
way and like to discuss thern. They are becommg aware of dlkferences among people, of
social justice and injustice. They want to”know why there are criminals and hungry
people, why some people have a lot of money and others very little. Attitudes and
prejudicesare shapmg up in wholesome or unwholesome ways.

£} =~ %

. - .

year-olds have a keen interest in what is going on not only in their immediate
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*Feelings are being formed about authority and cooperating or not cooperating with it.
Concepts of law and order are beginring to be déveloped. Ideas about democracy are
forming A whole new fund of information .’is\be’ihg picked up from newspapers,
magazines and\ television. If adults will take this growing concern seriously and meet

these children af their level of thinking, their capacity to understand, these youngsters can

~ ‘ . PR
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grow astonishingly in-their social concepts. Children at this critical age in their develop-

ment ‘can be helped to develop a constructive approach to the meaning of dtizenship in
our democracy.

For some children, this will be the dividing year between childhood and adolescence.
Although most ten-year-olds are still physically children, others will be moving into the
cycle of puberty Many girls of this age are physically niore mature than most of the boys.
Som§ are already beginning to show signs of approaching menstruation. Occasionally a
ten-year-old girl will already be menstruating. Some of the girls may be showing the
spurts in‘height and weight that pteface puberty. Some ten- ear-olds may be showing
some of the emo_tio'rﬁ tensions that sometimes accompany. the physical changes of the
cycle of puberty. For those children who are physically ahead of the ‘others in their

development this may be a difficult year. - :

maturationairf.easons, are beginning to- séparatq
\vities. Although they may enjoy doing many

Boys and girls, whether for cultural\c&
more definitely in their interests and ic

" things together in" school activities, in thei spontaneous play the majority of them tend

" toward boy or girl groups. Considerable r

~ being busy with many things.

I or feigned antagonism may exist between
these groups, with many complaints of teasing or interfering with each other’s activities.
Boys tend to form groups based on their activitigs, such as baseball or touch football. Any
boy who can'play is usually admitted to the gr p. Girls usually have “best friends” and
are less likely to admit an outsider to their grop. Best friends seem very important to
most girls of this age, and the girl who does not belong to a little group may feel hurt and
left out. This i.s’the club-joining age, for. both adul-directed, organized clubs and.spon-
taneous ones. The latter quickly shift and change both in membership and purpose, ,

Ten-year-olds are physically active. Both girls and boys enjoy rushing around and.
hey may easily overload thémselves with their many
interests and activities. Adults also tend to overload youngsters of thissage by enrolling

them in"too many worthwhile groups and out-of-school lessons. These children are still
growing 'and often tire easily. They" need opportunities for quiet activities as well as
strenuous ones. They also need t

. make their own plans. : . C e

-

N " .

) . v ' . '
There is a growing capability tq take things in stride, but some ten-year-olds are overly,

" conscientious and become wiorriers. Fear of failure is becoming a real concetn even to
children who do well ih school. Ten-year-olds are all too aware of the consequences of

failure. Pressures for achievemgnt must be kept within realisti¢ limits of what the
individual child is able to achieve. If this is not done, many®en-year-olds begin to doubt.
themselves and to dewvelop feelings 'of inferiority which may become permanent. Many

“children of this age, particulafly bgys, begin to dislike school because they feel inade-

quate, unable to meet the requirements for reading or carrying out the kinds of tasks the:

school requires. If sufficiently discquraged, some of the boys may truant from school, |

take part in vandalism or establish predelinquent patterns of behavior. P
H

.~ For most children, however, ten might be called a plateau year. Itis a point of bringing

- year in which to build for the future.

together all that they have achieved and‘léarned during the childhood years. It is a year of
getting ready for the changes that will soon take place as they enter puberty. It is a good
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e to be on their own to follow their own interests and -.
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No set pattern or minute- by-mmute plan can be set for any single classroom or for any
»one group two days in succession. Eachclassroom, each day; is unique. But there are
certain common elements in day-by-day school living that go into the making of a good

school day. - .

Each day in school should bring to every chxld an opportunity for laughter and merri-

ment, wonder and currosxty repose and reflection. There should be time for friendliness,

J.', mdependence high adventure and vigorous activity. There will be responsibilities to

assume, skifls tq master, problems to solve, and imagination to rélease. And most

important, for each child, there should be a growing awareness of the worth of. hlmself as
,alearner, a doerand a member of the school commumty

. -

‘Perhaps the groups in a school have a schedule or. )ust a general framework fora (iay,
i.e., times for occasional coming together for 3 story, some singing, or a group discussion.
A flexxble sehedu]e or a framework made with large blocks of time becomes adjustable to
the needs‘of the day. An alert teacher will know when a part of the day is going so well
_ thatan actnvnty muyst not be mterrupted N - .

'I"meToTalk . ) - N .- s

Arrother essentlal of every day is plenty of time for puplls to plan dlscuss consider,
speculate, verlfy—even argue There needs to be time for boys and girls in pairs or in
small groups to talk to each other; the teacher; ard, at less frequent times, the whole
‘group. Worries, fears, concerns and difficulties need to be revealed early in the day and
sometimes in private with the teacher. Joys and satlsfactlons can be more wndely

disseminated and enjoyed. One talking time should be reasonably early in the day, for, ’

excntmg news will not i<eep too 16ng—such events as a big brother commg home from’

‘* overseas, a planned famxly ski trip, or an ovérnight hike. - P . ’,

',['here are a few “sh” ‘classrooms stlll in éxistence, those wherein the vorce mosf
frequently heard is that of the teacher with the pupil’ s. ,responses confmed to monosyl s

()

. Tables Who is thtmg the practlce m tatkmg? The person who needs it ieast of al. o

0

Planmng and Evaluatmg ’ C- ‘ . ., x
Each, teacher has to keep several kmds of planmng in progress at all times. An 1nd1v1-
" dual or a small group, less’ frequently the whole class, needs to review and perhaps
reconsn;ier plans as they move ahead. At the same time the teacher keeps in mind the long- -
term goals she has for the class. It is often good for the teacher to serve as a recorder and
watch ideas sprout and grow; .to see enthusiasm mount when boys and girls discuss
'senously a plan of action from all angles, perhaps modify or set up alternatives and findlly
make a geaslonr— one that is still open to reconsideration. Consequently,-everyone has
had a part in p]anmng, as an mdﬁhdua] pr a part ofa group, and .everyone has a stake in
¢ ‘

the outco,me ‘
.16
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].0‘3 During and after wdrk time comes evaluation, another important thinking and talking
) , time For the child, aftér he has painted a picture or completed a science or mathematics
« experiment, it is satisfying to, receive earned praise, listen to the reactions of others and
consider with the group the results of his labors..Such exyri?ences frequently lead to self-
appraisal ahd improverent. The answers to “What did } or we accomplish?” and “Do we
moveahead as planried or d6 we reconsider?” lead ty xt steps. ‘
* .- H . .

Pupil and Teacher Evaluation . . // ,

The act of giving grades creates many a disturbing moment for teachers. But, uniess
pupils and teacher have an understanding that a Piece of written work is for,the pupil's
own practjce, experimentation or satisfaction, each serious endeavor should receive some
kind of evaluation . Probably the best kind is a short or even a long note such as: “This is
: your best work—so far.”” *What happened to you today?” "This is a vivid description.”

. "Good for you! Not a single spelling mistakeé.”

" If checking papers seems to take'too muich time, the teacher should realize that pupils
should really not be turning in a multitude of papers each day. And as soon as possible,
certainly by third grade and often in second, pupils should learn to proafread each other's .
4 . | papers in pairs, considering carefuilly. meéﬁing and errors, erasing and correcting
mhistakes, and discussing how the writér might have improved his work. Such papers
could come as 2 fesult ©f work in science, explerations in mathematics, a social studies
_ {nit ‘or work jn the tafiguage’afts, The teacher gives each paper a final look, making
* additional correctiofs in ordinagy.pencil (notin.red, please!), as shereads, * v

. o 7 R ¢ R .
As frequently 4 Possib)e_‘th'fé teacher and:the pupil have a writing conference. If it is .
'Gvritipg the teacher feels, shows parti;ular,'p,romisea she can' discuss with the pupil the ~
) possibility of hjs redoing/it. Otherwise, the child should be.allowed to move on to another )
* = experience. When he vﬁes“to capture an idea on paper,.he has aright to do it in hisown |
way. When Z/ piecé of written maiéi:jal goes out fo-readers, the writer makes it his very
best'work F r those who have great difficulty in attaining the miiscular control needed in
. handwriting storiés and reports or are ovetwhelmed by the intricacies of spelling, punc-
*fuating and structuring language, therg are “scribes” or “secretaries’ in each class to be _
" botrowed for a period of time. Thus sfories, poems and reports may be dictated.’
D et < e S A R
Coas T e LSS . », < eet - - [ ol - .
7. Small oriarge group discussions solve many pro_b_lgfng which would tax to the utmost
»° "¢ the indiVidual teachér's#ime and judiciary powers. Out of such times (and these have to
* . come as"the need arises) come wiser dttitudes, more mature values. and broader under-
* - standings. Childreri can understandthat jt is much more difficult for Pete to attain acgept- - -+
Cn " able stapdards ‘of béhavior than it'is for Mary Sue, and therefgre you adjust your -
’ thinking dnd don’t condemn Pete as a bad boy, but rather commend him, if at all possible,
v h , .

¢$forg‘rowkh'aﬁdprogre55 IS ; S -

Y
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=&onversation need not becomea lost art if teachers give it an opportunity to flourish .
andcgrow. Children like to consult with frfends as they work on projects. On some days

~ * ’smdll conversation groups will evglve, Being a listening part 6f such griou;gﬁ,js not only .

interesting, jt is miost enlighténing! _
'J - - - ’
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*  Just as theré aré many talking tirhes scattered through the day, so there are many

listening times, times when plupils)giye‘cgurteous attention. to each other or to the teacher
. - » “ - . , "’*‘g
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as she adds some information, makes a suggestlon or helps someone think throygh a
problem. Listening to the well- read story can be one of the special times in each school
day. Talking about a book, interpreting the pictures, discussing the problems of the
library selection committee, asking for favorites to be reread, playing a fragment of a
story, telling one or ‘readlng aloud—these are 3ll part of the readlng program. The ear is
the key to learning the patterns of speech ‘the patterrﬁ which are transferred to the pages
of books. . .

Somehow teachers have rather assumed that when every pair of eyes is fixed infently on

- her that every pair of ears is involved, Boys and girls have an uncannysability to “tune
’ out” the spoken word at will, a tendency encouraged by hurtful environments of mal-
nutrition and insufficient mental stimulation, dull explanatlons long scoldings, and adult-

style temper tantrums. The “next-next” barber shop style of reading—one line or one

. ?paragraph at ,a time around the class or group—can be counted on to eliminate most

listening. , B .-
o Better uses of hstenlng times come as a few or the whole group hear and interpret
lovely, expressive music, or the roar of thunder, the pounding of rain or the slither of
¢
_ sleet, or the nothingness of.sound in a snow- covered world. Teachers should try to give
each boy and girl an extra pair of 'seeing glasses” and special “hearing aids.” These help
pupils gather more meaning from the world around them.
2, - Physu:al Activity. .

< e oA

I

|cal activity must be a respected part of the classroom living situation every day.

Rhyt mlc response to music, group or individual work in the areas of construction and

experimentation, changing from individual study to group work necessitate moving
" about, but regular, active times must be provided. Tlme.on the. playground is essential ta
a child's total well-being, for play serves many purposes. Through play children can re-
Lreate their experience and increase their awareness of self and ¢ulture. Play includes
a %xercrse and recreation, leamning and using new skills, building strengths and endurance
_ mcreasmg one s control of his body, lea;nmg to be fair.

.

Aruitoxt provided by Eic:
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1 2 Play in its many, forms is essential to life and we never outgrow our need for it. T}fbse ‘.
N 3 w

. who'have never played or have lost the ability to play or who have never been childlike
. frequently, become our sick-adults. i o ‘

—— Whole Group, Small Group, and IndividualWork ] . ¢t LTl

A good school day.gives every child the opportunity to bea part of a "group. There is a
comfortable feeling of “belongingness” that can tome from being one of a committee or
experimental situation, a member of a special group or club, part of a gang, or one of a
i pair of best friends.  _ T

" During each sthoo? day a child should have time as an individual to work at his own
“Problems or in the fields of his own special interests, learning and discovering for him-
g self—time he does not need to account for. Perhaps he works in the area in which hemost
" needs special effort. For checking on gains, one pupil may want to enlist the help of a
friend. Or perhaps he wants to look at or read a book; watch the fish in the aquarium; .
have a private talk; continde his research; or now and then just blissfully do nothing.for a
»  .short span of time. ' S ’

L 4

Often it is the individual (or small group) work that gives the children time to create to .
their -own satisfaction. And out of these creations—a lovely design, a discovered song, a
bit of poetry, a new-found ability, the verification of a hunch, results of a scientific experi-
-ment, the application of a generalization in mathematics—come immensessatisfaction and
increased power that give a child the willingness and eagerness to move on into something
new. . ’ . ) “ . )
‘Rest . ,

“In anticipating the daily rest needs, a te:gcher watches out for signs of fatigue and does '
not wait for droopiness or the comment, “I'm tired,” before prescribing a change of
activity. Tension, irritability, over-stimulation, restlessness—all tell the observant, adult
that the need is great;, the time has come. A different task, taking a long stretch, being
floppy dells, 'having a brisk gymnasium period, drinking some milk or juice, nibbling on a

' carrot stick or eating a handful of raisins, listeriing to a quiet poerh ‘or some lovely
music—all these are restful-and reldXing thingstodo: - . , ‘

. - N 1 -
~ - . . -
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Th‘e'Scb\ogl Community .
Each day should bring contacts with an ever-enlarging, interdependent group, of people,
. —those who make up the school community. These contacts should be of both the
¥ _impromptu and the planned kind. The pupils in a classroom may be made up of varied
"age groups—a most satisfactory combination—or. more frequently of children within_ a

" narrow span. If the six-year-olds have just withdrawn a new book from the library and -
have thoroughlyLenjpyed it, let them plan to have another group come in to enjoy it with

", Theeight-year-olds may run the paperback book store. Another group, say the nines, ;

- . might publish the school paper. One group assumes responsibility fozthe lost-and-found; ‘

and another'ruris the anti-litterbug campaign. It is a wonderful thrill for one child to be
“borrowed” by a group of children because his help isneeded. ’

Mayf)e the ‘six-year-olds need some near-professional pounding to make their hideout

hold together and may- ask the nines to wield hammeis. Or the seven-year-olds can carry.

milk cases for the fives. ¢ & P
Many, good things that can be shared—favorite songs, special games, plays, creative )
c#y work—gain new meaning'and worth as they become impottant to others. o
\) ‘, (i ) X -{“‘f‘ . /_:’. ’ .4 R
‘. v , . ' : ’l . . . ‘
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As the pup:l explores, inquires, examines, studxes researches, verifies and drawse
. tentative conclusions and generalizations, learning follows learning in a semi- logi‘cal
*" natural progression. Reading becomes a thing to be en]oyed and 2 satisfying source of
information. Writing, spelhhg and punctuation are more and more important, as there are
letters, stories, newspapers, directions, mvrtatlons, reports and even books to write when
much has been discussed and needs to be said. -

Pupils leam to observe, to test and try—not just to hccept. They discover the

importance of common sense but realize that this alone is not enough' They grow to .

respect their hunches, inclinations and impulses but again realize that these are:not
enough. They learn to withhold judgment until further evidence i$ in and then make
. generalizations with great care. There is much that is exciting. to do, to flnd out. Thereare’

] people togo to for help and consultation. ¢ - ) .
~ - . -
The Ongomg-ness . . > .

The"c'urrlc'ulum and environment of the elementary school compose one of the worlds .

| in which these boys and girls lrve and grow. It is the walk they took and what each child

saw, remembered and en]oyed It is what a teacher helped children’ record about the walk.’
It'is the problem of how to help George find his talent to share with. all the group.

Curriculum js determined by real needs and real questions. What was the world like when
our great-grandparents were alive? How soon can I read this book for myself? As a
teacher gets to know the group, she cah oFten supply the néeded part of a curriculum in an
anticipatory fashion. Is Ginny clouding. up for a temper outburst? Then let’s get her into
another situation quickly. The brushes are well washed, but one more dlp into the water
for Martie’s sake won't matter. -~ . .. -

s e on
»

E-2

- [

In Conclitsion e,

L] ‘ " ') ‘1_
This outlines a full program, esp@clally smce in it there is no place for rushing, W\slon,.
fears and inadequacies, pushing and fatigue; in it each child deserves to progress -at-his
" ownrate df speed, and he has aright to his full measure of time ahd attention.

How does one put all these activities together so that they make up a good school day?
Each teacher has to decide that .question as he works. with each group of children. Plans

" need constant revision. l’erhaps one group will start with,a falking time, move into small
group and individual pursuits while the teacher has conferences, perhaps come back for
evaluation, perhaps not have a good play or gymnasium period and then a quiet time
with some music followed by more work, lunch and rest; or’alternate ‘work and
relaxation in its various forms throughout the day. With another group the teacher.may
.do md:v:dual planning with some, while others pick up where they sfopped the day

‘before, or let work start as chrldren arrive at school and then meet for a talkmg time. It )

will depend upon the maturlty and needs of the group.

« There is no prescription for some of the essentjals of good days. Wouldn't lt be wonder-
. ful if, just by marking.in those silly little squares in plan books, we could add joy and
laughter, tolerance “and understandmg, the feeling of being important, awareness of
beauty, new insights and powers? Potentially, each of these ingredients is there waiting to
be found, captured and made into a wonderful joyous part of every day or lost and

overlooked for fack of a sensitive spmt ‘ ) - '
When both the teacher and the child leave the school satisfied with what the day has
brought and. happily and confidently anticipate their return tomorrow, this one has
. probably been agood schooI day.
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In recent years the interest ‘of educators and parents has'been focused more frequently on

children’s thinkirig. The 1966 Educational Policies Cormission Report begins with the S
" statement: “The development of intellectual ability and of intellectual mterest is funda-
mental to the achievement of all the goals of American education.”? s SPTE :

Renewed and increasing interest in the mental development of children has spurred Te-,
search’concerning the factors of intelligence. Around fifty heretofore unknown factors of
intelligence, most of which are as yet unmeasurable, have been revealed through research. ¢
Researchers also report that IQ scores are not fixed but are subject to) change, that ~
dfffgrences in a child’s environment can have a dramatic effect on his rate.of mental devel-
opniént, that the dévelopment of traits within any one child vary, and that only a very
~émall percentage of children are superior in both rntellrgence and creative tl.unkmg at tlE__
same time.,

Wherrdo children think? Charlotte Crabtree says that "thmkmg occurs whenever child-
Tén put ideas togethér in, some pattern of relatronshrp “2 [t is .an active process that * .
mvolves children’s partrcrpatron rather than the mere absorptlon of information. Chal-
lenging this thinking is-an important responsibility of every ‘teacher, whose aim should bé

-

" to helpchildren learn to depend' upon higher and hrgher levels of thmkmg with more

CERIC

Aruitoxt provided by Eic:
x

. terms commOnly used mclude . . -

'frequency . .. .
The development of a child's personalrty and his mtellrgence ought to go hand in hand
There is, according to Jean Piaget, a succession of stages in the development | ol children’s
thmkmg as they move from infancy into the adolescent period-of their lives. Itis apparent -
that some educators are trying to acce]erate this pfocess. The questions we must ask are, is
our ‘task one of providing curriculum and instruction designed fo stress cogpitive develop-
meht ifi the shortést'time possible? Qr is the task one of prowdmg curnculum and instruc- ~

tion for the total development of the child? A

Ish’ tit true that the child needs to live as fully as posslble at each stage of’ rowth 1f he is
to fulfill his role as a mature adult? Pressure and attempts to hasten this process may well
distért a child’s development S ¥ T

o

a

In wxm Kind ofThmkmg\Can Young Cluldrcn Engagc? ; Lo

Apparently young children are capable of engaﬁgmg in most known forms of thmkrng
While no two educators seem to refer to types of thmkmg in the same way, some of the' .

? X w 7

- \;:
. aq - ¥ " - [

1 Natroll‘al Education Association, Educahonal Pollos Commission, “Universal Opportumty for Early Chiid-
hood Education,” 1966 )

2 Charlotie Crabtree, "Challengmg Children To Think," * Primary Educdnon (Washmgton D. C Assoclauon for .
'Chxldhood Education International, 1‘)65) p- 2. . ,

*Based on #study of “Children sThmkmg ’done by the 1965 66 ACEl Primary Educauon Committee i .
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perceptualizing o _ grouping R . practicinginﬁciuiry«-‘ ~].'5

. recalling . labeling . _ doing-problem solving
memorizing ) " " generalizing " - reaching logical conclusxons . ¥
‘conceptualizing interpreting . -.- evaluating . - . :
» identifying ‘ making inferehces judging ST o
associating reas()nihgl e s predicting N
contrasting - sequencing a being intuitive. '

*

In another set of terms there is consideration of the use of convergent or divergent
thinking, deductive or inductive thmkmg, cause and effect, critical thinking, or creatwe
thinking. ‘ S T
> . - - a

- Concept Bmldmg

b var .

Each txme a chxld gathers and adds a bit of informatien about a topic, 3 expenence a
* word ot an videa, he is confirming, buxldmg or enlarging upon a conceptxon—+one which ¥
will need to, remain open to change for years to come. Concepts can grow out of
expenences m fivolvement with people, thmgs places and-ideas. Each new or related
direct eXperience can add to a child’s groying fund of reliable or partly reliable informa- .
tion. He has this much addltlonal background to bring to the,next upcoming experience. ’

Often it is the place g of adults® sxmply to stard by as chlldren work at clarlfylng and .
extending, their ideds. It takes numefous experlences to build a meaningful and reliable ° )
. _concept. One has to angle in on it from many approaches hefore raaf:hlng a still tentatr.ve
};", conclusxon sty T T 0 -
“ One group of boys and gxr]s were convmced that the stones in, the p?laygrouna were
férowmg Each day they became more excited about “thos¢  great big rocks,.” 1magm’at1vely .
‘seeing the playgroxfnd covered with giant bouldem The teacher only needed to ask; “How ’
cari_you hhd out if the stonhs are really growing?” One rock was brpught mto the class*
rdom carefully measured eaChv ensuing day, its measurements were recorded. Day after .
day th‘af rock ”persfsted” in’ ramaining the samé %ize. First a-little water was placed with T
the rock. No' chiange. Then a bit of earth ‘was tapped in place argund it. Still no change .
Growirig more subtle in, their expenments the children selected another rock and placed it -
cozily beside the first. Nothmg happened After several weeks the class reached a perfectly - p
]ustlflable conclusxon, "The rocks on our school grounds do not grow.” ) .. :

.

-

] v

.

Not all: chlldren nor adults, engage in the same klnds of thlnklng There.are, those who
advan_ce patiently and carefully, one step at a time. Dorris Lee points out that, ’.One child ]
leams’ rapidly by vxsual means but not auditory, another the reverse. Then there,is’ the
child who must act out physically and kinesthetically in one way or another to make an-
idea of his own.” Not all chxldren respond to the stxmulus-response of rote ster of

. learmng <L s T . ¢ :
And there are those who haVe hunches or take what Jerom; Bruner Calls ”courageous
, -leaps.to tentative conclysions.” ) . .

Jon showed this ability as he stood by the teacher while she .was playmg the 'pxano, ) .
sometimes conversing with her, at other times thinking and consxderlng, contemplating
by himself, “Do you thmk Jeannie knows how cute she is when she is mad?” )

" 2%

Thé teacher’s reply was a cautxous, "Um. ...

P

Jon continued, I wonder why we laughed yesterday when Réchard fell down. It really
wasn’t very fUnny Answahg\@mself he went on, "I think we laugh when we don't

know what else to do. In'time we ll know.” . | ’
. . 1 -
) Q i P . ) .
: ,EMC ‘,, aan g Y ) - ,‘-. . 22 . . R .
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Thls time the answerxng um hm was less tentatwe~ I . -
Layra Zirbes frequently told the story of the children who could not get thelr home-
made candles to wax, to grow fat. They exammed the ‘string wicks. carefully, they looked
again at the book telling how the pionéers had made their own candl ook their heads
over the hot pot of wax and tried agam Atfter three quick tries they still obtamed nothlng

more than damp strmgs very sli _ghtly wax encrusted . .

After another quxck confererice the dec15|on was made.to let the wicks cool for a longer '

> period between ‘each dipping, then tosdip,them swiftly and hang them up for another

k

gl

coohng perlod That procedure worked. The candles began to wax.

Bruner would have approved of these children workihg their way out of a dllemma for
he has said thatthe more they practice problem solving, the more likely they are to
generalize what they learr into a stylé of inquiry that serves for any task they may
encounter. |

The sntuat:on in Wthh the ch:]dren learned abaout waxing candles was one in which the
teacher gave children time to think, to try out alternate, ldeas and. pfopose vanous plans
3 It was safe in this situation to “try ideas on for size.” ‘

Suchman relieves children of, the burden of d:scovenng everything for themselves but
points out that inquiry is learmng that is initiated and controlled by the learner himself as

a means of expandlng his own J.mderstandlng3 Once the child hnds this d:scovery'

process, he undefstands how others have gone through the same steps and he accepts thelr
conclusnons ) ® .o .
. » fo

Posmve School Atmosphere o 4 ' ?

The atmosphere of the school and the classroom in which the child lives is"a most
" important aspect for developing reflechve thinking. The living situation must be one of
friendly acceptantce of ideas and feehngs of encouragement for discovery and experimen-
tation. Each child must have a strong-feeling of self-worth develop¢d in a climate in which
he has been allowed to succeed frequently, fail without despair and disagree w:thout
reprlmand . - ,

An astronomer v~151t1ng ‘one classroom said, “This is a fock. from, Indlana and tells us
about earlier happenings there.” Vaunie (a snx-'year-old) questioned his statement, “"How
do you'know it came from here just because you fqgnd it here? Maybe it came from some-
where else.” The astronomer had to smile as he perceived Vaumes growmg ablhty to
listen with tongue in cheek ’ ’ o, -

3 . . M . ¢
’ * ’

Adequate Materials and Ideas @ CL : -, ~
Children cannot think in a vacuum, They have to do it as they relate and orgamze their
many experiences to find a common core of méaning. They gather meaning as they see,

hear, smell, touch and taste, and'every so often an overarchmg thought will emerge,

tying several experiences together. There must be things (multimedia), people (young and

old), ideas {good and not so good) plus much involvement.

l Relating life in the real world and that of.a dream or book world can be t1ed together by

“thinking thrdugh.” . N N s

Five-year-old Maura said, “Dreams! Are those the kinds of pictures that are funny that

you see at mght when you're asleep'? The family said they were. "I always forget to say
O ’

¥J Richard Suchman, “Learning Through inquiry," Childhood Edu‘ca'tion-, Fébruary 1965, p. 290. ,

-




‘> the childrendon't al

something about them when [ wake up' The next. mornrng when she came to the break; 17
fast table Maura said, “T had 3 re-run last night on those pictures. It rea‘lly is just like TV 4

* One first grader af er turning t the pages of his prlmer backand forth several times ca e, .
_ 8 this conclusion, *1T j ;sst know that all of these s storlgs didnt happgn one day because ;.,
A,

M

wear: the same clothes.” ¥

. .

Carefu.llstxgned Questions ; e : ‘ y g“ /i

The depth of children’s thlnkrng can be |nﬂuenced by the ways adults phrase their qies; ~
, tions and by the encouragement they give children in asklng questions and by childrén )
finding many, of their own answers. The slngle-word answer, simple recall question (What
is the state flbwer?) requlres only memorization and recall of a fact. Questions must be LT
carefully worded to develop the thinking ° process and lead to higher levels of critical .
thlnkmg ) . , .o

A few thought-provokrng questlons to keep on tap rmght be

.

t a
What would ypuhave done? -

Can you help me understand? ’ . . .
What were some of the things you wondered about while this was happenlng?

Let’s see, now what might happen next? -

How can you test this theory? - o -

Who has some ideas about this?: L B -
~ Can youy give us an exampk? Giveusa sucb as.’ ‘ .
* * What do.you think might happen if <;.:, o i

Thisis a rea] problem we car&,t seem to solve this way . How else cﬁuld we start?
Where could we ga, for helpkon this? ot i ol
Could thisever happen to us? L - >

Does this make you think of somethlng you have read or seen before? How could you
oy % findit again? | : - . . .
What might have cafised that to happen? . - . L o,

In whit other ways could this be done? -

Q

Su e
I NN

How can you tell the différence between TR e LY ’

Do you agrée with this author? Why. not? E v " . o
Who has some othér ideas on-this? . R e ]
What do you think about the source of this material? Let’s do,some comparlng .
Is there-anything important.y we have left out? R ";-5 ;ij
Yes, that's a reasonabte answer, Now where do we go next? — A g

’ Through their thlnkxng bo/ys and grrls often follow up on semi- generahzanon,s whlch L Y
they “research” agaln and again. y . . ;

Jon showed his teacher a WOrd on one slde of the chalkboard, walked te a chart on the o ;
other side and said, “Put these two words together .agg you have a new word. Is that the - 3]
way big words are made?”, The teacher’s “Um _.__7" definitely had a question mark . e
after it. Jon gathereéd long lists of words to prove his | point to the teacher. Shqconsxdered .
these with Jon but still her “Um * 4" left his conclusiorl up *to some bit of ‘doubt, ,
Finally hé came, to her with two hsts‘ and said, “These big'words are made’ up of twq or -
three words and this one has four words init. Then he slghed pornted loa second shégt of . ;
long words and said, “Onéeé in awhlle there’s a little word in these bqt not always. Brlg
words are made in dlffereht ways, The teacher s, “Right!” broughtan answering sthile l/ .

Timmy spent days covering sheets of paper with numerals, some of whith. had
black lmes "drawn . through them; beside other numerals were precnse check mi t;( .

A - . . , ﬁ’; ,
: -1,;3 | ) 24 ,; , \ "'f:;}'{-,'
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Approaching the teacher, bearing his sheaf of numeral-filled papers as eviden'ce’,‘ig_'asked, .
“Did you know that any numper no matter how big it is, is an even number if the digit in
the one’s place is even?” The feacher nodded and said, “Yes, ] found that out tgo.” Timmy
looked at her, tather puzzled. “Well, if you knéw, why didn't you tell me long ago?”

Really, both Timmy and his teacher knew the answer'to that one. .
" < N i ; . , -
. en ;« . or uw:aao? <.,\,_’,_,_th_ ; R i s .
- ’ ; N 4 . ' ’

\El{

.
O . . 4

'

() L

, P ] 3
. u > §
R t . H
EO zﬁ»/mmmm% < e ane § RNV / . .
. . ; Iy .
. P .
R L
¥ AL S 4] 5 gl W £ N
) !
‘-
e ,
L
s
~
.
.
N N
A .
B
£
2
- ‘al
. ~
L4
,
Y
;

rd
*
~) . 2 . X
v A
. A _ [ - t»% A,
: ’ A . e RPN
¥ .
ha
.
Pl
ad -
(-
R
. 4 ,
. .. , .

\4- N o L



- e

. — . / PR .
‘ /
. [ ] /

mﬂlm Il 7 * . "' ‘ '. J

2 : an - . .

.o - <. . . . - . -
S~ . P N - - L
X N ) . . - . ~‘/ .

- > A \

Creatlvnty is one of the shining words. It lifts our spirits. It promises a rare, joyful event.
As yet, no cynn; has succeedea in tarnishing the image of creative experiehce.

"The mystique of creatnvxty hes_been successfully challenged by researchers without
destroying its essence. They have probed its mysteries, "analyzed its anatomy, revealed
ow it can be fostered. ‘Fortundtely; we can use their findings to nmtﬁre the creative
.rpotentlal w:thln ourselves’and within the children"we teach. ‘

" We teachers may be reluctant toheﬁne creativity in the,teachlng/leamlng encounter, 4 '
‘but we kndiv.a great deal about it. We sense the power of its intense involvement and deep
commitment, the impact oﬁs ‘peak exgenence ” When a person creat&s, hq can say, w;tg
confidence, “I did'i 1t  it's good * The “it” rubs off on hxs person. He feels, ’I am.WOrthy,,;I

amgood" oL ;g -m; . PR T
‘ ? + "4 .
At timeés we aH admlre creahvxty and per.haps even envy it. thtle ‘wonder that we our- N
selves, want to.be more creative and want our chﬂdrert to saver the ]oy of crpative exper-

fs,

ience m learmng e R

e

PRI e P o :
o . . : .
. . ot . ;

Why Creatxvxty? o _ : T , ‘: o e o e
Our desire for creativity comes first Then co’me the questxons Why
more creative teacher? Do I want to be “in?” Do [ wanj to escape the stra»g.ja et of lesson

plans? Do I feel the need to challenge myself—to use myself more fully? Mnght creative® >

teaching turn my children toward a bagter sense of self? ﬁé iy .

It is lmportant to, be h"onest about why we want to engage, in &éative teachlng THen .
we can cg,nsnder if we wan} to pay the price for our choice. “We should ot be dece1ved by
romantic,illusion, c:ea'vxty demands payment. If our familiar teachlng st:;ategles are

; found w:;ntmg, if 1 > want to try*an untried idea, and if we trust ourselves and our
o chxldnen e‘nough rwe kef thexxsk of a.creatxve new dpproach.. e

*, ‘. .

« R,sk-takih& andFrost <o 0T )

4

RN
It is no agcldent that nsk tak;ng%xs. coup-hﬁ w:th trust.. Risk- takmg grows upon trust,
which in t;:rn grows as a result of 'havmg survived a risk. . .successfully.”! Mutual trust

between child and’ teacher-is paramount, developing in its own slow way, through peaks \
and pitfalls that en;om us and out- ch}ldren throughout the yea’f

As we.sé rch fqr Ways -to open creatwe experiences for children, we can expect frustra-
tion, uncer'gamty, failure, We can anticipate a conflict within oursélves. “Shall I take a
» " charnce an pose myself’l Or shal] I hold on to the familiar and play it safe?” Perhaps we
* ‘can leatn -fro the inchworm. He, regularly takes risks into unknown space, but always
froma lenE Qf contact, from a base of security. We might do the same. As adults respon-,
siple for youiilg chnldren,.we do well to try to keep a toehold at least, in the'security of the

! Egvirohmental Studm, Essence Box 1559 Boulder, CO 80302. P 14. (Copynéh/t © by American Geographnc—
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20 known This cautnon does not dlmxmsh ou: creatnv;ty It is just good common sense; it
helps ussurvive. . . :

Stages of Creative Process ", .o E g ; -
If we have thought through our persona] reasons for trymg to teach more creatxvely, and
® ifwe agrqe to take some of the risks necessary, somqgundelxhes might he]p

|,
Researchers onCreafivity do offer some clues. They have documented four stages in_the
creative process and the conditions that foster creative activity. Each of the conditions .
implies tedching strategies for us to develop in a way con‘snstent with our mdwnduallty and
, the unigueness of our chxldren in thexr educatxonal setting.

StageOne' OpemngOneself : ‘ ' T R .

’ S . ot
s,

In the first stage, a person must have a “set” for the creahve process and a sense that an
m\portant part of himself will be in it. He opens himself to many kinds of raw impressions
arid sensations. He does not censor; he does not pigeonhole into familiar boxes. In time,
" he internalizes the newness and finds a way to accommodate a changed bit of ‘knowmg K

. . For examp]e sxx-year -old Marco knows that fingers are small cofitpared to other parts
of the body. T.hen in the hosp;tal his vision is teésted as h follows the arc of the doctor’ s

.
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finger held close to his face. To Marco, ¢ Ahe finger is huge, it blocks much of the doctor’s
“face. He does not ‘understand principles of perspectivg and relafivity, but he absorbs the
new image. Months later, an enormous.finger dominates his mural about the hospital. It
reflects the emotional impact of his new experience. He was open to new impressions, he

lnternallzed them; he used them. - .

What clue does the first stage in the creétnve process provnde for us as teachers? To
begin with, we need to appreciate the integrity of a child’s expenence In addition, we can
provnde raw data, new material, different sights, sounds and textures for the children. a
Baliriese gamelang, electronic music, natural bird calls, Indian chants, concave and
convex murrors. Ant hills and skyscrapers, marshes and sand dunes, excavations and
clouds—all provide data. ' el ) -

As teachers we can avoid asking children tq react, on the spot, to new data. These need
to “simmer” and become part of oneself until gne is ready to sense their personal meaning.
But most useful of all is our own example of attending to everyday happemngs taking
«time to look at the darkling shadows on the floor, the quizzical glance owhlla the

" movement of a caterpillar. v

. Wecan also pose problems that spark a child’s curiosity and engage his Creative efforts.
“Find something in this room, in this school or on'the street that represents power. Then

& LI
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‘ 2 2 show it by photo, pantom§me, dance, picture or some other visual way so that we can see
- " what you mean ’ Through these kinds of encouragement, children become more open to
* datathat will feed their internalized visions from which they create. . 2

In addition to a “set of openness,” a person needs a sense of psychological safety at
every stage of his work in 6rder to create. He must be free of someone else’s preconceived
- notion of what his results should be. Therefore, we should refrain from pressure through. ..
questions such as: “Why are you doing it that way? What are yot going to do?” Chances
are, he will not’know until he has done it because he has never formed such a solutiqn
before. Without psychological freedom, a child's creativity will freeze and atrophy.

Stage Two: Selecting a Focus

In the second stage of the creativepfocess, a perso selects a focus. In doing so, he shows

a certain playfulness and “fooling\around.” He improvises.half-sensed, spontaneous acts.

- Finally, he may decide to show the\mportant events in his life through photographs or
through song fragments. Then he is oy his way. He_cannow select the events and make
judgments©about what “tells his story\ better. But do not expect him to stay with this

. stage He may still vacillate back and folth, reaching for new ideas, a different approach,

even a different theme. . . .

What do we teachers do duringthe focusing stage? We tey to set up-the environment,

a including the feeling tone, in support of this “choosing” step. Materials,space, tools,

equipment and time are obvious needs that we can supply. But.there is more; we seek to
elarify.possible options. - - ! ’ voe et

For example, Maya, living near a pusy city intersection, had heard about the quiet of

the country. On her first visit there when she’was eéight, she could not sleep—strange

-~ noises made her appreHensive. Back ﬁom‘e,; she tried to-'deal with her frightening

- experience by making a “sound collage.” In the confusion of remembered sounds and.their

' imagined sources, it was hard for her to find sqmie “hapdle;’ through which to form her

expression. With a light touch, her teacher raises a question: “Do you want to mdke it

_sourid like what you heard? Or the way you felt?” Then Maya is left to retreat into herself

and to focus en either option or on a différent one altogether. In this case, Maya chose to

express her feelings about the threatening night sounds in the country. On er audiotape,

, therasp of the crqws. She was on her way into the third stage. . ' . i '
Stage Three: Producing . ’ e I

The third stage of thé creative progess is clearly evident. The person acts to bring his fogcus

_ into view. This is the stage of discipline and great productivity. The .person can

_ conicentrate and persevere for long’ perjods of time. He feels some satisfaction, some

elation, and again some frustration. When he experiences a serious block, he may ¢huck
the whole effort and go back to edrlier stages of seeking new data or changing focus.

Once again, we teachers have a crucial role to play. If the creative activity is going well,
we do not interfére; we allow it to flourish. However, when a child hits a roadblock that
seriously threatens him, we may help him overcome it (if we have the know-how). ‘o

For example, a group of children are making an environment for a gerbil, but they are
frustrated ,because the wooden cage keeps collapsing. The teacher‘ shows, them how
‘corrugated fastners will stabilize their structure. They go on to accomplish-their purpose.
Such intervention does not inte;fe’fg with problem solving; it enhances it. It allows the

. children’s creative fask to go forward. After all, what better function can, we teachers
@ serve than'to help ¢hildren learn what they want to know?. - | T
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she used a machine gun sound for the staccato of crickefs and her own choked gargle for’ )




Slage‘l"our‘ Stopping - o 23
ould seem to be easier than it really is, is fo
“This is the best ] can do now.” One is- | ..
his peers and us, his teachers, with - e
O o ' . o :
S
i

If, on the other hand, we

o The last stage in the creative process whi
stop. Why is it difficult to finish? Because it.sa
then,exposed to the outside world. Can the chrld tr
his creative expression? ' .

We may ask, “Are you satlsfred? and accept the rep
intrude by saying, "See those blank spaces? Why.don't you fillNg all the background on
your picture?”, we are violating the child’s prerogativé. The whqle point of creative 1
experience —to burld one’s value' system and to affirm opeself—isJqst through such C
outside imposition. The decision for closure belongs the creator. ’ ‘

Because the four stages of creatrve activity are intertwined with some movement back
and forth, teaching strategies in support of creative Earmng have to shift with the
need. . . IR

+

..
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L » Highi Potential Creat@ve Ideas K g
.. Of course we know that all chrldren have creative potentral S'o do teachers. Are there -~
o ways that teachers and children, together, can enhance their creative learning? Yes. "
Certain kinds of chillenges-are more likely to foster creativity than others. The following
tasks have been suggested as having high potential for strmulatmg creatrve' activity if the
contitions of tgust, of freedom and of sensitive support are present: ; ‘
1. Invent a language of your own2 o . . -
2. Fmd two things—onesof which is responsfble for the other. '
. 3. Make a “commercial” for something you think nobody wants—and sell it. T
4. Make a “commercial” for something everybody wants2-and make them not want .
R 5 < . . - l -
. +5. Find/show some thmgs that go up and down—-but not in numbers. . : d_
" 6. Show “love and hate” in two-ways, using different media. “ - i
' . 7. Go outside and find/show-a change that is predictable. ~ o .
i 8. Find/show things that represent opposite ideas/ attitudes.! ) .
: : " 9. Makg an imaginary animal that crawls/flies. , . -
R 10. Make a “sound collage” from sounds you collect/create. ‘ .

- JMany of these suggested problems can be solved by using newer medra especrally fl]m
Newer media may serve to release creative eriergies that have been blocked in a child, or
in an_adult, who feels he has failed with more conventional forms of expression, The
bulletin, Children Are Centers For Understandmg Media, is a fine resource for opemng'

. new channels of creative experrence R

. All of the problems suggested above ,are suxtablé for prrmary children. Ipterestingly
¥ . enough, they are suitable for us adults as ‘well. It is rre, in our society, to find activities tq_
engage children and adults together on a par. When we do find them and share them, a
contagious mutuality develops and the benefits to both multiply in geometric proportion.

‘Creative learning requires Inowledge, skill, ahd choices—thoices engaging our value
systems, our feelings, our desires and ‘aspirations. Creativity demands our cognitive
power and our afgectwe power~m other words, our entjre being. For these reasons,
creative learning shines as a superror way of learning. :

1}

21bid P S R
3 Rice, Susan and Rose Mukerjt (Eds ) Chxldren Are Centers for Understandmg Media, Washington, D. C As '

4 -

- %, sociation for Childhood Educatron Imematronal 1973! -

hd LS ’ [ A 30 : e




ety

1384 v

v S

i
¥
| N

,,
%y

»

Q

4

[Aruitox: providea by exc [

’

'E




. out activities needed in the acqursmon or relnforcement of a glven knowledge or skill.
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ersAbout

-

WhatareLeammgCenters?' L Q - = : : ,

They may be defined as areas in a classroom at which are placed materials for carrying

13

I3 2

- . . - . 0
What are sorhe major purposes of I.eammg Centers? LT . - °E
The prlmary use of Leamm{g Centers is 1o pror;note lndependent leamlng skills. They help _
dothlsby. ] T s . -
. Freelng the teacher to work W|th small groups and mdﬁlrdual students
¢ Allowing timé for individual conferences - o S : .
B ) Encouraglng peer teachmg . e 4 - .
. e Developingdecision-mnaking skills on the part of the learner ) . ey
¢ Providing for self-evaluation. - ) . - ‘ '
What are general requlrements for successful Learnmg Centers? ’ < S
7
. 1. “Eye-catching attractlveness—sometblng to attract chlldren {to encourage them to}
want to investigate.”? Intriguing pictures or provocative titles may be used to invite
children to explore activities. For example, gndenthe title “Get Wrapped Up in
Math” may be a picture of a mummy. The mumm‘ys wrappings could contain
* activities that suggest ways to meet the Center's objectives. P N
2. ”Dn‘eeﬂonmnz stated objectives.” The learners need to know why they are there .

and’ whéfj,o do mdependentl‘y - .

3. "More tha‘n one assrgnment Each assrgnment should offer a challenge along w;th
promise of success, based on multi-level expectahons “The latter characteristic is
particularly |mportant so that every Cl'llld can find a challenge and none *be' X
frystrated by-failure. A . S

4. *Answer sheets, if possible.” Many kinds of self-checkihg' can be utilized——s'_uch as

puzzles (if the pieces fit together, the answer is correct), number- or color-coding

" (red questlon—red answer) answer-slldes (movrng an object or overlay exposes the
answer) . . -

5. "At least one-open- ended response”—an activity that will lead the cluld to discover
m,ore as he-or she works independently. - . . y

. - g

N l'Adaptc'd from an al'tlclc in psights into Open’ Educatlon May, 1974. (Grand Forks, North Dakota. Center for
Teaching and Leammg, Univetsity of North Dakota).

? This suggestion and others c{uoted in this section .were presented to teachers in unpublnshed mimeographed
fom) by Joanne Duncan, Princlpal of the Walhngford ﬁlementary Schopl in Walhngford Pennsylvama.
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What are some guidelines for physical settings of Centers?

= s -

6: “Multi;media materials; -such as bo.oks, pamphlets, magazines, films, filmistrips,
slides, etc.” Preferably these should be at différent reading- and understanding-

v c e

-

‘ Usixally,' successful Léaming Centers are l'"qcated in quiet areas where a child can sit and

" work independently. Rather than be mere collections of mimeographed sheets, Learning
~ Centers should involve children with games and other manipulative, problem-solving
s those involvirig reading and writing. In the words of the

materials and activities, as well a

‘old Chinese proverb,

* Lhear and] forget o

I'see and I remember

- I do and I dnderstand.

’

)

-

The physical set-up of a‘giver; classroom may help to dictate the use of Centers thereirr.
Tables, chairs, carrels and other furniture in the room must be organized to produce the
best possible lighting at each Center, as well as accessibility with the least possible

disturbance, .

\ ]

How many Learning Centers are needed for a given group of children? - .-

- . i - & '
Although ‘there is né arbitrary number of Centers that can be utilized, experience has
shown that usually no more than four, studénts can work ‘effectively in a given Center at

one time. * $

-~ Howard Blake of Temple University suggests that a teacher should prepare materials
for twice as many Centers as are in use at any one time in the classroom. According to this
plan. a ,S.l s of twenty-four children should contain.a minimum of six Learning Centers in

operation, and at least twelve additional Centers should be prepared for use. .

-

‘.Hov;r are Learning Centers used?

[N

v

/"
}

~
“

K
In a-variety of ways. Most commonly, they become a tdol to enrich or extend other learn-
'ing experiences occurring in the classroom. Some steachers, however, organize their
curriculum in such a way that Learning Centers become a dominant factor, to introduce,
develop or reinforce content to be learned.

Some Learning Centers (such as Math and Science) ma}; be required of all stuEIehts;

while some (such as Art and Music) may be put on an elective basis. Required Centers
usually need to be replaced every three or four days while elective Centers may remain in

operation for a longer period of time. Any Cen

replaced. Y

-

ter not being used by pupils at all should be

.
[

The following additidnafhelbf_ul hints respond to concerns teachers often express about

/

the use of Learning Cénters :

“1. Nolock step; any child can do any or all activities.

e

2. Teachers must explain and introduce the Centers to the class. ’

" 3. All'children do not have to go to Centers. Th
Centers should not be forced to participafe.

A )

gse who cannot function at Leamirig

' -

- 4. Ghildren can be used to help other children at a Center. '

5 . Centefs can be used as reinforcement for some chi

for others.

-

¢

Idren and as introductory learning

-

e

’

-
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6. There is need for continual diagnosn‘sl)y the teacher to determine the level of ability 27
of the children so that children: are directed to the proper Center and the proper level 4
within the Center. .

7. Learning Centers need to be relevant to class development in a certam area and will
have fulfilled their ob]ectlves when-a majority of a cfass have completed them.”

How are Learning Centers evaluated? . ’ .

! As previously noted, an important feature of a good Learning Center is that dctivities in it
can be self- checked by the learner In addition, utilization of the Center should also be
: evaluated .

Evaluation ideally should be a continuous process with the teacher aware at all times of
the Centers at which .children are working. Helpful for record-keeping purposes is a
checklist, such as the following which has been used successfully by Mrke Radls one of .
the co-authors of this artlcle k . -

To determine where pupils had been and what they had done during a week, each was
asked to fill out this form and use it in conjunction with a weekly child-teacher

. conference .

NAME ' - . DATE s
L . . CHART 1 ‘ . T
B . " "* LEARNING CENTER SCHEDULE . .

’Numbu: “ Monday ’ Tuesday ’ Wednesday - Thursday Friday

e

.
N 1 .

|
g1
. .
f - I +

¥ . J v

H ‘ ’ .

On this 8 %" X 11” form was space for about twenty Centers. Each day the. child ,

_would check on the left side of the dotted line the Center he planned to visit that day, and ‘
on the right side thoge he actually did use. As a result, the child gained opportunity to
plan his time effectively, he was able to see for himself those Centers he w15hed to use but

- was unable to, and to reschedule them for another day. L. ;

At the weekly conferenge the child.and teacher would look at and drscuss some of what
. had been accomplrshed The teacher also was enabled thereby to gmde chgldren into

3 Courtsy of the lnstructo Corporation, Cedar Hollow Road, Paoli, PA 19301 Used with permrgsron
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Centers and Cenigr'abtiviti&s, as well as to ensure that they were actually. meeting success
if‘those at which they had been working. - ) - :

.

_"Other record-keeping devices might prove more suitable for. other -purp ses. One
teacher for example includes space on a forqlt for children Eo.make»cogm.nents.aﬁ out work
‘they have done at the Center. The important principle is that both children and teachers
have some means’of feedback to determine whethet a specific Learning Center is vajuable
enotigh 1o retain for further use. Questioris that need to- be,answered -include the
following:~ =~ R A 7oAt ' v

How often was the Center used? .
Did users meet success? R N . )
Did they become frustrated? ' g .
Was the Center attractive? s - ’
Were its objectives being achieved? - -

.
.

- » 3 B

How get started? ) oL % N e ’
Teachers who have not previously used Learning Centers in theig cla?s_roomé but desire to
do so are advised to bégin slowly. One or two Centers should be carefully developed and
introduced. As the teacher and pupils adapt themselves to using the Centers, more can be

introduced. <,

o
o7 S .

~ 2

It must be remembered that Learning Centers do riot replace other fJorms".'og;jnstru,ction
completely; the teacher will still need to uge large-group, small-group énwegm—gne -

' instmctignal patterns. ’ - RS S ’:;L"';},,
Y . .o v . T ‘ \

What is }a’s‘::nple-lf.qp?lat for'lga_mfpg éénte}é? S A -

The fc;llowing Actﬁnty Cerifer Format” is éugg'e‘;sted;by Howard BJake:: n .
(M{ith.due ansideration of appropriate readability-level)-". ] EOPR R
1. Name of Center . " R R S
2. Obje;tive(f) L= ‘) . ) e ' o
3. Clear directions:and instructigns for completing task(s) . ’ K
4. ,Materi‘a?s nfeded (’lyaook‘s', cohsurﬁab_le materiavl‘s,_, etc.) . L ) ’,’
5. Directions, if necessary, for sélf-scoring {"Chéck answers on back of card. Jat the>:

‘Answer Table,” * etc.) , . MR SR

6. Diréctions for récording ‘progress (on®persohal gharg, on chart at,the Center, on
o , [ v e PR , 3
. classroom chart, etcy St ) PRI AR

7. Directions, if ‘appropriate, for what to do with the finished.product (“Place-itin . »

. * {, ‘. .. ‘?., ‘ , ,', ("' . *

PR R e} * ;)? -

2 envg:loge. . .in box. . .onteacher’s desk, ¥ etc.) . - . -

+ Two exdmples of Learning Ce,;\t‘érs in Méthema,"tics, designéd B;{’Uhis}'er,si,ty_,’of__f}”\[q‘rth~ °0

;ngqta)studenis, follow: o R VA _
[‘ 3 - " RN , . - [ . .{ .
I. METRIE ZOO ) v A Lo , e
. . ., . ‘Yq,v L . . ) ) e P . .
Objective: To introduce children to measufing with centimeters” . ’ )
Directions: These animals. Help them finditheir way back to the Zos. . - .-

(1) Pick up a card. (2) Put your naing gnithe batk. (3) To measure how far the three ani- .
mals afe from the zoo, take a string and meastyre from thiblack dot unde? the gnimal to
the black dot at the zoo gate. (4) Hold the string up to the mgtFic ruler at the bottom of |
the’chart to find your dnswers. (5) Write yqur answers on the blanks on,your card.
(6) Check your answers on the check cards: i(?)'?’ut your card,izz the answgi béox.

¢
4

-

¢

-




Directions .

.*Denotes an animal
stick-on picture, Same pictire
should be on the wotkcard andonthe -~
" -self-check card. S

self—check
“cards

—_—

—_—

—_—

—eme
s

7

e———

———

—————
-~

Vyorkards

o [T 11T ex

123%. . L

5

Materials Needed Construction paper, maglc markers strck-on animals, "index cards
poster board with pl&ure of zop. in the middle, animals at various distances from the zoo,
a scale of inches on the top of flie board (optional), a metric scale on the botton of the
‘board, string'and an answer box. d

Directions for Self-Sqoring: Check cards are provided with the p1ctdre of each animal in
plain view. When you pull the card out of the slot, it will show how many centimeters the
anlmal is from the 200, . . .

Directions for Recordmg Scores Each card will . have blanks under the picture of the
-animal. Thechrldwrll fill in the blanksw:th the numbér of centimeters, ,

PRSP AN

Drrections for Frmshed Product. After checkmg the answers, the cards wrll be put in the
answer box . o s .

-
. ’ [
5,

/11:SINK YOUR MIND INTO SETS AND SUBSETS |
Objectives: Chlldren will be helped to:
:a) Identify number of eleme‘hts m aset S
b} Make up sets of their own from a grven set——lead into subsets
) :,A c) Recogmze that the ob]ects in a set don’t havé to be the same srte, color or shape

-
-

PRENEEN ThlS Center is' geared for f:rst,and second grade pupxls.

The Center has four em?elopes with a drlferent activity in each. The large. instruction
sheet has a row of different colored blocks along the top. Each envelope has a colored
block on it that corresponds to those on ‘the mstruetron sh e

.. . For example if the color sequence on the 1nstructlon sheet is red blue,qyellow and
green, then the child would know to work through the envelopes startmg wrlh red,
movmg on to blue,ryellow and then gregn.

- The first activity includes cards with, sets on them Below each set aré a serles of -
< numbers that tell how many elements“mlght be in ‘that set, The Chlld chooses an answer
o and. then checks his answer by. matchmg up the color in the corner of that card with the -
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3 0 answer card having that same colored corner. A paper punch is used on the answer card,
so when the child fits the two cards together, the answer shows through the hole. \

"~ The next two envelopes include work t_elling how many elements are in the set and how

many different sets can be made from' this given set. Shapes can be cut out and children
“can glue them on paper so the teacher can have a way of telling what the child has done.

< Below each question is a series of possible answers. After the child has chosen the
correct answer, he flips a’strip of paper over from the back and the correct answer appears
in the cut-av.«;?ay gircle. This exercise includes shaﬁgs of the same color, the same shapes but
different sizés and colors to help the children see that a set doesnit have to be of one shape,
sizeor colorg -~ - . v .

The last a,;c'tiyity includes a circle with a éiven set in the middle 'apd different shapes cat N
into the border. The children are told, first, to pick out all the possible subsets that can be .
made,fr'om this set-from the ones offered on strips of paper. Each strip that contains a R

+ correct subset will have a shape.cut out of the end of that strip that will fit into the larger .
circle. If the wrong subset is chosen, then'the shape at the end of that strip will not fit into-
thé’Qcircle and the child will know he has made a faulty choice. . -
e 4 . : . , .

Inside circle o R . This subset is incorrect— -
isthisket: . 7 = it will riot fit into the circle.
. , R . <
e OMA— - |
: : B A '
oY This Subset is correct— . ’ '
’ itwill fit into the circle. . - p
20 2
N * . 3
Y - - s » M

| 9

)

Wher;J the child has finished the exercise, he would mark an X beside his narpé

.

-corresponding with the color part of the envelope he has finished. <

2 * } “0
j’:«,/ "« Red . ’ Blue R B Yellow
. Pat © X ' o ' . ~ . .
> - uk - X -
" ‘Betty % X - | X / .
- Conclusion ’ s ) .o - ' ) _

kS ' N ’
"The use of I:eamingACenters helps implement a concept that has been with us for a long
time; that is, concern for the individuality of the learner. They enable the teacher to focus
on helping each child grow in hisor her ability to managé independent learning. —
’ 5] > . A,

Editor’s Note l:Iere’ are several helpful resources for additional information about Le.a,rmr;g Centers. A mu;h .
more extensive annotated bibliography may be found in ACE!'s Selectmng fducagional Equipment and Materials
for School and Home. Washington, D.C. : The Association, 1976.,. . o c
’ Association for Childhood Education International. Leansing Centers. Childgen on Their Own. Washifigton, ’
* DIC.: The Association, 1970. . : . ) R
Voight, Ralph Invitation to Leariting. The i.ean}ng Center Handbook. Washington,,D.(_l -: Acropolss, 1971% .
Waynant, Louise and Robert Wilson. Learming Centers - A Guide for Effective Use. Paoli, RA : Instructo | ‘
Corporatior (McGraw-Hill). | » \ i ‘ . o 5
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Recent evaluations.of Head Start programs indicate that ajthough children invplved in_

preschool programs make measuraple advances as opposed to control groups, these same
children tend to lose their advantage shortly after they enter public schools. The focus has
been shufting to an evaluation of the primary grades. Many designs are being attempted
among them a program which has beén vanously labeled the “open classroom,” the
‘lntegrated curriculum,” the “informal classroom,” the “developmental classroom,” or

“open education.” . . '%,3
: .88
oo ,

What Open Education IsNot - * ’ . o .

-,

Open education 1s not teachers talklng at children. The process of open eddcation does
not occur in a formal setting where children may color a picture or pursue an interest in
the back. of the room or out in the hall after they have finishéd their workbooks. The
open-education classroom is not one in which children engage in free play while teachers

abdicate their roles because they tan only ’ ‘teach” during the structured time. Open

education is not a packaged kit of materials designated as the instructional medium and
water play as the tension- rehevxng activity. Open educatjon is not a team of téachers
assigned to different areas of the room who then proceed to give a lesson to those children
who choose to come to their ayeas. The open-education classroom is not a place that gives
children license to romp and rave and.do as they please. “Openness” is not to be mistaken

What It Is’

What then IS open education? First and foremost, it is hard, hard work. It is a program .
based on respect for the worth and integrity of the individual and his inalienable right to’

pursue knowledge, to think, to question and to draw his'own conclusions. Not in the least
contradictory is.the principle that teachers should view themselves as vested with
authority and expertise—as adults committed to progressive competency in themselves as
well as in-all those with whom they interact.

Open education requires a teacher-child nnteractlon guided by mutual respect and trust,

predicated on the assumption that children want to learn and will learn according fo thelr,

own fashion. Open educatnon is viewed as a process wherein teaching is the encourage-
ment and enhancement of each-child's thrust toward mastery. It involves a child-child
relationship devoid of expectations for conformity or for competitiveness, it supports
openness of self and sepsitjvity to others. Open educatlon takes place in a decentraljzed
structure. an open, flexible space divided into functional areas. This space may be one
ldrge room, a few small rooms or a  classroom and hallways. Itis a carefully planned ar-
rangement of rich and varied materials and learning resources (often quite’simple and
hdmemade) L -

Al of these factors—structure, matenals teacher, ‘and children—interact to stimulate
and extend the most important element, of learning. the child’s existing “individual
responses to the reahty of hlS ongoing expenences Crucxal to this process is the provxsmn

o isg
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of ‘ample choices so that each may learn in his own way, at his own pace, for his own
purpose With & structure and materials, the teacher capitalizes on the childs natural
curiosity by providing an environment rich enough to foster curiosity and free enough to
engage each in thé quest to satisfy that curiosity.. The teacher in the.open education class-
room seeks to facilitate, enable and encourage the .process’ of learning in directions

established cooperatively with children., . ~ s TS L

‘ I AN

The model for today's open-education classroom is the British Infant Schoql, although
the philosophy is reminiscent of John Dewey and the progressive education, movement.
To those of us in early childhood education, it recalls the words of Froebel, the McMillan
Sisters, Susan Isaacs, Montessori and Piaget. Today, we can see open /or informal
classrooms’é‘i‘ﬁta variety of American schools from rural Vermont and North Dakdta to
major urban cénters, from inner-city Watts and, Harlem to exclusive private schools in

New Yorfk and Boston, from struggling alternate and copperative schools to old and ~

- established university laboratory schools. And, of course, the open-classroom model can
be seen in many child development preschools. Even the Federal Government has become,

involved in disseminating the concept. In the 1970s, the Office of Economic Opportunit
sponsqred open-classroom training centers in nine cities as part of the Follow Throu
Program for continyjng the social and intellectual growth of children who had been

involved in the Head Start programs. .
Close-up ) ‘ '

%

Let us take a moment to visualize 4 typical gpen classhoom. It may be composed of a

multi-aged group say of five-, six-, seven- and eight-yearsolds. Family grouping, as this=—_

organizational arrangement is sometimes called, is an important element in many open
classrooms because it presumes that mutual teaching and learning wijll take place among -
children. However, there are open classraoms for single-grade units, such as just kinder-
garten children or just second graders. If you arrive éarly, you.will find that others have
preceded you and are engaged in mixing paints, reading, using math equipment or just
talking with friends. Teachers and children drift in, maké comments to each other, and

- become_involved. The children may gather as a group for a short time, more often not. .

Instead of desks, there are tables and interest areas. We may find an arts area with a water
table, sand, clay and paints; a block area; a math area; library ; science area; language-

‘arts area; and housekeeping corner (called a “Wendy house” in England), complete with

dress-up. clothes. Each is filléd with a variety of equipment, games and materials. The ’
teacher goes from child to child or works intenively with two or three “children.
Soagnetimes he or she tan be seen standing back observing children at work and jotting
down notes in a little book. This record keéeping is.an essential element in the open
classroom because from it the teacher plans for'each child’s ongoing growth. The work is
not easy but the, teacher invariably looks happy, and the children are everywhere—
sprawled on the floor, grouped around tables, out in the halls or outside in the

.

playground. . .

Children are encouraged to keep track of the things they do, to. help each other; and to
carry out some responsibilities for the classroom. Sometimes the teacher will assign a
math or reading task to a child; or will work with children individually for a few
minutes; but in every instance, will fry to_avoid interrupting them when they are in the
middle'of a chosen task. ' -

s

Some Comparisons

\ . L
If we now compare the criteria for open education as it exists in, many British infant
schools (and some junior schools as well) with traditional education and emerging struc-

.. 4
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( 3 4 ‘Tpured ‘méthodologies here in America, perhaps we cap gain a clegrer perspective of what

. . - \
-

M LS .
open education means. , , “ - .
: t e .

.t . N “ ¢ . 8 . -
The closed school or traditional tapproach.begins ‘with an analysis of knowledge and . .

skills required for-adequate fiffittioning in the society as it exists, ignoring, for the most

* part, the fagt that other skills might be necessary twenty- years hence..These prescribed
bodiesiof knowledge and skills are then broken down into sequenced units and are
assigned to particular age levels. Children’s tapabilities, relevancy of subject matter and =
motivational issues are considered in matching the units of learning to the grade le};gls. R

£ 7 . M . . . .
: “” Although the units are packaged, and sometimgs attractively seductive, the fact remains

. 4
., X
~e -

~that'they ate usually rigidly structuredrand preordained

In~contrast, advocates of opén education are m e, consciously concerned with' the
process of education and with hel ping children.{o lea rather than with a series of instruc-
tional units? Here in America, we seeni inténtAbeginning in the preschools~on

" identifying and then teaching a series of concepts apd drills supposedly crucial for*later ?
* learning. In England, an increasing number ers pérceive the curriculum as a series
of starting places that emerge from questions of observations. One idea leads to anothier,
and teéchef and child.are engaged in learning. British teachers encourage, stimulate and
_guide, but only rarely do they directly.prescribe the learning experience. -

L)
-

It”fg‘!l;)ws‘tthgn that a critical difference lies in the focus on freedom and Ghoice of
¥ . a . .
learriing experierices versus a prescribed system of teacher-selected learning tasks., Many
o British teachers (though perhaps hot yet a majority of them) have been greatly influenced
by Piaget's work’ They Have accepted his prémise that adq‘p‘tf(re,thinkipg:‘and action
develop in sequence, are related to age and cannot be rushed=T hey recognize thdt.the ages .
at which children can understand different concepts vary among children, dep’en('img on
. capacity and the quality;of their physical and social environment..Teachers in successful

S informal" ‘classrooms have put into practice Piaget’s formulation of 'effective

' Q ; .
ER|

. ’ e . B
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learing—that children must experiment to see how: things work, that they must

_..manipulate, objects and symbols, ask questions, and seek answers, resolve incongruities,

Lo L4 s . . o * ”
But jt is not only preoccupation with intellectual development that guides the principle
of . choice, of alga:ijlgg experiences. The open-education philosophy focuses on self-
motivation-and self-direction; on independence and responsibility. The development of _
.~ such attributes are necessary for a society that depends on creative, active involVerent of
its citizens for its existence. ' ' ' a :

" k3 ' 0 L] ‘ ‘\ ’ ~ B
4%rt, open education is predicated on person-oriented edu’c)agfgn of thca,\erhole child,
irrespective of the subject matter versus the traditiorfal dbject-oriented education that pre-,

* scribes the subject matter, and in which the'child is only seen as a réceptacle.

»

~

Open’education, thén, in no way suggests an unplanned curriculum. On the cdh’f‘;a*ry,,
* " instead of one plan, the teacher must develop. an assortmerit of plans. The d€mands for
T " keen, insightful observation, a carefully ﬁreplanfaed résponsive énvironment and pre-
" 'meditated structuririg for appropriate learning events would make it an inappropriate.
design for all teachérs simply betause of the extensive skilk and planning such a prograrm
requifes, But this kind of planning is essentjal, for n@child exists in a vacuum nor ought

AT (}ﬂ\e interact aimlessly arid superficially with his environment. Rather, the classroom

becorne¥ an arena where the ifiner subjective qualities of the child become related to the
R outer‘cultural realities as-theéy exist in.the room, in the school and in the community. The -
kind of planning we speak of in open editation focuses on.the potentialities.of the chilq

“«

' - . s .
P . . L

-

generalize and test their findings against the perceptions of others. . -




and those that exist in the envxronment It requires the structunng of real situations 3 5

containing a wxde range of educatlonal alternatives: L. s

Y

.

Some Px;ecautxonary Notes /' ‘ < \

v - - >
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If the implementation of open-educatiofr?'fprinciples requires that much work, why are
; teachers flocking to this approach? Perhaps because American educators are fad-oriented. w
Ever'in the past few years, I have seen places that call themselves open classrooms but
beay absolutely no resemblance to the real thing. Just as progressive education failed
wn;hout ever having been tried, so will the open-eduication concept be doomed to an early
death if we insist on makxng it a universal phenomenon or try to transplant the British
system unchanged. Although many American teachers have been studying in England
and we have been bnngmg British primary school personnel to speak and work in
America, we need to questlon seriously the advisability of transplanting a system from
one culture to another Ideologically the words that span an ocean sound quite slmllar but
jn practicé” our phllosophles diverge. Some values and “priorities in Britain. are very
dxfferent from those we=hold dear in“America. Children are not reared in the same
! ., manner nor do we share exactly the arne expectatxons and aspirations for our youth.

For example Americans have always equated entrance jnto first grade with g
traditional “book learning.” In: those states that have kxpdergarten programs, people have
abcepted a somewhat freer and less structured program, although all too often the focus

" Ras ‘been on, prepanng children for first-grade instruction. In much of England and more
. » recently in Sweden, which converted its entire educational system, no such dlchotomous
treatment of children occurs. There, children are accepted as mdxvrduals from the moment
they enter school at three, four or five until they leave the primary school at eleven. We,
too, are eliminating the dxchotomy but in the opposite direction—by 1ntrodugng more
- and more structured, prescrihed instruetion into our kxndergartens and preschools

Perhaps Americans need to ask somé of these critical questxons “Why are we so
_obsessed with measurable achievement and cohpetrtxve standing? Why do Americans _
always ask Piaget how intellectual development can be accelerated? Why the dichotomy |
between .pleasure and work? Whyathe need to ‘establish authority structurés and hier- ., . ,
archies? Why do we insist on developing the one approach for all.children?’ Everyone— v
schools of education, publishing firms§#toy manufacturers, mnovators—all are seekxng a
panacea. We seem to feel constrained tg implement the one ideal method in every class- -

. room, in every school, in every district, in every section of this great. country, Compare ~

this with a statéement taken from the Plowden Report, Children and Their Primary
Schools (1967), the most substantlal research-analysxs of British pnmary educatlon.

’,['he only unxforrmty of practxce that the Board of Education- deSll‘ES to. see in the ‘
teaching of public elementary schools is that each teacher shall think for himselfand .~ o
work out-for himself such methods of- teachlng as may use his powers to the best o
advantage and be best ‘suited to the particular needs and conditions of the school.

. _Umformrty in detaxl of practlce isnct desxrabl'e even if it were obtainable. - L

The development of open educatlon must, by its nature take time and must also, on the
basis of its underlying principles, be bject to dxversxty among classropms Conformlty
. and openness are contradictory terms. The structure, the content, the degree of openness , '.

. and the- methodologies involved cannot and_should not be umversal if we slncerely v .-
o, belleve in thecopcept of meetlng peoplésneeds , o RO 0 L
. o
' Therefore ,-RO- O}le xdeal”wr model” open-educatron classroom can. exxst Nor can we .

Q )ok to a committee to devxse and dmperse a preordarned cumculum American educators

° .
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array of potentialities, or éontinue to focus on the discovery of methods that dictate how -

1 “ Ve -4

miust re-examine their values and priorities. Do we truly value diversity, or do we merely
.accept differences? Are we committed to a ereative learning process based on respect for
the individual’s-idiosyncratic choicg and manner of learning, or are we slaves to the
prevailing cultiral valué of production-line procedutes designed for efficient and system-
atic “teaching”? Shall we muster our energies to seek methods for developing each child’s

.

children can get ahead the fastesti . ' ‘ . .

Only when we answer such questions can we begin to think in terms of open-education
classreoms that*inay be as different from each other as are the people whom they serve.
We may well be guided by the principles of open education, but we must be prepared to,
value the diversity that will inevitably exist. Classrooms will take form based on the ne¢ds
of communities, childrén, and teachers—all of whom will need to experintent to'find
their own unique balance of content and process. Such experimentation must be based on
trust, freedom, responsibility‘and commitment by parents, teachers and administrators,

»




*<

,

~

) mampulate,matenals Part of the problém may stem frcyn falsely viewing chrldren s per-.

' with greater clarity. We~can thereby function legltrma.tsly as gmdes helping them w0rk

L}

. eno'ugh room to have two double easels for pamtmg If the easer were set up near the | .

Mo =

“ 3 \ . '
2o : .
Children are,more likely to mature as dffective, self-disciplined human, beings if they
grow up in an envirofiment of genuine democracy—aone based on true respect for growth -
patterns, ideas and feelmgs,; In such a set}ing children are not viewed as possessrons, as

small appgndages of their parents or teachers .

#

.

But though we adults may profess to acknowledge the i 1mportance: of free exploratron of
the environment, we often find it hard to watch children make mistakes or ineptly .

- formances as reflectioris of our own. . ,

[

A5 their mentors, ''we may firid ourselves dabbmg as they paste or mpatuently
completifig the finishing touches” as they dress. On the other hatd, when we allow"
children to improve their own mo;or skills as they paste sloppily or as they put their
swea;ers on inside out, we say somethmg dtfferent “I'm glad that you are becoming. what . .

y&emustbecome mthestyleyoumustfpllow -5 et I

~

We then are ip a posrtlon of advantage because our own egos are Rot.as emotxoﬁ'ally
*~“involved in our ¢hildren’s s Eaccomplrshments we can.tee their ideas, feelmgs and rationales

e

through therrthxnkmg without impesing ouf own., * 77 A T e
. 2
Underlymg any plan for democracy in the classroom is the c‘oncept that the wprjh of . L
each person is regarded as important. The resultang natural énd mutual tespect | leads in, ¢,
turn,, to cooperatron By way of contrast, in-a classroom where demands for . .
unquestigning obedxence are made, the results are all top often fear and gu»lt e, L
oL e Ly
Learning To BeKesponsrble I . : -“:,.,; L e % f
o P ’:%g'
Within an environnent of democracy, thlldren are glven freedom to take on responsr- e,

bility and ‘make decrsxons, It has long been comr‘on practrce for, us té ask chfldren {0 ¢
malntmn equrpment in the clagéraom. But-how .often. have.we consulted them on the ar-,
"rahgement.of learmng genters, on the rotatron of matenals therein or on the deter;mnatron L
ofscheduhng? Vo . - T : "/r e Vi

g

We Help chrldren build posxtxve self-rmagps when we offer theni Opp,ortunitges to. n\ake ‘

'decrslons that are’ mesningful to school life, prov:ded that the respbnsrbllrty offered is_

genume and nonmampulatlve If we bring our puplls in on classroom fyrniture placemgnt
,or materials distribution, we are obligated to follow } through and abide by thel&dealﬁ{

even when it is not the'most ef,ﬁcrent or wise. If we truly see only two or three accfzptable

solutions to the problem, we can inform them of theonly open.slternatlves before turning ' . ..
over responsrbrlrty to therii. But,if the field, of choice is indeed not limited, they—~and g
we ——ha\’e‘much to learn From an unwise decision. Provxdmg there i is o safety hagard we N <

A ~

canall live with-the outcomes o . o L AR
In one crov,gded classroom the flrst graders wrestled wrth the problem of clearmg s
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sink, they would encroach"upon the library, ‘cc')me;j." ‘Upon the children’s suggestion, the
reading area was mowed near the blocks. It was soon found that while painters had ade-
quate'room, readers sufféfed from thenoise of wood banging. ; ) -

- ?

What mattérs most is that children themselves can see the:‘co;\sequencs', good or bad,
stemming from their ideas. Together teacher and children can take time to. discuss and
evaluate their decisions. . o ‘ .

‘e

PREVENTIVEDISCIPLINE =~ . ‘ .

"No single disciplinary technique will in itself produ a person who has self-confidence,
self-discipling, and, at the same time, a sense of reality. Discipline.is not a decision.of the

", moment. It is a long-term investment, in which certain techniques®are useful at certain
timés. When we over-utilize one approach, we may. find it counterproductive, Because

. careful thought and examination of the unique nature of a problem might be replaced by
-formulas. ‘ - .

. .

Feelings Co"{ne First . ' ’ . :
Preventive discipline is a phrase encompagsing various ideas and programs that aim at
avoiding big p;obleg}gi before they come about. One aspect of preventive discipline calls.
for ©is to carry out a self-examination of our values, ideals and goals..As-we reflect on our
expectations for children’s behavior, occasjonally we conclude that they may be
- unrealistic or unwise. ' / ’ R

v

for example,ﬁFi‘m ar}d Janet, two thir(f-graders, have been made unneces’sgrily and pre-
maturely conscious of (and therefore irritated by) their heights becalise of a practice in
their classroom of assigning children pfaces in walk-lines according to size. Their teacher
may well ask if there is real justification for retaining this'l procedure or if it stems rather
from' a misdirected sense of order. Analysis of our feelings may cause us t6' change our
action-patterns in a host of similar situations. Insights gained from such observation can

- help create positive plans for. dealing with individuzl problems,

e

Avoidinngglg‘-ste'x;eétyping ) . : : . . L -

S
Preventive discipline accentuates the positive. Our own efforts at self-acl:eptanc,g,, at
viewing ourselves positively, are ss:sential_ if we are not to fall into the twogtraps of uncon- ‘
sciously scapegoating children whose faults resemble our own or of unfairly labeling_ '
children. This task is more difficult than it sounds, for as we all know, we are willing td

- *forgive others their faults more easily than we forgive ourselves. When we set pre-,

‘ A v et proviasa oy e I
TS . .

_established expectations, we may place éhilldren in unwanted roles from which they -
" cannot escape (clpwn, bookworm, goody-goody, all-thumbs).. ) - .

. ~Wecan check our impulses to be criﬁ_ceﬂ by allowing the expresgion of feelings directly

. *. reldted fo actions that anney, and avoiding castifig emotions onto innocent objects or

" perspns. Expressions of feelings must be allowed both teachers and pupils, in a setting,

_ where'edch is aware that the other has changeable moods. As we come in touch withour . -
own feélirigs and those of others, we create an environment ghere emotions are vented on
actions, not persoris. (“Children are not for hitting{” instead of “You're always so quick to
hit.”) By praising children 'when, they can éxpress their feelings in ways that-don't accuse )
or brand, we ackndwledge our cbncel:n for eacH of th'em’. a * R ‘
Watching Our Wo.rds' ’ ) . ' . ' - ,'.
" . Impoxtant as the discussion of feelings may be, the thought we devote to our classroom

", lariguage must go still further. For example, another way we cafl improve rapport with ¥
: . . ot

-

L,
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uplls is by making our | teacher statements clear and expl£t Stranghtforward statements

sen the danger of mlsmterpretatlon and of such ‘corollary” ‘problems as mutual
nnoyarices, anger or confusion. “The puzzle is in the casb near the door” is much clearer.
-than “The puzzle is over‘t‘h,er_e ““Walk around the ladder |s mqre easily understood than

Be careful.” . ‘ Lo : s

de more effective tools o{ language usage are cueing 4nd prompting, whereby notice
if given before an aé, preventing later problems. Sometimes the cueing can be direct (“On
our mark, get set, go!"}, and sometlmes it can take the form of an.indirect remmder
{‘Who has a puzzle to éomplete before cleanup?”). It can even be automated, as in

" dlassroom work charts, or be diminished over a period of time (as when the cueto take off

oots gets shorter and shorter finally becoming a nonverbal but readily understood
ignal). s . . :
< tae

hat About Punishment? * , .

‘ut suppose that, although we take all of the above measures and more, classroom
roblems persist? What if our preventiye dlscxplmary techmques do not appear to work?
punishment the alternative?

Pumshment clearly is one alternatlve but it should be regarded as a last resort. For, in
he fong run, it usually leads to more of theundesnrable behavior, plus possibilities of such
ide-effects as bedwetting, dependency and 9ndue aggression. Punishment also has other
isadvantages. It may teach not that one shouldn’t misbehave, but that one shouldn’t get
aught. Sometimes punishment may have elements of humlllatlon which can cause
hildren to 'bé resentful of authority. Moreover, it may have possibilities for creating
) otonety, the rewards of which may lead the child to seek further fame by questionable

eans. Children who are punished regulary begin cre:Leng imaginary ledger systems in
hich they figure out their debts, bursting forth at times with unexpected behavior and
emingly agkmg for punishment when thexfeel they are due. When the punishment is
K llvered the books are balanced and the game can begm all over again.

. Prkise and’ Reward . .

, ) ,
Ingtead of pumshment some teachers o}\pal'ents use posltlve condltlonong and reward to
‘maylify behavior. They give deep thought to just which acts they want reinforced. Giving
or tangible rewards when positive”behaviors afe ﬁesent they ignore negative
behl viors. This niethod may work particularly, well with short term issues. It requires
fortifude and alértness to small improvements, as success comes in small doses. A simple
example: Sally has a habit of. slammmgdoors in the classroom. Assuming a safe environ-
ment,\her teachér can set a plan in motion. to.control lrr;tatlon when Sally slams the door
and await a time when Sally doés not slam. Teacher then smlles “You closed the door
very quietly that time.” She avoids negating the praise by co*mbmmg it with a derogatory
remark) such as “Now, why didn’t you do it-that way before?”

2Childien baslcally like to please and if the reward is given each time (and after that
intermittently) the undesirable behavior will prdbably cease to be a problem. It may
prove helpful for the ‘teacher to note the incidents of positive and negative behavior in
writing; thereby it is easier to get an lmtral ob;ectlve view of the severjty of the problem
and toge more readnky the rate of progress. ) .

Although Andy's whining appears to be constant, chartmg its frequency may surprise
the teacher by telling her it is really only a small portion of his day Then the attempt to
. curb (;t do not seem to be as overwhelmmg

'39




4 0 One serious criticism of behavnor modrfrcatron techniques is that although the behavior
,may be altered attitudinal changes are often not stressed (they may or may not follow)

.
- . “ . "

Fmr?layo N ‘\" o . o . '

G-

' Studies of children’s development show that chrldren in the early ﬁrf's{do not. yet have )
deep attitudes of caring whether .or nof something they are doing i ir or uncoopera-
tive. Their departure frém T want what I want when Iwant it” is likely to.be a very slow
ene, so verbal argumenés for attitude change will not get veyy far. With young children, it
is in no way a defeat to avoid quibbling and use other means in order to end disagree-

“ments in the classroom’. One way to keep down teacher tempers is to sing reminders rather )
thar? scold. A sudden physical and/or mtellectual challenge often gets unwilling children
to change their minds. “All children wearing blue, hop to the door!” wérks better than

“Get your coats on and line'up!< s L Fon

»

»

N ‘Lrvmg wrth Conseqqences
.

Many teachers emp]oy Dreikurs* ystem of natural and logical consequences in their class- '
rooms. A natural consequénce is when the teacher allows children, within a framework of
‘health and safety, to experience the consequences of their actiehs. For example,
kindergartener Sam insists-upon blaymg with water without a smock His teacher allows
hith to do so. Sam discovers that the rest of his morring is rather damp and uncomfort-
“able; however he is in control. His teacher is not angry.and resists saying “1 told yQuso.”
Thus Sam learns what he can expect from the physical world, and is a bit more mature for

the experience. “ . T e

-~

but is invented by the teacher, in keéping with the act. Lisa has been drsruptlve during
story-telling time and i ignores the teacher’s request for attention. Teacher: “If you do not
" feel that you can listen to a, storyllnow, you will have to sit in another part of the room.’
When Lisa persists, the teacher removes her and says: "1 see you do not feel like listening
to a story now. Perhaps you will want to try agaln tomorrow.” Lisa is not being
“punished” since she has been apprised of what the consequences of her act would be and
she makes the dec:snon She is. also\aware that the Eeacher has conﬁdence in her.

In a logical consequence s:tuaj:on the result does not take place as a matter of course

Summary . . ' \ .

’ Drscrplmary training for chlldren slinould seek to establlsh ‘lifelong pattems of self-reliance §,
and sélf-direction. The teacher’s role in this process must jncorporate both control of self
and the execution of well thought-o \t' plans.  ~ -
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~ Why do teachers and aides so often find worﬁing together a comple>e matter? Why is it .
that this relationship is as frequently defined by rivalry and tension as by satisfaction and -
cooperation? Let us define the interaction by referring to the following three basic
elements. (1) the developing relationship, (2) how each person seeg “his/her role and (3)
~ the way classroom responsibilities are worked out. These three R’s of shared teaching—
relatiénship, role, responsibility—will structure the classroom env1ronment and thereby
the children’s learning, more significantly than any list of speclﬁc do’s and ‘den'ts. Let us

o take them one by one. - . . a S
i - ) 2 ) . a oy

e

* ’ co 2R A

RELATIONSl-ijS : Lol I o
- O L3

Thls of course, s the heart of the matter. What relatlonshlp meansin a worklng context is

an interaction, characterlzed by goncern for each other’s feellngs courtesy and open pro-

vision for development of each other’s talents, skills and understandings.. A worklng

relatlonshlp ‘does not need to be the same as a personal friendship. Whereas a personal

fnendshlp does depend on shared i 1nterests and focuses on them, as well as on compatlble

) ‘political belfefs and congruent living styles, the touchstone of a workmg relationship js the -

e needs of the children. But the needs of the chlldren cannot be served unless the adults are o

sensntlve to each other. : ' , - g

» Lo -
. . . .. 2 SO o
. Concern for Feelmgs . : L - o .

-

4

Feellngs play a major role in the marrlage of professlonal and paraprofessnonal-»as they .o

play a ‘major role in relations between. teacher and child. Feellngs of shyness of fear of N

, error and criticism, of competitiveness, of desire for praisé and approval, of need for Ce

L achlevement underlie and shape behavnor more tellingly than formal education. .. e

Slmllarly aides’ and teachers’, feellngs about their past experiences as.children in school )
greafly afféct their working relatlonshlp If they* were liked by tgachers and other
students, .if they liked schoal, then they probably have positive notions of ”teacher and ..
may wish to be like those teachersiwhom they remember. On the. other hand, if, school
memories are fraught with feelings of fear, of boredom, of dislike, then they may, bemore . :
likely to act towards children’ in school in a way that closely resembles those negatxve "

”

e experlences.‘ o . . < ; s

.y,

) v . Y

“We all tend, in’ llfes relat|onsh|ps,_to repeat many of our earlier experlences But o
~, o knowing that the past creates emotional color in the present can lay the foundatlon for '
' sharing those feellngs about schorz that were shaped in the, past. Naturally, before a
. teacher and anaide can communichte iii a meaningful way about school, they must first,

R reognize that each may havg had a different past school expenence and 50 possxbly, 3 -
§ dlfferent approach to teach:ng, Loy . N L Y
; ’I'eachers tram:ng often acts as a ‘buffer to those memories, Themtramlng has prowded e ]

x " ‘ - them w:tht e opportumty to reconslder thenr past |deas about education. Aldes, wnthout

o . . *
' . s
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X o . B TR
- .
s




N ;versy, andfshould always obey their prmcnpal .

_ formal tralnlngi may femain closer to those past experiences thh({ut' the opportunxty 'to
consider them in a b,roaaer frammework. Both closeness to early experience and a trained
perspectlve are needed for ennched classroom life.

»
-

) . e s

Courtesy S et ’ . - . .
What an o]d-fashioned idea courtesy appears to be! And how often it is observed in ‘the
" breach! Do you introduce your aides/assistants to classroom visitors? Are your aides/
assistants given any options regarding work- tasks? Do they have a place in which to keep
their thlngs? Are they included in faculty meetings? Are their opinions solicited when
decisioris about the childrén must be made? Many of these questions, of course, have
implications beyond the mere routines of politeness—and. that is exactly the point.
Courtesy, in the broad sense of considered caring for another person, is a crucial aspect of
the teacher-aide relationship. The connéctlon with the domain of feelings, discussed

_above, is obv:ous e .

-
’.
.

Development of Talents, Slulls and Uﬂerstandmgs . :

This is an Area that, llke'concem for feelings, falls more squarely in the teachers’ purview
than in the ajdes’. As professionals, teachers have legal responsibility for the classroom;
as such, they have more latitude in providing opportunities for assistants to advance their
.learrflng Spemﬁc methods and techniques for doing this are suggested below " here our
concern 1s w1th the attitudes mvolved in encouragement of such growth

It the chlldrens learning depends’ partly on effective teachlng—and if some, of that
‘teaching is done by an aide/assistant—it would seem. to follow that the aide should be
given every opportunlty to'learn about children, about teaching technique,,and about
curriculum. In such a contekt, helping a parap,rofesslonal to learn is necessary if the child-
ren are to learn. (The firm assumption here is that the aide will be involved with the
chlldren in a teaching capacity.) . o T .

“Since people learn best when their native styles and abiljties Are respected and when
they are encouraged to }ry things on theit own, teachefs rmght consjder ‘havmg their

- e

life experiences. Sometlmes teachers ar, rightened by ‘such an open shangg or worrylest

\J
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’

assistants 1ntroduce into the classroom Elgenals and ideas that are reflecthe of thgr own.

they will be critfcized by administrators or other teachers. But, in all cases, the teachers .

will be’ in charge—observing their asswtants,,helpmg, explalnmg and dISCusslng the
experience whéfiit is completed. . A & o

In addition, teachers need to open themselves ‘to- p0551b1ht1es of leamlng from
assistants, Since mo3t paraprofessionals are re51dents of‘ the imimediate school
community, they are often storehouses of understandlng of family living patterns,
community values *and children’s behayior. outside’ school An aide’s intuition about a
child is often a valuable complement to the ‘teacher’s more tralned knowledge about child
de‘Velopment ine general. The give-and-take implicit in such an approach often. runs into
dlfflcnlty because of conflicts between real needs and role expectatxons’ our next area of
concern, -« - . k. . LB

F . §F - ‘ 4
# . . .

e ROLE{EXPECTATIONS L

| the answers:, stgct well-
organlzed neat They should always behave with decomm , shouldnt engage in contro-

s




4 Others see teachers dlfferently-as raisers of questlonsk mformaf leaders, eng:ouragers
of children’s: querles _experiments and decisions.

'Today tesichers are expected to function as self-respectmg professwnals'—to be aware of
- current d’eve]opments in curriculum reform and leammg research, to participate In
community decn,sxons about the schools and to provide leadErshlp for those functioning on

- an m/ernshlp level. < %y o - -t
. What does leadershlp on the part of a teacher mean? It means being an authonty ;
“without being authoritarian. 7 . i R

»

) Only when teachers can bnng themselvés to accept the dual role of leader and sharer
- can they effectively teach their assistants. The challenge is to find ways to explam without_
pushing, to suggest without demanding, to guide without carping. They can teach those
“fundamentals necessary for the development of the curriculum they have in mind—and

also receive from the paraprofessionals those ideas that seem to fit this curriculum. Most
significank when they teach facts and conéepts to chxldren they will, through their own

behav1or odel how to teach. B o : "
, Aides, too\ Have role expectatxonst of "teachers, born out Jof their gwr exper;ences as
children in ol and as parents of chxldren in school. For examplg aides often expect

teachers to behave in an authoritarian manner—glgmg orders never askihg advice,
making unilateral decisions, rarely showing doubt. People react in different ways to this ..
expectation. Some become submlsswe, others bossy. Some aldes may not shbw much
initiative because they will not considef it their job to initiate. Others may come on too ,
strong, appearing as if they want to take over the cl¥ssroom; But the teachers’ awareness
of such possibilities can shape their judgment of the aides’ actual performance and.needs.
Then they can encourage their aides to function more appropriately as helpmg teachers.

This dehnltlve clarification of ‘teacher/aide roles is crucial for only one reason—the
children. This is the central issue: do your actions and your decns:ons in the classroom .

" " meet the neéds of the children? -, , <,
. 12 . . . .
'* - RESPONSIBILITIES , .. S ?
Here are some practical ideas to ensure that your actions, and dec1sxons do mdeed serve the
chlldren L Iz : i
" ® Have regular planned time to talk togethet about the children. (Not sure what to talk .
: " about? Try these: How can we help this child begln to like books? How can'we teach
. anotherto respect the r:gh ts of others? How can we help a third learn beginning word: -
7 . ' sounds?*How can we teach the concept of three?’ How can we help the children learn
: to take turns?) Ty, p / ;

' e Observe and record chlldrens behavxor and dlscuss it togethqr. (There are useful
f guides to taking records that you can study together )3 . :

‘o Share’ the real teachmé Aides, like teachérs, can read storles ‘prepare materials,. .
teach small reading and math groups, check omework, take’ attendance, supervise
projects, sing-songs and so on. Z Tt oy ¢ : .

e Find out if your aides have specialties. Can.they play the guitar? Sew? Knit? Are they

) good at cooking? Crossword puzzlés? Weavmg? Woodworking? They can teach any
. 5 - ofthese skills- to children. ~ . : et o

) o SHare lesson plans 1nterest1ng artlcles curr;culum guides, books and magazmes with
€ ¢ '~youra1des . e ] . ' Coe




r

) Make teaching’ materials and games fof the chlldren together It will cement your 45
relatlonshlp as well as enrlch the classroom. , o

o Stress the c;mfldentlahty of the informétion you share with each other about the
children. (If the aides live in the school community and the teachers do not, the aides
may have important information bearing on the children’s lives and school work —
sharing, however, is for professional Qurposesé not gossip.) -

'

A final word—when the team is functlomng well, when you keep your focus on the
children, when you retain your sense of humor, then the experience of working together
can be genuinely satisfying for both, and a model of cooperation for the children.
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and Schools L |
To take a stand: schools desiripg the fullest possible growth—personal and jntellectual — .
of children must actively encourage parent participation. They must accept parents as .
valuable teachers, nurture increased levels of teacher-parent interaction, and support the

) legitiinale rights of parents to be involved in school decisions that affect their children. -

Large numbers of schools and teachers claim to support such a value orientation. Yet,
? we find only a relatively few successful parent Jparticipation/partnership programs. Why?
‘ - Two significant barriers may be the high degyee of professionalization and of curriculum
o "specialization characteristic of so many contemporary schools. The enormous time and
energy commitments that are demanded—of teachers as well as parents—also contribute.

. And, to be sure, sometimes there is a history of school-community hostility.

Helping teachers to move beyond these inhibiting factors and become more

, comfortable in actually implementing closer ties to parents is a major purpose qf this

"article. Since parent participation takes on its greatest meaning for the child, teacher and

parent at the classroom-level, I will focus most of my attention there rather than on the
school asawhole..” - S

N

. ' \"r

An Overview o, A
First, let me suggest some activities that parents can handle adequately in'the elementary
classroom. The list is not intended to.be all inclusive. {And the reader should note that it
. does not include ‘clerical tasks. Clerical tasks, from my point of view, ought not to be
assigned to a parent volunteer. Involvement with children’s learning brings commitment ;

running off stencils in a back room or correcting papers does not.)- -

' ' o Reading to children N
e Listening to children read o P )
e Assisting children in such activities as' sewing, coidking, knitting, auto mechanics, -
) woodwquin’g, art, music, dance, etc. . " :
L e Preéenting slides and films of~trips to interestirg places . ’ A
e Taking small groups of children on Held trips associated with the thildren's interests
) ,Asgt;ming responsibility for interest and activity centers . - '
° -Shafin'é in;terests, hobbies and unique cultural backgrounds.with chiidren
o Preparing instructiona] materials - - o ‘ '
" “ e Assisting children in the use of audiovisual devices . A, s
1 ° Assisting teachers ir; program evaluation - , e '

Such activities bring child(en‘intcab contact with adults, other than the teacher, who can

share a potentially broad range of interests, occupations, and life styles. Not only can this 5
result in an enriching experience for children (how many adults, other than their parents

* and teachers, do most children talk to in depth?) but it may also help provide needed . -~
' individualization. Another outcome is an enlarged opportunity for parents to relate the
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home life to school and the school more directly to home, thus strengthening the parents’ . 47
sense of involvement with the education of their children. And, of course, it has the
potential of helping’ teachers gain added perspectrve from parents about the larger \
community in which the school exists. .

- In addition, such parent participation has the potential of increasing publrc understand- .
ing of education. Teachers and school administrators often argue that positive change is
impossible in their schools becaise “parents won’t support change.” Our experience at the
Univejgity of North Dakota’s Center for Teaching and Learning might_be instructive.
. We hdve, for the past eight years. been actively involved in helping teachers and schools
. move toward more open learmng environments. And classrooms, in many settings, have .
undergone enormous chang\e Yet parents have tended to be very supportive—in large
_theasure because teachers actively sought to inyolve them (not “'sell” them). The morz
,time parents have spent in the classrooms, 1nter5ung with children and discussing educa- .
tion with teachers, the more sugportxve they have been.! (Parents, like teachers, need.a
. vision of a school that can be dxfferent from that which they experienced in order to react

n ! thoughtfully )

Some»Ways To Begin - I . :
Teachers nee to commumcate as early as possxblg their desire to have parents partici- .
pate in the llfe of the classroom _Sending a formal note to parents inviting them to "wisit
some time,” is not the way. (Have you ever received that kind of 1nv1tatron? How
seriously drd you take it?) Organizing for active participation and malung parenta feel‘”
they can contnbute is essentxal Teachers need to make personal coptacts with parents.
Informal qoffees hqme visits,» telephone conversations have‘all been useful i in establishing
an early. rapptort In SUch iriformal settings, a teacher can begin to share some of his/her
hopes-for’ th 1ldren and gain a corresponding perspectxve from parents. Discussions .
about such matfe¥s asglassroom organlzatlon, materials, evaluation processes and ways.
for parents to particpate can be addressed by the teacher. Parents, in tum, can be |

« encouraged to relateypersonal interests that might be useful to the teachers and helpful to .
the chijldren. Relatxonshrps formed'in these informal contacts will help both the teacher
and the parents focus on gssisting the children. . . '

. d .

In the early meetnngs, 4 checklrst can be grven to parents with positive suggestnons of .

classroom activities in which they might partncxpate, it can become the base for a

resource-file. Using the file, the teacher can 'begin to organize parents to participate in .
classroom-related activities. Or a parent committee can be asked to assume responsxbrlrty .

+ for orgamznng volunteers : .

teachers can assure that th ear expenénces for“a parent are successful is by keeping
them .quite specific. Many parents will fegl more comfortable knowing that. they are -
coming to the classroom at 10.00 a.m. this Tuesday and Thursday to teach kmttxng to
five children for a half-hour, or that they will assist a small group of children in prepanng

" pancakes at 9.00 a.m. on Friday; or read stories to.children at 1I. 00.a.m. Monday and
Wednesday . or take four children to the supermarket at11:00 a.m. on Thursday, etc.

. ThlS approach of assxgning classroom activities may well be. the pattern for most of the
_parents throughout the year. Others, however, may feel comfo;table enough to come ata
specific time each week —each Tuesday afternoon—to assrst in whatever manner seems
appropriate at that time. ‘ : N

Yy

»

I Michae] Patton, Structural Dimensions of Open Education.and Parental Reuchons to Open Classrooms n
North Dakota. A Socaological View of the Diffusion of Open Education as an Inmovation in Orgamization .
Sfructure and Processes. Un-| publrshed Ph.D. Dissertation, Umversny of Wrsconsm Madrson Wrsconsm 1973 Lot
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gat me, relatemore of our. experience in North Dakota. We have found that parent par-
tlcxpatlon increases in classrooms that are moving”in morg open d;rectlons, becoming
nore detentrahzed Parents can enter such settmgs “easily: *In highly struetu’red
classrooms, where most teaching is ¢arried.on in a; whole—group manner, the entry ofa
* parent may be’ dlsruptwe (everything fends t to stop and everyone looks). We have found

settings, specialized trammg is demanded thys reducing the number who can partlclpate

v
Before proceedmg,,I should add a cautlon Teachers ‘need to avoid makmg negatlve
R 1udgments about those parents who do not participate i in the classroom such as, "“They
" aren't interested i m their children’s classroom experience.” In many communities, smgle-
parent famxhes are common,and the parent works. There may be preschool children at.
] 93 tra,nsportatron
: _ English, etc: All of/the foregomg migh make participation in the wlassrodm  setting
difficult, if not i po§snble Teachers and the schools where they work should consxder
ways of supporting parents .who may _have speclal' problems w:th participation.
. Babysitting services might be provrded for preschool children of parents assisting in class-’
rooms. Carpools can be establrsheé" to provide 'transpbrtatxon between the home and the
school. Written communlcatlons can be in the language of parents (Spanish, for éxarprle)
Ways can be found for parents to engage in activities at home that are useful to'the class-

scrap, jtergs “useful in arts and crafts, etc. Or a few children can be permitted tq go to a
partlcular parent’s home for a learr\mg activity —for exampJe bookbmdmg _conversa-
, tional Spahish or thepreparatron of angthnic dlsh C e . .
14

v
Al . s . - . -

_ Maigitaining Commumcatron P ‘ ;,. o o 5;"
- LI 2 -, H- 1 M
L - “To sustain an actlve parent partlcrpatlon program, teachers must work at ways of main-
taining cémmunication. I commented earlier ahout mformal coffees Such’ acti\nt‘ies can
be organized at leadt several times each’ year. Indeed, some ‘schools invite 2 ‘small group of
parents each week to have coffee with the teachqr Adrnlnlstrators may act 4s facilitators
by assisfing with the classrpom at that particular time or arranging tc? do so with a special
teacher—muslc physlcai educatign, - etc. (Substrtut%s might also'be used.) In bther .
settings, "some parents are, invited each Fnday aftemoon for “tea and cookles . the’
children assist in hosting the activity. Informal meetings may also occur in parents’ homes
- ona rotatmg basis. ;, ' - -, - .
.. A B ‘
A classroom newsletter i another helpful way to keep parents mfo;med It can take on
* ' many forms. Many teachers that We work with send home a newslettef with the children
every day, thereby provrdmg children an excellent opportunity at the, end of each day to
evaluate whﬂ they haye been about. Newslefters also serve to keep parents sufficiently
informed sorthat they can carry on'a meamngfut discussion wrth their chlldren as well as

- the teaChers . L ‘ .

i

» . -~

- Parent teacher conferences, whlch schools tend to schedule several times a year, can
also be a means for maintaining effective communication and building a partnership (if
not over- formallzed) If possible, the conference ‘$hould be for not less than a half-hour in
duration’, although thig might necessitate scheduling a class conference over'a two: or
three-week period, the results can be moré satisfactory than under the typical pattern of

] (\ jamming them all into one gr two days. A meanmgful discussion cannot gceur in a ten-

minute conference. As many parents have told me—and as I have also felt —"1 always

. know that someone is waiting to come in so I’d better hurry

CERIC T e
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alsq that when parents are encouraged to devote timé to highfy structured classroom y

room, i.e., developmg activity cards, making games forfreadmg and social studies, saving '
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-+ lapleasagt place. {And there ought to be chairs aduls v’aﬁ sit in comfgrtably.) Iejsalso < -. .
“Thielpful for teachers to be sensitjve to, their language. Professional jaggon often gets.in the - e
" [way of effective communication ith parénjs..And teachers need. to be good listenersat *. ¢
' ‘conférences,’Parents can ‘provide teachérs with many- useful..insights related. to the%g o !
' 'fc_fiildi‘en.;-f L D P T, L Yl
x| 'Pérent-feacher, workshops are a]‘sé useful. Thave participated in‘lafg'e_xfgmbers ofactive =
-« workshops, which have focused off such areas as reading, mathematics; science, human - ~ -
‘relations. Not only did parents gain more knowledge abouit, education artd educatiopal.. .. *
materials (making attribute-blocks, for example, is 3.good way to gain a sénse of what ' -
« they ‘are and how they are ysed) but they produced, along with the teachers,: fresh_d, ate-
rials¥or the classsoom. Parents have occ’asionélly discovered, in such settings, that mans_} .
«* teachers, like themselves, “struggle” with'matérials and their usé. And Parents sometines .
« . find fhab't.hey are more able in some*areas than many of ‘the.'teac;hef"s, thus hglping.‘t(p_ ’
*? Ireduce the gap that often exists between themselves and teachers. I believe this “leveling” . o .
- 'is helpful, making parents less anxiotss about participation Betause they can feel mqre - .
E confident that théir contribiitjon will berespected. . - * LYo

<
- ~
-

. . i .. . -0 - !
+ Some scHools (typically those with rélatively x;xatqré.p'arqf)‘; programs) have estaf)lish‘ed\: ..
parent-ceitters—containing books, periodicqls, Gilms, and ideas for classroom actitities fo. , * .
assist ‘parents in continuing their h;éminé and enIa;éigéthgiz:Eagacity fot,;actiye_ partici- ./ . .
pation. A’ elementay school enrollment declines, spaceé for §uch‘)y'g‘rgﬂg§cggx§g£s;.mjjf ber 2
easier to justify. R U AU e A Lo ey :

Granted, a1l of the foregoing can take* much tim'e.‘Ad&iti&ngl_;pl_ahniﬁé_is, neces,sarxm; 2 j
Occasionally fhie schédule needs to be altered té accommodate the Fimigs that parents can.. .. -
be there And-the increased openriess.glogs provide sonme parents. enlarged oppgrtunifjes ' - *
for criticism of teachers and the schoat. Bdt;.péren'byart‘igip\a‘tion is 60" critical that ng e tPR

~ problems or risks ought to stand.in the way .’ af I Do Ma N B R :

E [ e s
., * P PR e v R

; .- - & e R
. "We have made little mention of the principal to th'iépoint:Bgt,_ &lea_rj]'yf}!ﬁs/herls‘hppe‘rt TN
can make a critical difference. Principals, can assist téachers in maintaining. effective B
commuynication with parents and can ehsure a ‘guélity; of ‘openpgss, of the~school"to -» % .
parerits. Effective leadership fér parent participation should, be W of thé principalls,. <. - -

PR T . SR D

major tasks." . * . ‘ SRSy
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‘Participant Councils Lo R TR

7

, Implicit to much of what has béen outlined above-is a rangs 6f,i;ﬁgr}haf"dgéis{on-makipge ‘5
processes thit !‘élét}‘ to “particular’ classrooms. ,But,gnuch,'may depend ‘on’ individual - -

teachers and a pg‘zrhc'u;fér,lii suppottive principal. What happens. if they leave?. How.cap - .-

payents-be asstired that Similar]y,mogivat“eﬂ,professién’al staf,f.wil]vbg,gpppinted? In spriie
commuinities—tog féw:ﬁfpaxjticip'ans councils are b¢ing organized in association with-each .. - -
school (dr segments of a school; for example, the ungraded primary unit) xopsistipg of. |

"+ constityent parents and teachers.? These céqx}c'ﬂs, interpret the sthoal to the.'c'émm'urjjty;', Ry

(Y

- .

te - oy . e ¢ N Ll e . v .
2 The PTA is'beginning to’take & more aggressive position on ﬂe‘c{siommakiqg in selationo a particular.school.  °
and may wéll become fFe base for organizing participant councils, Contact thé National Cangress of Parerits and. o
Teachers; 700 N Rush St . Chicago, IL 60611, for helpful tesources. Afram Associates,*Inc. (68 East 131st 6. f M
+ New York: 'NY 114138} is conimitted to supporting parent deqjsion-making in 2ducation; it also has a wealtlyof»  * s
fnaterial for parents~ write for biBliography, Other helpful source’ dresthe Insfititte for Responside Education -
(Dr Don Davies; Director), Boston University, ommdnwealth Ave., Bosfon, MA 02215: ,and the Natioal .. -
Commf;t‘eefd'rmCiriz:ensijdix‘cation_, Suigzﬂﬂ, Wilde Lake Village, Columbia, MD,121044.' L .,
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represent itinis relanons with the Bpard of“Educahon and keep t’he pnnapal and staff 51
informed ‘of community needs ang | concems Such counicils alsg help organize parehts and

.others’in the community who w:sh to contribute ta the life of athe schools. Many. councds i
intéryiéw prospective teachers and take part in school-wxde evaluations. Such councils are -« -
in evoluuonary stages and the full range of their. responsxblhnes is not yet dear But they

. do rep;’esent another nfa)or effdrt to secureameamngful parent role. - i e e
N .. . o [P L .’
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Selected Blbhography '.» .. S e C et k- 2 .
PRRSER K L “ ‘e s

! To assxst readers It extendxng some of what is dlSCussed above I have chosen to.

e conclude w:thabnef selected blbhography See: av e e R
o Caw Barbara, & Glotix Dapper School Volun;eers Whah They Do am{ How They Do It New )[orka .
- Cilahon, 1972, s Cedr

., Cave,‘Ronan G. Rarmershxp fpr Change Parenits+ arid Schools. London %\:ard Lock Educanonaf‘p‘ubj:shers.
<. 970. i ,
e . A
) C}uldhoodﬁdwahogx Vol 48, No. 3,-Dec. 1971. bcvoted to ’Lammgfcom Parcnts LT e e
a7 Falkson Joseph K . & M:ut A Grainer- ’NexghB'orhqodS_cﬁOof Pofms and Consmuency Orgamzahons .
< = SchoolRevleuf,/Vol 81,No, 1,Nov. 1972; 35-61. " ° - o e’)\

Hamlin, 'Herben ‘Citizen Partxciimhon in- l.ocal Pohgy Makmg for Pub(:c Educahou Urbana aUmversuy of
P I]lmoxs, I957 PR 2ve

. Hesé Hannan The Third Side of the Desk. How P.arents €an Change Schools New York Scnbner '19]3. T
B 'Hym& }ams.f:'ffe;tme Home-School Relgtions *Englewood G»hffs,N J. : Prentice-Hall, 1953., ., - - PR
yor " James, Margaret. Schogl Voluriteers. NchorkPublrcauon Education Assaciation, 1961.  #, v 0

ﬁune Ellen How o Change the Schaols A Parent 5. Acfxcm Handbook on pr to. Change the Sys!em‘ New o
¢ w%  York: Vintage (Random House); 1970' - 0 e, e
o M;dnn Ifga;l; A PnnéxpalsHandlmoﬁ ftﬂ Shared Cor]trol l\iew York Teachers Coﬂege, Columbli Umversny,\ Y

T~ T fayd973. Z-a. W . 4] <3 et
; " Nates* yﬁpm the Worjc;ho; Genur for}.’ducatxoﬁ N"cw York Workshoptenterfor Open Educaucn, City" Col-_,
, _ lege of Net® York, Dee J973° Devoted to parent participation, induding an arficle by,L Lithan Weber, Director

of !he Wq}-kshlp &nter}on Open’ Yducatxon Sxd Momson Prmcxpai of P:S. 84 and Nancy Nﬂsgn, parenl, .

. ﬁ c

*

‘__p 1

x .
Rauch,.Sxdney J ed Handbdak for Vglunt'zer Tulors Newzrk DE Infernatmnal Rcadmg Assocxahon, 1969‘

M f'_ * . Say!or Mary L3u. Parenfs. Active Partnerg in Educahon Washméton, D. C.. Amenan Associauon of Ele- e
AL . o wtaryaKlnéerganm-Nursery Educafors,1971. - *l,,- oewe o TR L PN e
S SdnndferRaiﬁmﬁ% Eva, & Ronald Lippitt. The Volunteer ¢ mumty Crealxve Use of Human Resources s
e ; y'f"dxrfax “VA22050: NTL Learmng Reésqurces Corp A3817-N. Dorr Aye),1971. ° ¢ . - e o L.
o Stearns; Mariop Sherman, et al. Pargnt Inuolvemmt in Compensqtory Educatxon -Palo Alto Educahon Pohty
J‘ . Researehi Céfiter, Starjford’ Resear;h]nsiltute,-lm T e RN é
o Suriderhn L.SylVia, ed, Parenls—Chtldren Teackers Commumcatxon Washmgton. D C‘. Assocrahon for Cluld-
? " hogtEducatidn nternational; 1969, 47 PR S
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_and,Vigletta Patrick
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Alm_v_,'Millie Cc rmne Log" al Thmkmgm Second Gmc{c New York Teachers College 1910
Axline. Virginid M; DibsTuSearch & SelfeBston: Houghton Mifflin, 1962, + ¢

Combs, Arthul W, ¢d~ Percewmg Behavu%g B,ecom:zr}g4 A New Focu.s for Educahon Washmgton D C...

Association fbr Superwsxon andCumculum  Development, 1962.

Punh)HansC ngetfdrfl'eachers Engiewoodﬁhffs, NJ: Pmnhce’Hall, 1970
‘ *Glasfer Wilha n. Seh,apls Wx!hout Farlure New York: Harper,’968 o .

- >

T Gordon, lfaj Hu?nan Dwelapment ATrarsadxontlezspechve‘wa York Harper- 1975,
]enhnéﬁ!ady Gartfner & He Jen§ Shac;e; These At‘e‘Your Ch #dren dthed. G[env:ew IL. Scott, Foresman_

J97:
Iersﬂd Arthur] . Child Psychology, ﬂhed Engfewood Chffs ’NJ< Pmnca-Hall 1975.
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"ART :(.;UXDE.—LET”S CREATE A FORM. Professional help to teachers wanr}ng td provide guidance and en-
couragement to children forexpression through art. Developed by San'Diego County Department of Education. ‘.

. Full color, ISBN-0-87173-028-6. 54 pp., 1969. iz.so y - N Lo - -
BIBLIOGRAPHY OF BOOKS FOR CHILDREN. Annotated list, titles. d anged by age level and subject; major
awards ngbcd.lnvaluab!e reference, ISBN-0-87173-008-1.- 112 pp.. 1974.82.75 . '
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£ BITS & PleCgS—IMAGlNATIVE USES FOR CHILDREN'S LEARNING. Recycling of finds, leftovers, give-
X aways and throwaways for creative learning in class and at home. ISBN-0-87173-014-6. 72 PP, #1967, $2.00

'CHILDREN AND DRUGS. Offers guidelines to teachers with drug-'using children, plus suggestions on working
with children and their parents. Award winner. ISBN-0-87173-015-4. 63 pp.. 1972.$2.50 N
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~CHlLDREN',AN‘D lNT.ERCULTURAL EDUCATION. Kit of three booklet guides jnaeveloping apprectation for
cultural diversity In sensitizing teachers to ethnicfty. Reports. interprets research. ISBN-0-87173-004-9, 72 pp., .
"1974.52.95 . ' » N
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CHILDREN ARE CENTERS FOR UNDERSTANDING MEDIA. Ideas for involvement of children as photo-
graphers, filmmakers, videotapers, sound-seekers. Practical help for teachers. Fifteen articles; resource list.
-+ ISBN-0-87173-017-0. 94 pp,, 1973. $3.95 ., . S,
CHILDREN'S-VIEWS OF THEMSELVES. By Ira J. Gordon. Lively and sympathetic look at children through . .
- new eyes and deepened perception of their feelings and ego-building needs, how, adults can develop,sensngi,vity,‘ ..
* ISBN-0-87173-019-7. 40 pp., 1972..$2.00 * * T R
. COOKING AND EATING WITH CHIEDREN— A WAY TO LEARN Streises the need to provide children with.
healthfyl foods and the importance of eating in a friendly climate. Recipe section, guide on child input. ISBN-
0-87173-006<5."48 pp., 1974. $2,50 . - : .

- *CREATIVE DRAMAT,ICS FOR ALL CHILDREN. Emily Gillies discusses six principles for using creative
dramatics Chapters on working with emotionally and physically handicapped and second-language speaking

.~ children, 1SBN-0-87173-020-0. 64 pp., 1973. $3.25 B et »
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. GOOD & INEXPENSIVE BOOKS FOR CHILDREN. Selectipns chosen for quality and price. Classified by
fiction, biography, picture books, hobbies, etc. Includes author and title indexes, publisher list. ISBN-0-87173- . .
"+ 022-7.64pp., 1972.52.00 ' : - -k
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¢ LEARNING CENTERS—CHILDREN ON THEIR OWN. Combines theory and practice, Describes models of
individualized teaching. Discuses roles, arganization, evaluation, helpful hardware and open space. ISBN-0-,
. 87173-026-X. 84pp., 1970.62.50 " . : ’ . ’
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‘NEW VIEWS'OF SCHOOL AND CQMMUNITY. Nine educators offer practical and original ideas for relating -
schoof and community Vignettes of outstanding pfojects, extensiye classified bibliography. Joint publication of

ACEl and NAESP. ISBN-0-87173.034-0, 64 pp., 1973 $3. .
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OPENING, MIXING, MATCHING. Describes how nine teachers engaged in quest to open up curriculum, mix
age groups (0-8) and utilize the Bus for learmning. Minnie Berson, cobrdinator. 1SBN-0-87173-003-0. 44 pp.,
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s Pi.éY: CHILDREN'_S BUSINESS, Leadir:g,writers defend impxértandé of learning.through play, Includes}t,oy‘/ '
.play materials guide for various age levels. ISBN-0-87173.005-7. 56 pp., 1974, $2.95 .
. ’ » » «
SELECTING EDUCATIONAL EQUIPMENT AND MATERIALS. Excellent reference guide forgeachers supply-
ing classrooms for different age levels, Criteria for choosing. List of manufacturers, ISBN-0-87173-010-3. 1976.

TEACHING FOR SOCIAL VALUES IN SOCIAL STUDIES. Looks at value clarification and formation a¢
essential elements of social stydies instruction. Many thought-proyoking exerases. ISBN-0-87173-009-X. 72 o
pp., 1974.52.75 T, o . i 5
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TESTING AND EVALUATION: NEW VIEWS. Confronts questions of why traditional evaluation procedures

are inadequate and what tests d6 and don’t do. Outlines a new frame of reference for meaningful evaluation,

&

1SBNy0-87173-000-6. 64pp., 1975.2.50 ‘ e
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These publications may be ordered directly from ASSOCIATION FOR CHILDHOOD EDUCATION INTER-
NATIONAL, 3615 Wisconsin Avenue, NW., Washington, D.C. 20016. Please include check or money order ,

payable to ACE for cost of publications plus 10'percent for postage and handling. Only orders over $10 may be

billed A complete publications catalog and membership information will be sent free apon request.
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