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e ‘ PREFACE

This is one of 10 units in a program of Training for Leadership in

Local Educational Improvement Programs. UCevelopment of the program-was

begun at the Learning Research and Development Center at the Universit} of-
Pittsburgh and has been carried forward at Research for Better Schools in -

Philadelphia.

If you have in hand the Instructor's Guide to the program, or Unit 1 o

entitled Traifyng Program Introduction and General Study Plaﬁ Guide, you

will have sufficient introduction to the mature and purposes of the
. training prdéram. If you do not have access to one or both-of these items,
the following paragraphs will introduce you to this unit of the program.

4
This unit was designed for use by anyone holding a. position calling

for leadership in planning and conducting Tocal educational change programs.
. ) This means school district leaders -~ central office administrators, buildi.ng

principals, curriculum specialists, or teachers involved in change project
teams. Also it means graduate.students in curriculum, administration, or
supervision. In addition, curriculum specialists or field personnel of
state edu&ationvdepartments or other educational aﬁencies may find the unit »
of value in their work with school districts ~ as in the conduct of workshops
involving local school personnel.

The unit can be studied on a wholly self-instructional basts, or with °
an Instructor’s direction. It requires about 6 to 10 hours of stud} time.

The themes of the unit deal with the Important areas of affective and
soctal development. These areas have received such emphasis in educational
innovation during recent years that they deserve the special attention of

leaders of local educational improvement.




17

23

32
36
38

50

54

66

70
76

78

82

Entreduction

_ CONTENTS . |

M

3

Uﬁgt Study Plan
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Objective 2:

Objective 3:

. Objective 4:

Objective 5:

Objective 6:

Objective 7:
Objective 8:

Objective 9:

Objective 10:

Objective 11:

Objective 12:

&

State briefly a Justlflcat‘un for stressing the student's
personal/social development in the content and conduct
of instruction.

Define self-concept and describe two or more ways of N
measuring it

Describe one or more instructional approaches to
fostering in students positive self-concepts through
offering them acceptance and approval.

State how individualized tnstruction ‘and mastery-
referenced instruction can be expected to contribute
to positive self-concepts.

Describe how traditional cuiricuia foster negative
self-concepts in girls and minority-group members, and
how this can be corrected. _

Define achievement motivation and®describe one way of
measuring it.

Describe éhe‘Achievemént Competence Training (ACT)
package and indicate. how it can contribute to achievement
motivation. .

Describe and evaluate "contingent r'-einfor'cement‘= or
"behavior modification" as a way of motivating students
at school.

e

List ways in which a student's interest in a schoo!l
subject can be increased..

Define impulsivity - reflectivity as a dimension of
individual behavior and describe one way of measuring it.

Describe one way of teaching a student to be less

impuisive, more reflective, in performing learning tasks.
. ] ’

Describe one way of teaching students to increase their

competence in self-managed learning.
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Objeétive 15:
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Describe briefly the first three categories (Receiving,
Responding, and Valuing) in the Affective Domain of
Taxonomy of Educational Objectives.

Define values and describe one-method of teaching values
to students in elementary or secondary schools.

Define empathy and describe one way of teaching students
empathy toward members of groups differing from
themselves. o

Describe the CUTE program for training teachers to work
with inner-city children.

Describe how the group-project approach can be used to
teach students 1nterpersona1 competencies.

Specify shorfcomings of instruction in traditional school
programs with respect to students' personal/social .
development and describe one 1nnovat1ve approach to
remedying such shortcomings.

Observe and analyze instruction using a checklist of
features related to persondl/social development.
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UNET 6. PERSONAL/SOCTAL OEVELOPMENT AS EGUCATIONAL THEME, =
WITH RELATEO INNOVATIONS

L

Introduction . . o3

The development of the student as person and as group or community member
became a major theme of educatiqnal innovation durin; the 1960's. Previously,
most educators had sought tc make a sharp distinction bétween intellectual and
personal/social developbment, assigning the firgf t& the schools, the latter to |
home and community. For several reasons: this distinction has been abandoned

by many educational innovators who contend that the development of such

attributes as positive self-concept, self-management, interesf%,.values, and

X
gyt

_interpersonal competencies is at least as immortant in the education of the

indjvidual as the developﬁent of intellectual skills and knowledge.
‘Recognizing that home and comunity very often fail to provide adequately
for personal and social development, educators now are calling”on the schools

to assune responsibilities in this area. A signal of this change, and a

stimulus toward it, was the publication in 1964 of Taxonomy of Educational

Objectives, Handbook IT: Affective Domain following by nearly a decade the

publication {n-.1956 of Handbook I: Cognitive Oomain. (Both volumes were

s

published in New York by Oavid McKay Company.)

Numerous “other reasons ban be given for the introduction of an emphasis

=
on personal/social development. The movement toward individualized instruction

has aitracted attention to & broadened conception of the aspects of

" individual development that are crucial for effectiveness in life roles.

Cultural crises involving minori@y’group members, particularly blacks, and
involving problems related to growing up in urban society, have played a major
part in creating the new eﬁphasis. The disaffection of young people with

traditional institutions and values with the resulting dropouts, strikes, and

6




Unit 6 - 2

- \
r{ots have demanded major changes in the concerns of educatdps.
Another reason for a focus On personal/socia].goaﬁs in sEhools.is the .
fuller rg;]izatipn that intellectual and emotional/social development are
closely interwoven. Intellectual development depends heavily on the
student's adjustmeﬁt to self and others, and on h%s interests and values.
Correspondingly:.personal/soc{él development has essential intellectual
components; thinking, planning, valuing, and choosing are as injortant here as
for the more traditional intellectual attainments. :

) _ 1
What this unit offers you

The literature on personal/social development in relation to school
practice is so large that this unit can do no more than offer a general

. orientation to the area and specific materials on a few selected topics.

e

Unif. objectives are listed below.

1. State briefly a justification for stressing the student's personal/
social development in the content ar conduct of instfuction.

2. Define self-concept and describe two or more Ways of measuring it.

3. Describe one or more instyuctional approaches to fostering in
students positive se]f—concepts through offzring them acceptance
and approval, .

ot

4, State how individualized instruction and mastery-referenced instruction
can be expected to contribute to positive self-concepts.

5. Describe how traditional curricula foster negative self-concepts in
girls and m1nor1ty-group menbers , and how this can be corrected.

6. Define ach}evement motivation and descrlbe one way of measuring it.

7. Describe the Achievement Competence Training (ACT) package and
indicate how it can costribute to achievement motivation.

- 8, Describe and evaluate “"contingent reinforcement® or “behavior modi~
fication" .25 a way of motivating students at school.

"9, LYst ways in which a student®s {nterest in'a school subject can be
increased.

-3
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10.

1.

12.

13.

14.

15.

16.

17.

18.

19.

reflective, in performing lgarning tasks.

Unit. 6 - 3

Define impulsivity - reflectivity as a dimension of individual’
behavior and describe one way of measuring it:

-

Describe one way of teaching a student tc be less impulsive, more

Describe one way. of teaching students to increase their competence in
sel f-managed 1zarning.,

Describe briefly the first three cat“gories (Receiving, Responding,
and Valuing)} in the'Affective ‘Domain of Taxonomy of Educational

Oblective

Define values.and describe one¢ Jethod of teaching values to students
in elementary or secondary schools.

-

Define empathy and describe one way of teaching students empathy .
toward mempers of groups differing from themselves.

Describe the CUTE program for training teachers to work with inner-
city children.

Descrlbe how the group- proaect approach can be used to teach students
interpersonal competencies. . '
Specify shortcomings of instruction in traditional-school programs
with respect to students' personal/sccial developmentand describe
one innovative approach to remedying such shortcomings.

Observe and analyze instruction using a checklist of features related
to personai/social development.
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bait Study Pian : L -

-

Before beginning study of'this unlt You should detennine how 1ntensiVe1y
You want or need to study each objectlve After a careful .diagnosis of your.
neéds and present attalnments, if you judge that study of some of the unit
‘objectives is unnecessarys-you are-fﬂée to omit them from your study.
‘ Below is a gulde for. arr1V1ng at your study. p]an e1ther w1th help from
your lnstructor {if you have one) or on your own. Tne gulde calls for a .,
four-step- procedure- assess your needs to study the‘unit object1Ves, .
decide how to study them, assess your mastery of the unit obJectlves»after

—
study of the unit, and evaluate the unit., - -

"Personal assessient of needs to study the unit.e First, turn the pages

of the unit quickly to acquaint yoirself with the objectives and their
conteits. Twenty.minutes should be sufficient for skimming the unit.

ﬁéxt, perform the Pre-Assessment Exercise that follows to obtain @ bgsis.
for-estimating xour‘present level of mastery of the unjt'objectiVes. The
exercise contains questions giving you the opportunity to review your knowledge
as related to the unit objectives. In doing_the Pre-Assessment Exercise, use

it siﬁp]y as a way of detarmining what parts of the unit ydiu need to study.

]

ft is not expected that you will pass the Pre-Asgessment,-though yoﬁ are apt‘
to fiqﬂ that fou can answer some of the questions adequately before studying
the unit, -

When you have completed the Pre-Assessment Exercise, check your answers
against the Pre-Assessment Exercise Answer Key (at tﬁt end of the Unit). Keep
in mind that this exercise 1s for your use in detecrming which parts of this

unit will require the bulk of your study time.

#

H

9;;;1.




PRE—RSSESS4ENT EXLRCISE -UNIT 6 "e

+

Directions: This pre-assessment has two ﬁurposes It gives you the

opportunity to demonstrate mastery of some unit objectives before study1ng
the unit, and it .orients you to the unit as preparat1on for studying it.

Feel no ob11gatlon to answer. a qliestion. It is net nxpected that- you Wil
necessari]y be able to ansuer any of the questlons . However, if you can
give a fully adequate,answer to a question on thts pre assessment, you
have no need to study ‘that pavt of the wnit to whicK the question refers.
Probably you will need no more than one-half hour tolcomplete this - *
* exercise. When you complete it, turn to-the Pre-Assessment Exercise -
Answer Key at the end of the ypit to check your answers. Then turn to the
page following this Pre-Assessient Exercise to cont1nue with your unit |
study pTan. . -

£

.Unit 6 - 5~

Objective 1. JUStlfy strassing the student s personal/social development
in the school 1nstruct1ona1 program

@

-k

-Objective 2. OQefine self-concept and describe two, ways to measure it.

[l

L




Unit 6 -6

* Objective. 3. Descrlbe an sapproach to foster1ng posztzve self-concepts through
. offerlng students acceptance and approva] '

3

* +

Objectiﬁé‘ﬁi State hew individualized and mastery-referenced instruction can
contribute to positive self-concepts.

x -
‘ B
[ - ]
.
- . €
i Y «/’
W
.

t-f.

\

Objective 5. Describe how tradztlonal .curricula foster negative self-concepts
in girls and minority-group members.

*

-

te

11




i Unit 6 - 7 :

Objective 6. Define achievement motivation and describe one way to measure it.
4 : ;

-t N

+ - -
4

?

. ¥ . - .
Objective 7. Oescribe the Acp.i‘évement Competence Training (ACT) package and
indjcate how it can contribute to achjevement motivation’ .

- .

'~
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. Objective 9. List ways in which a student's interest in a school subject can
' be increased.

\I - . ‘6‘

Objective 10. Define impu]éi#ity—raflectivity as a dimenston of personal
: behavior.

-y

Objective 1. Describe one way of teaching students to be less impulsive.

i3
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Unit & ~ 9

Objective 12. Describe one way to teach students self-managed learning.

|
Objective 13. Describe briefly the categories of Receiving, Responding, and
Valuing in the Affective Domain of Taxonomy of Educat1ona1
Objectives.

- 2

gy

Objective 14. Define values and describe one way to teach values to students.

Objective 15. Define empathy and describe a way to teach empathy toward
members of groups differing from one's own. .

-
3

11




Unit 6 ~ 10

Objective 16. Describe the CUTE program for training teachers to work with
. inner-city children.

Objective 17. Describe how a group-project approach can be used to teach
students interpersonal competencies.

w

-

Objective 18. Describe shortcomings of traditional school programs with
respect to students' personal/social deveicpment and describe a
way to remedy them.
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. Unit 6 - 11
Having completed the Pre-Assessment Exercise, you {with your instructor,
if you have one) should check your answers with those given in the Pre-Assessment

Exercise - Answer Key at the end of the unit. Cohpare the quality and detail

of your answers with those offered in the Answer Key. There is no one right
ansﬁer to any of the questions but rather key points that are réquired for

an adequate answer, with those points stated in your own words. The Answer
Key probably contains fuller answers to most of the questions in the exercise
than you c;n give before studying khe ﬁnit.

‘In the following table (next page) you are asked to check the estimates
you {and your instructor?) make of your level of mastery of each objective.
Check HIGH if you judge your answer to be right on target and in adequate
detail. Check MODERATE if you believe your answer to be good but lacking

some points needed for a fully adequate answer. Check LOW if you find your

, . answer to be inappropriate or incomplete, or if you did not answer the question.

After checking your level of mastery of each objective, check at the
- right whether the objective requires merely review, or careful study. It is
not a sound procedure for you to study the Answer Key as a way of learning
answers to items in the Pre-Assessment Exercise. Instead, you should study the

unit materials since they are meant to prepare you to give an adequate answer

e ke

— — — - —

based on an understanding derived from reading and practice exercises.

16
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Unit 6 - 12
. o > UNIT STUDY PLAN CHECKSHEET
' PRESENT '

MASTERY ~ REVIEW NEED TO
OBJECTIVE TOPIC . H M L ONLY  STUDY

- i

1. Justify stress on personal/soéfal develop-~- -~
ment in the school instructioral program

2, Define self-concept and describe two ways .
to measure it.

3. -Describe a way to foster positive 'self-
concepts by offering acceptance, approval, .

F -

State how individualization and mastery ‘ .
can contribute to positive self-concepts. -

8. Describe how traditional curricula foster
negative self-concepts in girls and
minority-group membgrs,

(=11
.

Define achievement motivation and
describe one way to measure it.

7. Describe the Achievement Competence Traip-
ing (ACT) package and indicate how it can
contribute to achiavement motivation.

8, - Describe contingent reinforcement as a way
to motivate students. . .

9. List ways in which a student’s interest in
a school subject can be increasca.

10. Define impulsivity-reflectivity as a
. démension of personal behavior.

11. Describe one way of teaching students to
Bpesiess impulsive.

R 12. Describe one way to teach students self-

- managed Tearming.

13. Describe Receiving, Responding, and Valuing
in the affective domain of objectives,

14. Define values and describe one way to teach
values to students.

" "15. oDefine empathy and describe a way to teach
. empathy toward members of other groups.

17




STUDY PLAN CHECKSHEET  CONT.)
_ * PRESENT
: MASTERY
OBJECTIVE HOM L

16. Describe the CUTE program for training teach-

Unit 6 ~ 13 d

' |

-~

REVIEW NEEDTO
ONLY  STUDY

"n

ers to work with inner-city children.-

17. Describe how group-projects can be used to
« Leach students interpersonal competencias.

4
L

18. Describe faults of traditional schools
" re students' personal/soctal development,
and describe a way to remedy them.

18
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Study procedure. In studying the unit, you will gain by doing the

objectives in the order in which they appear since each part of the unit
assumes a level of understanding based on the pre?{OUS parts. It is_a good
Jddeas to at least skim those parts of the unit that you judge, on the basis
of -the Pre-Assessment Exercise, that you-alreadyrhave mastered.

You may wish to study all or part of the unit with one or more fellow

students. Your instructor may elect to conduct-group sessions either to

introduce the unit, to review it after your study, or to add further material.

And, of course, you could study the unit entirely independently.

. You will note that, under each objective, explanatory material is given
that is usually supported by illustrations and most often js involved in
exercises ygu perform. The exercises are either followed immediately by
explanatory materials to help you check and round out Your answers, or they
are provided with an Answer Key.

fou probably will take one or two days to study this uqit, depending on
how intensively you need or want to study aay or all of its objectives. It
is best to go through the uait in its entirety first, then make plans for
later and more intensive study of any areas of particular interest to you.

Post-assessment. When you complete study of the unit, you will find

*

directions for the bost-Assessment Exerc?se. Perform the Exercise and check

your answers against those given in the Answer Key. If you fail to show
mastery of any objectives at this time, further study is indicated.

"Unit evaluation. At the end of the unit you will find a Unit Evaluation

Form. It will be helpful if you take a few minutes to complete it and return
it to the address given. This will be an aid in making any revisions of the

unit and in learning who can benefit from study of it.

19
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. : | GENERAL REFERENCES ' S
References to readings related to particular\objectives are given '
under those objectives. Ineaddition) a number of general referencés to
personal/social development may be of interest to you, either while
studying this unit, or later. Obviously, hundreds of other references
might- have been list;d. The following have been selected as representative

-

of general references in the current literature.

Mussen, Paul H., Conger, John J., and Kagan, Jerome. Child Development
and Personality (2nd. ed.). New York: Harper & Row, 1963.

This is an excellent source book on development throughout adolescence.
Chapter 12 is on Adjustment to School and Intellectual Development.

Hess, Robert, and Bear, Donald M. {eds.) Early Education. Chicago:
Aldine Press, 1968. R
This volume contains chapters by leading experts in the field. An
especially valuable chapter for this unit is by Eleanor Maccoby on
"Early Learning and Personality" that reviews research findings on the
subject in relation to such topics as attention, achievement motivation,
and control of aggression.

Henrie, Samuel N. {Senior Editor). A Sourcebook of Elementary Curriculum
. Programs and Projects. The ALERT Information System, Far West Laboratory
for Educational Research and Development, 1885 Folsom St., San Francisco.

This book gives specific descriptions of a large number of programs and
projects including curricula, instructional programs, and training

d programs. THere is a chapter on. Affective Education/Personal Development
and one on Ethnic Education and Intergroup Relations.

- b
A

Johnson, Orval G., and Bommarito, James W. Tests and Measurements in Child
Development: A Handbook. San Francisco: Jossey-8ass, 1971,

This volume gives specific descriptive information on a large number of
measures of. personal/social aspects of development. Included are
sections on Personality and Emotional Characteristics, Perceptions of
Environment (attitudes toward adults, peers, etc.), Self-Concept, and
Social Behavior.

Center for the Study of Evaluation and Research for 8etter Schools.
CSE-RBS Tests of Higher-Order Cognitive, Affective, and Interpersonal
Skills. Dissemination Office, Center for the study of Evaluation,
Graduate School of Education, University of California, 405 Hilgard Ave.
. Los Angeles, Cal.

AV




it 6 -16 4

This volume gives a systematic evaluation of various measures for use
. with different age groups 7rom early childhood to adulthood. Use of
vhe evaluations requires considerable knowledge of testing.

Beatty, W. H. (ed.) Improving Educational Assessment and An Inventory of
¢ Measures of Affective Behavior. Washinagfon, D. C.: WEA-ASCD, 1969.

This volume 1h'u:l-udes sections on Interaction, Motivation, Personaltty,
and Self-Concept. . -

21
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Objective 1. State briefly a justification for stressing the student's
personal/social development in the content and conduct of
instruction.

~

When you become involved in helping schools impreve the provisions they
make for students' personal/social development, it is essential that you be
prepared to offer them a justification for placing emphasis ¢~ these sorts of
learning goals. This objecpive is concerned with4thi¢ purpose and provides
materia]s‘to help you round out your ideas in case this i3 not a topig you
have worked through fully.

Three major auestions néed answers in connection with justifying

provisions in the school program for students' personal/sccial development.

" Exercise 1 presents you with these questions and invites you to put down

the ansﬁers that already are in your mind. There is no answer key to this
exercise. Instead, folloﬁfng it, you will find a discussian based on each
question to help you round.out-your understanding. Also, you will find

some references to the literaturc that you may want to refer *o now or later.

22
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Unit 6 - 18
=] — * .
EYERCISE T -~ WORKSHEET '

Reasons for Stressing PersonaI/SocialfDeve}opment

Directions: Write your brief answers to each of the three questions below.
Treat, this exercise merely as a way of organizing your present ideas

about the needs for attention to the student's personal social development.

Following the exercise you will find a discussion of each of the three
topics and references to sources you might wish to consult.

e

1. What imporiance have personal and social develonmenf in the individual's ’

total educational experience both outside and inside school?

2, What aspects of today's society create new demands for personallsoq1a1
development?

-

3. What is some evidence- that home—and-dpmmunity—ape-£a41%ng_xo—ppoulde_.___
adequately for the student's persona] and social development’

S

»8

-—_'_—-.m

.:. _.ﬁ.
1
i
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The Importance of PersoﬁﬁlﬁSocial Development

. o : Probablx no one doubts the importance 01" the individual developing as ©
an adequate person and an efféctiVe s;ci&f be%ng. A useful way of examin%ng
this matter is to consider the major-life roles an individugl fills--as

family member, community member, friend, worker, citizen, and private person--
and  to revié# the part played }n each.role py suéh attributes as interests, ¢

values, “sel f-concept; honesty, responsibility, initiative, empathy,

communfcation skills, and skills in éroup parti;ipation. The core of .
- everyone's 1ife consists of a private world of self in which one interprets,
values, and shapes pérsonal experience. Also, each individual is-a social
Being,qfilling a complex set of roles in relations with others. .
‘An indication Of the importance people attach to personal and social
effeetivaness is the preoccupation with such matters in conversation, on TY,
in newspapers and magazines, and in papérbacks. Many books high on the'
. bestseller 1ist deal with the person and his or her relationships with
others. Here is a sample list of titlgs: I'm OK - You're OK, Human hggressioﬂ,
The Peter Prjncip?e, What Do You Say After You Say Hg116, Free and Female,
and How To Live With Yourself and Like It. Doubtless you can add many titles

to this list. 7

Demands of Changing Society for Personal{Socjal Development

Alvin Toffler's bestsefling paﬁerback, Future Shock (New York: Raridom
Hoﬁse, 1970) portrays the impliéations.for the individual of the very rapid
and continual changes in virtually every gkpeCt of human society. He sees a

tendency for individuals to turn away frem a faith in rational ways of coping

. with one's experience in such a world:

A it A
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The assertion that the world has “gone crazy,* the graffiti slogan
that “reality is a crutch," the interest in hallucinogenlc drugs,
(7> . the enthusiasm for astroloq and the occult, the'search for truth in
T sensation, ecstasy and “peak experience," the swing toward extreme

subjectivism, the attacks on science, the snuwballing belief that -

reason has failed man, reflect the everyday experience of masses of

ordinary people who find they can no longer cope rationally with - .
- . change.

EIsewhere\\in an article on "The Future as a Way of Life,* Toffler wrtes
We have encountered the future so rapidly and with such violent thanges
in the ordered and familiar patterns of our way of 1ife. that we are
suffering ..... the dizzying disorientation brought on by the premature
arrival of the future. (Horizons, Summer 1965, p. 109) :
An article dealing with the personal and spcial demands being placed on
& .
the individual by changing society is "Education to Meet the Psychological
Requlrements for Living in the Future“ by Glen Heathers (Journal of Teacher

+ )

-8 :- Education; Vol. 25, No. 2, Summer 19?4) You may wish to refer to this

discussion of the impact of change on the economic, political, social, and

\ . personal- aspects of the individual's ¥ife..

v - 2 ”

Another source to turn to is a discussion of “Econonmic, Social, and
Political Forces" by Gow, Holzner, and Pendleton who describe the individual's
‘.predicament in the face of rauid? complex, auu unpredictable change in this.
way: : . " '

He orients himself. to probabilities, not certainties, thus facing up
to- the fact that man is compelled to fnake responSIble decisions in the
face of uncertainty .... He requires a“high 1evel of tolerance for
uncertainty and the ablllty to overcome through action the anxiety
arising in situations of crises; and he is often fearful lest these
demands prove top much for him and his fellow-men. (In John I.
Goodlad, ed., The Changing American School. 66th Yearbook of the
National Society for the Study of Education. Chigago: University of
Chicago Press, 1967.)

.

The stresses $today's irner city places on children and youth are so
. well known that they do not require detailing. The urban ghettos have
correctly been described as jungles whére‘ecogomic survival and personal

. ‘ safety are matters of acute daily concérn. Problems of urban Tiving are

Q . . 25




Unit & - 21

especially severe for ethnic minoritles——blacks Puerto Ricans,’ Hexican- C )

° Americans, American Indians, and others. Persona]fsocia1 uevelopment of j{ N+
the minority—group child is made particulacly difficult because of tﬁe
requirement to leard to live simultaneously’ in two cultures, that of one's
minorit/ group and that' of our dominant middle class white society R

Other stressés imposed on young people relate touchangrng 1ife patteTns T

of young peogple invoIVing a yauth culture that stands often in conflict with
the,conyentional patterns of Iiving that the adu]t genecatlon seeks to impose

on pre—adoiesoents and adolescents.

t ]

w

EVIdence for Inaq_guate PersonaI/Social Development

It is difficuit to catalog the failures of our, society (through home, R
- community, school and other agencies) to produce emotionally healthy, _
. . wedl integrated, and socially effective individuals. We Ynow however, that

,\N .a_large p;oportion of chiIdren and youth have serious problems inv01VIng'se1f; - -
B .- concept, interests values, interpersonal skills, and other essentia) aspects
. of 1IVing There are no feliable statistics on the percentage of individuals

. ‘growing up in our society with serious neurotic problems limiting: their personal

. :
Y 1y - 1

“and soc;:} effeciiveness and restricting their capacity to find enjoyment in
Y reasonable estimate is that between one<half and three-quarters of

- Tife:
indiujduals jn any age group can be found to suffer to a significant axtent
from such problems as feelings of Tnadequacy, anxiety, guilt, hostility,
apathy, or lack of soci4l competencies. ‘

An exceilent\swnnary statement on problems presented by adolescents is
included in the artlcle on "Psychological Education in Secondary Schools to
Eromote Individual and Human Development” by RaIph L. Mosher and Normal A.

", .

Sprinthall You wiII find this article summarized in ObJectiVe 18 of this

unit. These authors ‘discuss such pr blems as drug addiction, sufcide, student

"
1.32 :A 4 ., . (‘

" .
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. unrest’, vandalism, racial polarization, and alienation from society.
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Objective 2. Oefine self-concept and describe two or more ways of measurdng
' it. N

Defining'SeIf-Concept.

Stated most simply, the term “self-concept" refers to how the individual
thinksﬁand feels about himself or herself. But a person's self-concept is
néver simple. A person is highly complex and one's way of describing and
valuing oneself varies with the aspecf of self being-considered. One may
have high self-regard in one aspect of life (sports, musical expression,
personal appearance, etc.) and low self-regard in another aspect (social
relationships, work habits, dependability, etc.). Also, one's self-concept
fluctuates from situation to situation and from time to time depending
especially on experiences of success or failure, and experiences of being
accepted or pejected, praised or criticized, by others.

A good way of clarifying your view of self-concept is to examine how
you think and feel about yourself. Exercise 2 ihvites ycu to think through
how you would answer each of a list 9f self-concept questions about }ourself.
If you wish to wri;e down your answers in thé spaces provided, do so. However,
you (like most other people) probably regard your self-concept as a sensitive
area and you may not wish to write down your answers. The gquestions an the
list are only & few of the many that could be asked to gain a full picture of
your many-faceted self-ccncept.

Obviously, there can be no answer key to Exercise 2.

L *
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EXERCISE 2 - WORKSHEET R
Sample Self-Concept Questions

Directions: Think through how you would answer each of the following
questions in regard to your own self-concept., This exercise is ertirely
for you and you should feel perfectly free not to write down your answers.
The exercise should help prepare you for studying ways of measuring
self-concept.

—

< What am I Tike?
o

2. How do I feei about myself?

3. What do I look like?

4. How healthy and strong am I? :
5. How good am I in‘;ports?

6. How gogd is my mind?

7. How gopd am I as a worker?

B. How successful am I in making and keeping friends?

9. How effective am I in the most intimate relationships?

10. How well do I occupy myself when I'm alone?

11. What would I like to be 1ike (my ideal self-concept)?
. “
12. What are the main things I'd 1ike to change about myself?

Add any other questions you recommend for this list:
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Ways of Measuring Self-Concepts

This unit does not attempt to teach how to measure self-concepts.. Instead,
it offers a brief, introductory description of the measurement approaches that
are being used.:'If ydﬁ are not an expert in testing, you should turn to such
experts for help whenever such tests are to be used.

Six general methods for measuring self-concept are identified and i1lus-
trated below. A copy of the borchure, Measures of Self-Concept, Grades 4-6,
prepared by Educational Testing Service, is provided you (pages 28<31). The
brochure contains references to all six methods that are described here. In
satisfy.ng this unit objective, you are asked to become prepared to describe

at least two of the fiethods (in case you cannot already meet this requirement).

Method 1: Describing one's self. With this method, the individual is

%

asked to answer questions about himself or herself, eitker orally or in writing.
The questions listed above under "My Self-Concept" {llustrate this method.
The questions may be presented in an interview as is illustrated in the ETS

brochure by Tennessee Self-Concept Scale: Counseling Form. Mote that with this

scale, the individual‘s answers are rated by'the counselor on various factors
to create a self—concebt profile.

Method 2: Self rating. With this method, the individual is asked to

rate himself or herself on-a number of scales sﬁch as the Coopersmith Behavior
Rating Form that presents 13 ijtems, each to be answered by the individual by

checking on a five;point scale. An example of a scale you might answer about

yourself is this:

30
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How successful am I in making the friends I want to make?
Almost always successful
UsLally successful

Successful about ﬁalf of the time

Most of the time not successful

»

Hardly ever successful

Method 3: Projective testing. In this method, the individual is given -

some stimulus material he is asked to respond to by saying what occurs to him.

For example, the Colibus Sentence Completion for Chifdren asks the person to

write the endings to sentences that are started for him. An example might be,

“When I play games with the other kids........ Extreme answers related to

self-concept might be "I always win," or "I always lose." Another sort of
projective test presents a series of pictures of situations children are apt to
experience and asks the child to talk about the pictures. ResSptnses are scored

in terms of how the child appears to "project" himself into the pictures and

thereby reveal attitudes toward self. One such projective test is the Children'$

Self-Conception Test: Form II described in the ETS brochure.

_meaning of.words. The semantic differential method presents word pairs where

.the two words of a pair are opposites such as tall-short, or fast-slow. The

Method 4: Semantic dffferentigl. The term "semantic" rafers to the

individual is asked to check the word in each pair that comes closer to
describing him. The test administrator infers the individual's self-concept

from the series of words checked. In the ETS borchure, dn example of this

method is the What I Am Like test.

P "V
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You can try this method by thinking how you would check each of the word

pairs below n describing yourself. (You may prefer not to mark your answers.) )

___ warm : , cold :
____hard . - soft ‘
____spontapeous  ____ controlled
impulsive _]__*__ reflective
_____ contented o troubled

" Method 5: Level of aspiration. With this method, the individual performs

some task or’game such as throwing darts at a target. Self-concept is assumed

£6 be shown by accuraéy in predicting one's score, by goals set ior succeding

trials, by reactions to failing to achieve one’s set goals, etc. An example in

the ETS brochure is Self-Concept Target Game.

. Method 6: Inferring self-concept from-observed behavior. With this method ,

the individual's responses to various situations are observed and judgments

made about self-concept. - Thus the child who avoids doing tasks that cha]]engé N

him or who seeks excessive reassurance, may be judged to lack a strong positive

self-concept. An example in the ETS borchure is Inferred Self-Concept Scale:

Experimental Form

In considering how much reliance can be placed in the various methods of

" measuring self-concept, you need to keep in mind that one's self-concept {is

highly complex and varies greatly from situation to situation and from mood to
mood. Also, bear in mind that most people have the tendency to hide or gloss

over unfavorable things about themsélves. Experts are needed to select,

administer, and score self-concept tests.
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ownke MEASURES OF SELF-CONCEPT
- Grades 46

This annotated bibliography deals with a variety of currently available measures of self-concept and self-esteem. For the
purposes of thus histing, sclf-coniept was.defined as a multidimensional construct encompassing the range of an individual's
pereeptions and evaluations of himself. Many of the devices contained herein emphasi.e the learner’s self-concept or the
cld’s conception of humself n the school enwvironment. However. sesesal global measures are also described. Various
methods for assessing self+oncept, mdduding direct observations, behavior ratings. self-reports, and projectise 1echniques, are
presented. The mstruments described 1n this listing are appropriate for usc with children in grades four through six-

Information was obtaned from the holdings and references of the Educational Testing Service Test Collection. Please do not

jte the Test Collectron for mspection eopies since the Collection does not have distribution rights for its holdings.
sinien sets (when asailable) andur speafic information must be cbtained directly from the publisher or author. Refer to

@

isting of publishers at the end of this bibliography for complete addresses.

Some of the measures listed below are reviewed or described in the references cited in the bibliography.

About Me by James Parker;\ Not Dated, Grades 4-6, Jar;‘les
Parker®.
A five-point selfrating seale 2ssessing five atcas of self-concept
which ate expressed in belanior N the school setting. Subscores

included are. Self, Self in Relation to Others, Self as Achieving,
Self in Sehool. and the Physieal Self.

*Included in Parker, Janics. The Relationship of Self Report to
Inferred Self-Concept. Educational and Psychologreal Measure
menl. 26 Pp. 691-700: 1966.

The Behavior Cards: A Test-Iuterview for Delinquent
Children by Ralph M. Stogdill; 1931-50. Grides 3-10;
Stoelting Company.

ERI!

Q

Aruitoxt provided by Eic:

K

Use of the Cards provides the child with an oppotlunity to face
his problems and provides an inslght imo the child’s auitudes
toward Iis delinquent beliavior. The test is individually admin-
istered employmng :ie card-sort leciinique. Any child who scores
grude 4.5 ur iugher on a standardized reading t¢st should be able
to sore the cards with little assistance. Cards can be read o
subjects with reading disabilitics. Al times an abbreviaied vetsion
of the test can be given by eliminating (ifty specified cards. This
elinlinaes the more senous delinquent behaviots.,

Belundor Rating Form by Stanley Coopersmith: Not Dated;
Grades Kindergarten-9; Stanley Coopersmith®.

A 1 3-1tem (ve-peint rating scale devised for apprasing assured and
confident ¢ ehavior. fiems refer 1o such beliavior as the child’s

- -
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reaction 70 faituic, self-cunfidence in a new sitvation, soctability
ith pecr®, and the need for encouragement and reassuranve. The
rm yiclds two <corcs: Esteern Behavior and Confidence
chaviar.

*Data is available in: Conpersmith, Stanley. A fecedenis of Self-
Esteent. San Francisco! W.i. Freeman, 1967,

Childret’s Seff-Concepn‘bn Test: Form Il by Marjorie B.
Creelman; ¢1954.55; Grades 3-6: Marjorie B. Creelmun,

Designed to assess the relationskip of sclf-concept 10 adjustment
or maladjustment. Lmploys 2 series of pictures dzpicting situa-
tions cormmonly eaperienced by children in Western cultuie. Test
provides indications of self-gsteern and mosal standands.

Children's Self-Social .Constructs Test: Primary Form by
Edmmmd H. Hendersen. Barbara H. Long, and Robert C.
Zijler; c1967; Grades 1-6; Ldniind H. Hendessen.

A measure of social scif-concept from which certain aspeets of the
child's conceptions of himself are infecred. Subscores inelude: Self
Estcem, Socigl Interest or icpendency, ldentlfication, Group
Mentification, Individuation or Minority Idfnllf' ication. Power,
Egocentricity, Complexity. Reatismi for Size, and Prefetcnee for
Others.

Columbus Sentence Completion for Children by Jack A.
Shaffer and Arthur S. Tamkin; Not Dated; Ages 4-Adoles-
cence; Jack A. Shaffer.
genttal projective test covering the following topies: Self-
ncept, Wishes and Plans, Scif-Concept {(Prohlems), Family.
Sottal, School, and Picture of Self. The test provides an indication
of the child"s adjustment fevel,

Coopersmith Self-Esieens Inventory: Fonm A by Stanley
Coopersatilhi Not Daled: Ages 9-Adulis*; Staniey Cooper-
smith,

Designed o ptovide a general assessment of self-esteem. The 58
items are armanged nto five subscales: Genenal Self, Social Self—
Peers, Home—Patents, Lie Scale. Home - Academic.

*Can be used with children younger than age 9 if individually
adminisiered. Technical information is availeble”in: Coopersmith.
Stanley. Amtecedenis of Scif-Euecmn. San Franeisco: WAL
Freeman, 1967.
Coopersmith Self-Esteent hventory: Form B (Shore Form)
by Stanley Coopersmith; Nos Dated: Ages 9-Adulis; Stanley
Coopersmith*.

Designed to measure <elf-esteem ftom the penspective of the
subject. Emphasis is pliced on the subjest’s self-atittedes in four

»

RIC

e ———

1

Unit 6 - 26

area¢: peets, patents, school, and personal interest,

*Additional information is gvailable int Coopersmith. Stanley.

Antecodents of Self-Esteetn. San l-'ran:cisco: W.il. Freeman, 1967, _

Expanded Test Anxicty Scale for Childrea { Feld and Lewis
- 1969} by Sheila C. Feld and Judith Lewis; 1969: Grades
1-9; Sheiia C. Feld®.
A modilteation of the Sarason Tesw Anxiety Scale for Clnldren
which includes the original and revised questions and (wo reetral
items gbout dreams and achicvenrent. Subscales include: Test
Anxiety. Remote School Conicgrn, Poor Self- Ev:nluauon, and
Somatie Signs of Anxiety.

*Included in Feld, S., and Lewis. ). "“The Assessment of Achieve-
ment Anxietics in Children.” In C.P. Smith {Ed.), Aeliievement-
Relared Motives in Chitdren. New York: Russell Sage Founda licm.
1969, Pp. 151-199.

How I See Myself Scale: Elemeatary Form by Ira 1.
Gordon; 1968; Grades 3-6; ira J. Gordon (Manual is avail-
able from the Florida Educational Research and Develop-
ment Council}

Factors assessed are Teacher-School. Physical Appearance, Inter-
versonal Adcqu:m'.:md Academic Adequacy.

How Much Like Me? by Dale W. Dysinger; Not Dated;
Grades 3-5; Dale W. Dysinger.

A self-ad ministered measuie of genceal selfconcept-

Inferred Self-Concept Judgment Scale by Elizabeth
McDaniel; 1965-69; Grades 1-9; Elizabeth McDaniel.

Designed 1o measure the student’s self-concept as it is generated
and in the school setting.

Inferred Self-Concept Scale: Experimental Formn by
Elizabeth L. dcDaniel; ¢1969; Grades ) and Above; San
Felipe Press.

Scale is based upon the assumption that self-concept con be
inferred from munifest behavior. Scale purports to be applopriaie
for assessing 2nd comparing self-concepts of culturally different
groups. Test nay also be ysed with adults and German juvenlles.

Iustructional Objectives Exchange: Measures of Self

Copcept, Kindvrgarten-Grade 12, Revised Edition: 1972,

Grades Kindergarien-12; Instructional Objectives Excliange.
A series of affective objectives coneerning the learner’s solf conr
cept. Dimensions ¢mployed ate peer, scholastie, family. snd
general. Scll-repor! inventones {direct 3nd indicect) and phaerva:
uenal ineentorics are provided to assess the attainment of cach
obyjective.

31
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.simcr{mm! Objes tives Exchange, Objes tne Collestion in

Attitide Toward School, Kmdergarten-Grade 12, Revised

s Edition: 1972, Grades Kinderganien-12; Insirwetional
Objectives Excliange.

A colleetion of affective objectives deating with 1he leamer's self-
concepi as wi‘lectcgl n atlitudes toward teavher, school subjecs,
learning. peers, social strueture and ehiniate.-and general attitudes.
An observativnal disato? and both direet and mietential scli-
reporl measures are Provided 10 avsess the sallamment of cach
objective. . '

' ?

Morgan Punishunent-Sitrgtion tndex by Patricia K. Morgan;
Not Dated (Test 15 copyfighted). Ages Cluldren 9-12 and
N Iheir motherss Evgenc L. Gater.

A projective degiee specifically concerned with the perception of
the direclion of aggression in the punishment situation. The Judcx
yiclds four concepls opefating in the punishment situalion® the
child's sclf-concept, his concept of his mother, the mother's sell-
coneepl, and her concept of the child. Employs scofing pro-
cedures developed for Rosenzweig Picrure-Frustration Test.

Herrﬂarris‘ Children's Sclfj’-Concgpr .‘S'cafe by Ellen V. Piers
and Dale B. Harris; c1969; Grades 3-12. Counsclor
Recording and Tests.

Measuses selfconcept with regatd \o behavior, intellectual and
- school stalus, physical appearance and alsibules, anxiety.
popularity, and happiness and satisfaction.May be used as a class
- room screeming device to tdentify children In need of psycholog-
ical referral. )

s Roéers’PersonaI Adjustment inveatory by Carl R. Rogers:
¢1961; Ages 9-13: Westernt Psychological Services.

Dcs'igned to assess a child's attitude toward himsell, his family,
and his peers. Subscoies include: Personal Inferiority, Social
Matadjustment, Family Maladiusiment, and Daydreaming.

- Sears Self-Coucept ilnveatory: Abbrevigted Form by
Pauline S. Sears: 1966; Grades 3-6; Pauline £. Sears.

The child rates imself in terms of. Physical Ability, Atiraclive
Appearance, Convergent Mental Ability. Social Relations wih
Same Sex, Sovial Virtues, Divergent Mental Abilny, Wouk Habits,
Happy Qualitics, and School Subjects. :

Self-Coﬁccpf ‘Adjective Cheeklist by Alan ). Politte1c1971;
Grades Kindergarten-$: Psychiologisis and Educators, Ine,

Enmables e Student v projpect his personsl feelings gelsied v
wli-concept phenomens and prwsades iIndies of Ins generat knels
of sali<oncept Jeehnpv. The ado tnes cower ahe follawing.
Physical Traits, Swaral A ahues. Intelbectuad Abdiies, and Mimel-

ERIC

Aruitoxt provided by Eic:

.
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lncots {emotional feddimg, group behaviors, and habits). As a
result of the scaring, the child is identified as “scll-confident.”
poor sclf-concepl.” or “aggrescive,”

“*

Se!j'-‘Couccpr aud dfotivation Inventory: Later Etementary
Forne by Gearge A, Fareali c1968: Grades 3-6: Person-0,
Metries,

Mewures academie selfconcept in terms of thy child's percepiion
of lis role as a lcarner. The inventory yiclds scotes for role
expentations,” self-adequacy, goal and achievemenl pecds, and
failure avoidance. '

Self-Coucept As A Learner Scalé-Elementary by John K.
Fisher; Not Daled; Grades 3-6; Johu X, Fisher.

The SCAL is 3 ingification of the secondary scale developed by
Walter B. Waelcn. Subscores inelude: Motivation. Task Orienta-
tion, Problem Solving. and Class Mernbership. The Motivation
factor s dessgned 1o determine the degree 1o which the respond-
cnl perseives himself moiwaied 1o do school wolk and 1o partici-
pate in icamning activities. Task Oricnlation refers 16 the way a
student sees himsell relating to learning activities. Problem Solving
determines the view that a pupil has of himsell as a problemn
solver. The Ciass Membership facior Is designed 10 find out how
the student secs himself in relation 1o other members of the class.

Self-Cencept Instruntent~A leamer Scale by Gordon P.
Liddle; 19675 Grades 3-6; Gordon P. Liddle.

Variables agsessed are self<concept in reference to motlvation,
intellectuat ability. task orientation, and class membership.

" Self-Concept of Ability Scale; 1963-68: Grades 2-6; Uni-
versity of Maryland Researeh and Demonsiration Center of
the Interpersonal Research Comntission on’ Pupil Personnel
Services.

Designed to assess change in sclf-reported attilndes of groups of
studenls loward themselves as learners. Covers six academie
content areas: arithmetic, English, social studies. science, music,
and art. The bases of comparison are the class, the grade level,
close friends, future high school class, (winre college associales.
other sindents in gencral, and one’s vwn ability. The scale was
adapted from Brookover. Paterson, Themas' Self-Concept of
Abitiy.

Self-Concept lorget Game,‘gy_ Ann FilzGibbon; 1970: Ages
9-10; Ann FitzGibbon.

Designed for use »ith chiddren who huve participated in the
Responsive Model Follow Through Progrant. 1t is 3 measure 0f
self<oncept in terms of the clitd’s willingnes. 10 take reasonable
nuks of Dsiluze, make positive esimates of his adility to petform a
Lask, make realiniic statements ahoul the prubability of beng rigqll

r
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or wrong, learn fiom crrors and corfections, use failare in a
roductive manner, and lake credit for avecomplishnicnts and
acknowledge faiture. Individuvally adinianicred.

Self Prafile Q-Sort by Alan J. Politte. c1970, Grudes 3-8;
Psychologists and Educuors Inc.

Aids in clememary school vounseling by pfoviding a mwans for
cliciting setf-cvaluation from a student, for invesiigating chungesin
a student’s self-<concepl through the course of counseling sewions,
and for stimulating group interaction 1n the eounscling selting.,

L4

A Semantic Differential for Measurement of Global and
Spetific Self-Conceps by Lois Stillwell; Not Dated, Grades
1-3 and 4-6: Lois Stillwell.

Test can be modified 10 2ssess allitudes 1dwards self in a variely of
specific roles or conecplion of self from the point of view of a
stated referent. The Primary Form is apprepriate for Grades one
through thfee and the Upper Grades Forin is (or the fourth grade
and beyond. Test ¢an be group administered easily 1o those in
grade three or higher. Fiist and sceond graders may have difficulty
and will require several assistants to provide elose obscrvation.
Subscorcs inelude: Myself. Myself As a Student, Myself As a
Reader, Myself As an Atithmetic Student.

Tennessee Self-Concept Scale: Clinfeal and Research Form
by William H. Fius; c1964-70: Ages 12 and Above;
Counselor Recordings and Tests.

a Yields 30 profiled scofes: Self Criticism, Self Esteem (ldennty,
.cll‘-Satisfaelion. Behavior, Physical Sclf, Motal-Ethical Self,

S S —
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Personal Self, Fumily Self, Social Self, Totad, Variabitity of
Response (Vatistion ueros First Three Self-Esteem Scoles, Varia-
tion aeross Lazt Vive Self-Esteem Suvores, Tatar}, Distribution,
Time, Response Bias,” Net Cenfliel, Tonal €ontlict, Empirieal
{Defemive Positive, General Maladju stment, Psychoas, Personatity
Disotder, Neusosis. Personality Intepration), Devisnt Sipns, and
‘_ five scotes consisting of counts of cach 1yt of response made.

Tenttessee Self-Concept Scale: Counseling Form by William
H. Fius: cl964-70. Ages 1) and Above: Courpel'or
Recordings and Tests, .
Yields 15 profiled scores, SelfCriticism. Self-Estcem {ldentity),
Self-Satisfaction, Behavios, Physical Self, Morcl-Ethical Seif,
Personal Self, Family Self, Sociat sell, Totad), Variability of
Responses (Varfation across First Three Sel-lsteem Scores, Varia-

lion across Last Five Sclf‘hslccm $¢ores, Total), Distribution, and
Time. R

Ithat T Amt Like, Not Daled; Grades 4-1Q; Cincinnali Public
Schools, Division of Psycliologicsl Services and Division of
Program Developinent.
A five-point, bispolar, scl(-rating scate based on Osgoo's concept
of the semaniic differential, Subtesis are: What | Look Like, What

I Am Like When 1 Am Whik My Friends,and What | An. The test
Is for 2eseareh only and is to be used arly in group assessmenl,

When Do I Smile? by Dale W, Dysinger; Nol Dated; Grades
1-5; American Institutes for Research,

Variable assessed in seff-concept in refersnce 1o 1te school seiling.
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Objective 3. Describe an instructional approach using acceptance and
approval to foster posly1ve self-concepts in students.

-

Offering all students acceptance and approval is an essential part of the
JOb of every member of the school staff. While many times a student’s work

or conduct cannot be approved, the guiding rule should. be 'to "accentuate the ‘

Y

positive." -
n

In yoq;hs&perience as a teacher, aqminisgrator, or specialist, you

doubtless have developed your personal style for gfving individual students

~ i
attention, acceptqnce, or approval. Exercise 3 invites you to summarize your

rexperjence by settﬁng down guidel?nes or rules you would offer a student
-teécher with regard to of%ering studénts'acceptance or approval. Also; the
exarg¢ise invites you to describe one or msre special methods for using a
positive approéch ta building self-concepts, perhaps with inner-city children.
. , When you have completed the Worksheet for the exercise, you should read

the discussion following the Worksheet to check and round out your answers..
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EXERCISE 3 - WORKSHEET
Ways of Offering Students Acceptance or Approval

' . t
Directions: Assume you are offering guidance to a student teacher onways
of offering students acceptance or approval. Jot down the guidelines or rules
you would advise the student teachet to follow. Then, if.you know of a
gpgc}?l method for enhancing student's positive self-concepts, describe it
riefly.

1. What guidelines or ruies would you offer a student teacher for fostering
_ positive self-concepts in students by ‘offering acceptance or approval?

-
3

/.

(4]

] & .

2. If you know of one, describe a special method for offering students
personal attention, acceptance, or approval.
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General Methods for Offering Students Acceptance or Approval )
Every day the teacher should take advantage of 0pportun1t1es to recognize * ° &

£

each student by saylng "Hello," “It's nice to see you," “Hﬂw are Yyou today’f
by @iving the student a smile; by touching the student QE;@DE shouTder; etc.

" With small children, more physical affection can be sh&gil ?

The teacher needs to avoid deliberately or unintentionally rejecting

studenis.',lgnoring a student's requést fo;'attention or help is a form of

- rejection. {Qften teachpré, in the effort to control undesired behavior, reject
students by their manner of Eriticizing such-behavior as breaking ruies or not
studying. If the teacher creates an atmosphere of freedom and dep?nds on
pasitive coﬂ;rol th{ough challenging and encouraging students and through
showing a sense of humor, the apparent need for negative control will be Tess.

The teacher needs to make the important distinction between rejecting a student's

" undesired behavior\En& rejecting the student as perﬁbd. F

L]

A critical part of the teacher's role is approving studcnts' performance.

This clearly is important both in encouraging learning and in buildipng students*
positive self-concepts. The teacher should place emphasis on recognizin§$the
student's efforts as well as accomplishments Also, the teacher should see to

it that less- capable students work on tasks they can succeed wlth and that they

receive approval for'doing what they are capable of accomplishing.

LY

Special Methods.for Offering Stiudents Acceptance or Approval

A number of special approaches have been developed recently to provide for_
accepting students as unique pérsons. Ihese build on ihe traditional show-and-
tell sessions, on the practice of exhibiting ;tudents' work on bulletin boards ’
or in science fairs, on assigning students to classroom management roles, etc.

. One approach involves ta'king Polaroid photographs of each child, then talking

about the unidue qualities of the student revealed in the photograph. Another

e B
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video-tapes students, then uses playback'and discussion to give recognition to

L

individual students. Another approach, uégd particularly with minority-group

studints,-gives special attention to the important features of the.student’s

cultural group. - ' : . L)
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Objective 4. State how individualized instruction and mastery-referenced
instruction can contribute to positive self-concepts.

‘the learning tasks he undertakes and in selecting the ways hé goes about

'accomplishing those tasks. Necessarily, with each student working on his own

Unit 4 of this training program treats individualization, mastery, anﬁ e
student self-direction as themes in the <instructional program. If you have
studied this unit, you should have -no difficulty in pointing out hoq individual-
ization‘and_mastgry faVOr positive self-concepts in students. If you.haVe not
Jtudled Unit’ 4 the followlng dlscus51on wlll help you satlsfy this ObJectIVe

The essence of individualized 1nstruct10n is that each student works on .
leariiing tasks specifically planned to suit his léarning needs and his

characteristics as a learner. Preferably, the student participates in choosing
.8 =. - . +

task that is different from the tasks other students are working on, a high :
degree of self-d1rect10n is_required (since a teacher cannot give moment-to-
moment attentlon to each student under these conditions}. The effect of having
one's own 1earning'tasks and of having a good deal of independence in carrying
out those tasks should enhance ¢he student's sense of individuality and -
contributes to a positive self-concept. In addition, individup]ized instruction
means that_the'attehtion received from teachers- in planning, conducting, and -
evaluating Tearning activities {s personal.. This too shouid favor a positive
self-concept '

‘ Mastery-referenced 1nstruct1on means that.2ach student works on tasks that
he can succeed with (through individualized lesson planning}, and is called
upon to work on those tasks until mastery is achieved. The regular experience

of success withllearning tasks, and tne resulting se1f-approVaI and teacher

approval, also should build the student's positive self-concept

41
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Indiyidualized and mas tery-referenced in;truction offer particularly.
important benefits to slower learners at school. ‘These students especially
need the personal attention that individualized instruction offers. They

need the experience of working on their own learning tasks. And they need

the experience of regular success that results from instruction that is both
]

individualized and associated with mastery.

R

»
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Objective 5. Describe how traditional curricula foster negative self-concepts

in girls and minority-group members and how this can be corrected.

It is very unlikely that you, whether “you are an education student, an
experienced teacher, or an educational leader, are unaware of the traditionalv
sex~typing in curriculum and instruction that favors males over females. Also,
you almost certainly are aware that schools usually are oriented toward thé
dominant middle-class white culture and tend to slight the cultures and
traditions of minority groups in our society. This objecffve aske you to
review and summarize this ;ituation as it relates to building self-concepts of
female students and of students representing minority groups. Also, it asks
‘you to indicate how this situation can be corrected.

- Exercise 4 iﬁvites you to state your experiences or judgments in this
area. What is your personal view of the ways in which traditional curricula
presegt girls and boys as having different traits and tend to treat girls as
-iqferior? ,Ahso, the exercise invites you to g%ve your views on'the ways in
which the traditional instructional pregram favors middle-class white students
over members of minority groups in regard to building positive self—conceptﬁ.

Following the Exercise 4.Worksheet you will find a discussion of the
topic’base; on selected articles from the-literature. In rase you wish to

refer to the articles themselves, the references are given.

43
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EXERCISE 4 ~ WORKSHEET

How Curricula and Instruction are Unfavorable to Building P051t1ve
self-Concepts 1n Girls and Members of H1nor1§y Groups

Directions: Write down your views on ways in which curricula and instruction
tend to be unfavorable for building positive self-concépts in girls. Also
give your views on how the same is truye with respect to members of minority
groups. After you have stated your views, turn to the discussion of these
topics that follows.

-

¥ou;tv1ews on how curricula and instruction present girls in an unfavorable
ig

~~ Your views on how curiicula and instruction are not fair to members of minority
groups.
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Sex Stereotyping in Curricula and Instruction

An excellent survey of sex steveotyping in elementary schools, in .
secondary schools, and in physical education and athletics is to be found in

the October 1973 issue of Phi Delta Kappan. If you have access to this issue,

you should read the articles on these topics. If not, the folTowing brief
abstracts of the articles are offered you.

"Sexism in the Elementary School: A Backward and Forward Look." (By Betty
Levy and Judith Stacey.) The authors state that "sex-typing occurs in the
elementary school. It permeates all aspects of the curriculum; classroom
organization, the structure of the school, teacher behavior with children, and
the extra curricular milieu.? The traditional sex-typing is “detrimental for '
both sexes but particularly for girls since 'the roles and characteristics
assigned to fémales‘are less positive and less desirable than thase assigned

to males.'

A quote from Whitney Darrow's children's book, I'm Glad I'm a Boy, I’m

Glad I'm a Birl (New York: Simon and Schuster, 1970), is given:

Boys have trucks. Girls have dolls.

Boys are doctors. Girls are nurses.

Boys are presidents. Girls are first
ladies. Boys fix things. Girls need
things fixed. Boys build houses.

Girls keep houses.

Reference is made to Alpha One, a multimedia phonics program for
kindergarteners and first-graders. "In the Alpha One program, each letter of
the alphabet is assigned a personality and a gender. ‘The 21 consonants, known
as 'the lett~r boys,' are male; the five vowels are female, each with something
wrong_with her." When 'Little Miss A’ appears, the boys tell her to go away
since ‘A girl's no good for work or play:

A survey of 134 elementary school readers used in New Jersey revealed

that "boys and men are present in the readers overwhelmingly move than giris
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. and women." There is a 631 discrepanéy between male and female biographies.
The study found that "men appear in a wide range .of jobs, whereas women are

lTimited to traditionally female pursuits such'£§ teacher, nurse, telephone
operator, and secretary." Men typically are pertrayed in the readers as
exhibiting "active mastery" while women are shown as passive and dependent.

Math textbooks are a$ sexist as readers. ‘“"Word problems and illustrations
reproduce the familiar stereofypes. Girls cook, sew, and Took on as boys climb,
race, and fly to the moon." The situation is the same with science books.
"Girls appear in them mainly to record, observe, and applaud the accomplishments
of the boys. Boys are doers; they have control over their environment." °
Sexism in social studies texts is gxtreme, presenting the traditional sex roles
associated wifh family, community helpers, and work.

In instruction, the authors note that “certain.activities, such as cooking
. and sewing, are encouraged primarily for girls; other activities such as

woodwork and mechanical work are encouraged primarily for boys. .i. In

instrumental music, percussion and brass are perceived as masculine, while
girls are encouraged to play the violin and flute." Also, sex roles are
}einforced by the fact that 85 per-cent of teachers in elementary schools are
women while 79 per cent of principals are men.

Sex-typing is evident in teacher/pupil interactions. "Teachers tend to
discipline boys more often and more harshly than girls. They tend to praise o
boys more than girls, particularly for achievement, and to spend more instruc-

. tional time with boys. Girls tend to be rewarded for good {i.e., conforming)
behavior or else to be ignored."

"The article includes an analysis of the effects of sex-typing on pupils’
aSpirations: A study of vocational aims of first-~ and second-graders revealed

. in response to the question, "What would you 1i{ke to be when you grow up?"
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that boys mentioned such occupations as doctor, dentist, astronaut, and football
player, while girls most frequently chose nurse or teacher.

Sex-typing pressures are stronger on boys than on girls. "The girl
Tabeled 'tomboy' is less ostracized than the Doy consf&ered_‘sissy'."

The art{cle continues with a discugsion of efforts to change curricula
away from the usual sex stereotypes, and with various criticisms o¢f these
efforts. I

; e _

“Sex Stereotypes in the Secondary Schofl-Curriculum.® (By Janice Law
Trecker.} The auphors point out that a male focus predomjnates in the
secondary schools.. "Texts and programs are designed to enhance the male self-
'fﬁ;;é, promote identification with male spokesmen and heroes, explore the
.developmental and intellectual growth of young males. and reveal masculine
contributions to our culture."

Textbooks in history and the social studies are written a§ though “our
country has maintained itself with a 99% male population. These books
consistently refer only to men, i.e., 'our.revolutionary forefathers,' 'the men
who conquered the West,' or ‘the men who built our nation.'"

Texts in mathematics and science reveal.a sim*lar bias. A study of judior
high school texts showed "that female mathematicians and scientists of note
were ignored, and that illustrative and problem-solving materials were con-
sistently characte}ized by sexual stereotypes." Thus “girls and women.were
virtually confined to sewing, cooking, and child care."

Supplementary texts and novels for secondary students rarely have female
protagonists. They include few biographies of outstanding women.

Uverall, a Pennsylvania report, "Sexism in Educatton," reveals that

texts in history, social studies, English, and humanities have these weaknesses:
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..underrepresentation of women; representation in limited

stereotyped roles-~wives, Mothers; teachers, nurses, secretarfes,

» and other service oriented jobs; reinforcement of culturally

conditioned sexist characteristics showing as female such traits

as dependency, passivity, noncompetitive spirit, and emotionality;

and a very meager appreciation of women's contributions to history,

Titerature, science, and other areas of American life.:.

The authors cite great sexual inequities in vocational and technical
education. Students very often are tracked for vocational education. "Girls
are steered into homemaking and bovs into fndustrial arts." ... "Thus females
are an overwhelming majority in homemaking, health occupations, and business,
while males predominate to an equally striking degree in agriculture, the
skilled trades, and the industrial and technical fields.” What are develop-
ments that promise to improve this situation? ERIC and the Women's Bureau

“new

distribute information on women in the labor force. But, in addition,
ways of thinking about the needs of girls and women and revisions in thinking

. . about their capacities” are essential. Suggestions given are that there be
women's studies, self-defense clésses, material on contraception, and non-
stereotyped courses on family and marriage.

“S@e Can Play as Good as Any Boy." (By Celeste Ulrich.) This article
surveys sexual discrimination in the schools in physical education and
athletics. A basic assumption underlying such discrimination is that males,

’ unlike females, are characterized by strength and endurance, making females
unable to compete.

The female is characterized as dependent, passive, fragile, nonaggressiVe,

noncompetitive, yielding, receptive, supportive, and emotionally pliable.

The male is depicted as independent, aggressive, competitive, assertive,

strong, enduring, courageous, active, disciplined, and emotionally
controlled.

i

There is abundant evidence that these stereotyped notions are false.
Females in their work and child-care roles throughout the centuries have

. sudwn strength and endurance rivaling males. In recent years, as athletics
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have become more open t& womeﬁ, they have shown great skills ir such sborts as
swimming, tennis, softball, and the roller derby. While males generally are
larger and stronger, and can run fasfer, women are not far behind. An
important point made by Ulrich is that many females are stronger and ‘more
enduring than many males.

Clearly, therefofe, a woman should be able to aspire to values

treasured for all healthy people and not be regarded as unfeminine
when she exhibits such traits.

In high schools, females very often are used

L

. -
...to support male endeavors. Thus cheer leaders, the baton twirlers,
and the drill teams provide entertainment between halves and attempt

~ to encourage enthusiasm for male contestants.

To justify excluding females from participation in sports, it is claimed, .

without evidence, that women are more Proge to injury, particularly in the

reproductive system.

In the schools, sex discrimination in PE and athletics is shown in &

number of ways. As much as 10 times more money is appropriated for male as

contrasted with female programs. Facilities, equipment, and personnel favor

the male--females have the poorer gymnasium and field space, and are assigned

the less favorable hours. Female coaches are paid lTess and cxpected to work
Tonger hours. In officiating, men can handle female contests but women camnot
officiate in male contests. "Women's games are usually played as 'curtain

T . . . . :
raisers' tomen's contests.” Arrangements for feeding and clothing athletes

» strongly favor the male.

Athletic scholarships are almost entirely reserved for males. Their
purpose is to support interscholastic or intercollegiate competitive sports
where femdlés are seen as having no, place.

Ulrich reviews a number of efforts being made to correct the inequitie§

she describes. She notes that attitudes are beginning to change.

49
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" Many girls do not feel unfemale as they run, climb, throw, jump, and
endure. More males are daring to seek grace, EOISQ flexibility, and
coordihation in actiyitiec such as dance, Synchronized swimming, and
figure skating. Both males and females are participating in gymnastics,
softball, volleyball, tennis, climbing, surfing, and a myriad of

movement patterns.., \

Ulrich notes that legislation is coming to bear on removing sex
discrimination in PE and athletics. In this connection, landmark provi;ions
written inEp federal law are contained in Title IX of the Education Amendments
of 1972. Enforcement’ of the provisions for elementary school was required
in 1973. In secondary and post-secondary education, enforcement 1s required
for the 1975-76 school year. The provisions of this legislation go beyond
removing discrimination in PE and athlet?cs to cover admissions, treatment of

‘students, and employment in any schools receiving federal financial assistance.

The following excerpts, taken from a summary of Title IX in Peer Perspectives

(June 9, 1975), highlights the requirements of the legislation with respect
to PE and athletics.

Courses or other educational activities may not be provided separately

on the basis of sex....However, sex education is an exception: portions

of elementary and secondary school classes dealing with human sexuality
- may be separated by sex.

In physical education classes, students may be separated by sex within
coeducational classes when playing contact sports

An institution which awards athletic scholarshlps must provide

*reasonable opportunities' for both sexes, in proportion to the number
of students of each sex participating in interscholastic or inter-
collegiate athletics.

The regulation says that no person may be subjected to discrimination
based on sex in any scholastic, intercollegiate, ciub or intramural
athletics offered by a recipient of federal education aid.

Separate teams for each sex are permissible in cont> _ports or where
selection for teams is based on competitive skil . [n noncontact sports,
whenever a school has a team in a given sport for one sex oniy, and
athletic opportunities for the other sex have been limited, members of
the other sex must be allowed to try out ?fr the team.

N\

\
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A school must provide equal athletic opportunity for both sexes. ’
[Consideration will be given]...facf]ftges, equipment, ‘suppiies, game .
and practice scheduies, travel and per diem aklowances, coaching...
Equal expendttures are not required, but HEW ‘'may consider the
failure to provide necessary funds for teams for one sex in assessing
equality of opportunity for members of each sex.'

Minority-Group Discrimination in Curriculum and Instruction

Schools both reflect and reinforce discrimination against minority
groups in our society. An excellent analysis of this phenomenon is given
by Mildred Dickeman in her chapter, "Teaching Cultural Pluralism" containad

in Teaching Ethnic Studies: Concepts and Strategie§ edited by James A. Banks

(NEA, Washington, D.-C.: National Council for the Social Studies. 43rd
Yearbook, 1973). In the same volume, the chapter by Geneva Gay, "Racism

in America: Imperatives for Teaching Ethnic Studies," also presents a

forceful review of ways in which minority-group prejudice pervades a]i aspects
of our society, including the schosls. The entire volume is strong]y_
recommended to anvone wishing a comprehensive treatment of the problem,

including specific approaches to overcoming racial or ethnic discriminaﬁ}on

_1in our schools.

In her analysis, Dickeman states: "American schools are racist by
design. Their racism is part of a larger philosophy, an ethnocentric
dedication to the remodelling of citizens to conform to a single hombgepeous
acceptable model." The model is that of the dominant middle-class, white,
Anglo-Saxon, Protestant culture. School texts present this model to the
young, instructing them to conform to it as the route to success, or to accept

the inferior status assigned to cultural minorities.

The actors in these texts have been and still are almost exclusively
members of the dominant society, Anglo-Saxon, White, English-speaking,
depicted with dress, manners, customs and family roles all deemed
acceptably middle class.
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. When ethnic differences are mentioned, "reference is made to the myth of ’

equa] opportunity and the melting pot.. '

In terms of self-concept, Dickeman stresses that minority-group members
either "must betray family and herit;ge or they must settle for socioeconomi<,
failure." The individual's response to th}s conflict, Dickeman contends‘3 is
the most important determinant of school achievement. Nhichevér”;hoice is
made, the student's self-concept is apt to suffer. o

“Life is Fun in a Smiling, Fair-Skinned World" by Otto Klineberg is an
excellent survey of rac{al bias in children's readers. (Sdturday Reviéw,
February 16, 1963.) While Klineberg's study is somewhat out-of-date, it does
aJ{ramatic 56b of documenting the Problem of bias in oné area of the
currlculum In the 15 readers examined, Klineberg found: — -

-

The American people are almost exclusively white or Cauca51an The
only exception discoveved in the fifteen readers refers to a visit to
a Western ranch, nesr which 1ived an American Indian family, who spend
most of their time making beautiful things...to sell to the white
people who came co the Indian country.

The reader treats the Indians as different and exotic: "Their names--'Big
. _ |
Horn,' 'Shining Star,' etc.--strike Jack, the white boy. as 'funny.'"
The Amerlcaﬁs in these readers are almost exclusively North European
in origin and appearance. When any mention of ethnic origin appears...
it is English, French (Brittany), or Norwegian. Other peoples and
places are visited, including Lap]and Spain, and North Africa, but

this is part of travel to foreign lands, and not part of the picture
of America. !

"Americans in these readers are predominantly, almost exclusively, *
blondes." In the readers, "Negroes are nonexistent." This is even the case
in one reader where a boy and his father visit the South.

"Americans in these readers are all quite well-to-do; not exaci]y wealthy,

perhaps, but certainly quite comfortable..." There is no poverty shown, work

. is readily available, and is fun.
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K11ineberg ju&qeg that the probable effect of the readers would be to
strengthen the ethnocentric attitudes of those clitldren sharfng the charactep-

istlcs of the Amerilcans described and to make all others "feel that they do

not quite belong."

Frank Riessman's artic]e, Digeing ‘fhe Man's' Language" {Saturday Réyiew
September 17, 1966i.;eals with one lmportant form of blas in school programs.
This is fo ignore or reject the minority-group's "primary language" and
conduct instruction solely in terms of standard English. A student's primery
language may be non-Eng]ish——Spanlsh for examp]e In this case, bi-Tingual
instructional programs are becoming mandated. The sttuation is different
when a student has Eng]lsh as the basic language, but has learned the dialect
spokén in hls or her cultural group. Riessman focuses his article on the '
problems posed when the chi]d comes to school speaLing "the language of thel
ﬂstfeet“ and encounters instruction that rejects this language as incorrect
. and not to ée used at school. An 1llustration he offers-is of the boy eeeing
his teacher putting on her hat and telling her, "That sure is a tough hat you
got on." The teacher's reaction was to say, "Don't sey ‘tough.' Say lp}'etty'

or “nice. The boy responded, "Okay, but that pretty hat sure is tough.™
Two consequences are almost certaiﬁ to result from this sort of instruction.
The student will have more trouble learning standard English 1f 1nstruct1on
is not built upon his primary Ianguage And the student's self—concept will
be damaged because of the school's rejection of his cultural roots, hence
of himself. -

Rieseman proposes that the teacher play the "Dialect Game," where the

‘student's vocabulary is the basis for learning the standard english

equivalents. Thus, a "Hiptionary" or "Hip wprkbook“ was devised containing

such entries as:

1
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sky plece -~ hat, beret, - .. !
. . fuzz -~ 'police . N

vacation. - . to beAn jail ‘ ’
Riessman reports that this approach to learning standard English evokes the

student's interest in learning "big words* and at the same time gives the . N

student the awareness that his or her Tanguage also is valuable and acceptable. ‘.

Doubt.less,‘ if you have had experience with tea‘;:hing in inner-city

Iyl

:échools ybu’ know of other ways in which the student's pr‘imar‘y Ianguag; can

. be built mto the 1nstruct10na1 program with benefit to both the student's

3

achievement and self concept.




other kinds of goals. In the academic area, the besire of most students to
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Objective 6. Define achievement_motivétfbn and describe one way of
. measuring it,

;  Achievement motivation refers to the strength of the individual's impulses

-

to accomplf%h purposes, whether those purposes originate in him or come from

others (such as teachers or emp]ojgns). The drive to achieve may have as its

aim economic security, success, status, or excellence in an area as exhibited

by knowledge or performance.

Achievement motivation varies greatly from one area to another, though
P
scientists including Henry A. Murray, David C. McClelland, and John W. Atkinson
have.developed theory and conducted research on a general drive to achieve,

called by ‘Murray need-Achievement.(n-Ach.). Indeed, McClelland has conducted

4

a massive research study on the relation betweeﬂ the strength of need-Achievement

in various societies and their economic growth. (The Achieving Society. New

" York: The Free Press, 1961. Paperback.) 1
In elementary and intermediate schools, the%chief focus is on academic

achievement rather than achievement related to c#reef, athletic, social, or

achieve varies greatly from one subject to anotbe%.l In many students, the
Wdrive to academic achievement is low in all areas\ ‘

Career preparation is a strong focus in high lschools as shown by sorting
student§ into college-bound or vocationa]/technicab programs. Here too, many -
students turn away from academic achievementxor cakeer preparation and show
their strongest achievement motivation in ath]eticlor social areas. ‘

Exercise 5 invites you to examine your own acﬁievement motivation as.shown
'in high school or college. How strong was your moaivation to achieve excellence
or success .in each of the areas listed? What parti%u]ar forms did your

motivation take in these areas? If you prefer to think through the answers

rather than writing them down, that is your 0ption.2
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I i
. EXERCISE 5 -~ WORKSHEET
. : . Description of Personal Achievement Motivation
p Directions: Under each heading below, describe your general level of

achievement motivation and indicate main ways in which you exprgssed such
motivation. If you elect not to write down your answers, that is your
option. Obviously there is no arswer key to this exercise.

e

Achievement in school subjects (in general, and in particular subjects):

¥

Work achievement or career preparation:

. Athletic achievement:

Social achievement: : _ ) J

Political achievement (school offices, etc.):

Creative achievemeént (poetry, writing, fine art etc.):

& performance in the arts {music, drama, dance, etc.):

. Mastery in hobby interests (photography, radio, mechanics, stamps, etc.}:
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. aspects of achievement motivation as hope of success, high standard of
' excellence, preference for difficult and challenging tasks, interest in mai.ing

future plans, or identification with a successful authority. The test con-

&
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Measuring Achievement Motivation

-

One way of measuring achievement motivation 1s Sentence Completion Test

by Bishwa N. Mukherjee (York University, Toronfo). An individual's score on

this test is the number of times he chooses a.statement dealing with such

sists of 50 items each offering three choices, one related to achiegement,
the other two Eelated to-other sorts of needs. The subject checks one of
the three. The éxamp]g given in the directions for the test is this:
I like to . . . . A. keep things neat and orderly.
B. do things for my friends.
C. undertake tasks requiring skill.

Another way of measuring achievement motivation is the Intellectual

Achievement Responsibility (IAR) Questionnaire developed by V. J. Crandall,

W. Katkovsky, and V. C. Crandall (Child Develobment, 1965, 36, 91-109). The

questionnaire contains 34 items, each presenting a situation and offering a -
choice bet:een two alternative answers. An item (not in the test) might be:

If you can't understand a joke, is it probably

___A. because you have trouble getting Jokes, or

___B. becaiise the joke wasn't told right?
The first choice is achievement-related, the other not.

Charles P. Smith measured the level of aifficulty preferred by subjects

through presenting three booklets, each containing nine pﬁzzles of increasing
difficulty {(mazes, "connect the dots," and scrambled words). The subject's

score consisted of the number (level of difficulty) cf the puzzle chosen in

H

each booklet. ("Achievement-Relates Motives and Goal Setting Under Different

5
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Conditions", Journal of Personality, 1963, 31, 124-40.) 1

Atkinson and colleagues measured goal setting by a shuffleboard game in
which the suﬁjécts, after practice, wege given five shots frqm any one of
fifteen distances which tiey chose. (Atkinson, John W., et. al. "The
Achievement Motive, Goal Setting, and Probability Preferences". Journal of

Abnormal and Social Psychology, 1960, 60, 27-36.)

" In preparing yourself to meet the requirements of Objective 6, you should
try writing a definition of achievement motivation, comparing it with the
definition given here, then single out at least one of the ways of measuring

it that have been described above.

~ o -
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. Objective 7. Describe the Achievement Compétence Training (ACT} package and -
indicate how it can contribute to achievement motivation.

Achievement Competence Training” (ACT) is a learning package recently
developéd by the Humanizing Learning Program at Research for Better Schools
in Philadelphia. It is designed for use with upper-elementary students.

Two items describing ACT are included in this unit. One is a two-page
description of ACT. The other consists of pages 2-10 of a brochure intro-
éucing the program materials to potential users.

In studying these materials, prepare yourself to write a bfief description
of the ACT package and to point out how it can help develop achievement
motivation. '

An article by Jerome Kagan is helpful in understanding the sources of

. achievement motivation. ("Motivational and Attitudinal Factors in Receptivity

to Leprning.“ In Jerome Bruner, ed. Learning About Learning. Washington,
0.C.: U.S. Government Printing Officef 1966.} The article points out three
sets of factors involved in achievement motivation with respect to academic
1éarning. Kagan points out that "there are three broad classes of goals that
motivate the child's learning of academic skills." The child may learn
because of the desire for "nurturance, praise, and recognition of significant
others” such as parents or teachers. Also, the child may desire to emulate

a model such as a teacher who places value on learning. Finally, the child
may be internally.motivated by the desire for competence and self-worth. It
is clear that ACT stresses the third of these by teaching the child to set
and achieve personally-meaningful goals. Also, of course, the teacher can

support the student's motivation by offering encouragement and recognition.
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DEéCRIPTION OF THE ACHIEVEMENT COMPETENCE TRAINING PROGRAM (ACT)

Achievement Competence Training (ACT) is an uﬁique program intended to

assist learners in becoming self-directed. By treating children as active

&agents in their own development, ACT aims to promote a vital sense of internal

control and self-esteem which is closely related to effective learning. 'ACT
seeks to teach precise goal-setting and planning skills which research has
Tinked with achievement behavior; ACT structures experiences to ajd children
in using those skills autonomﬁusly.- Students are encouraged to transfer ACT
skills to §11 other school activities and to activities outside school.

The ACT program is designed for use'with upper elementary school children

and is suitable for use with grades 5, 6, and 7. The instructional packagé

currently available has been devé]oped and refined in a fifth-grade setting.
The ACT materials require a class mean grade-level reading score of 3.5 or
higher. They have been designed to be culture, color, and gender free.

ACT consists of a sequential order of 4 units, divided intp six parts
each. Each unit builds upon the previous one, extending learner app]jcation
of the six achievement steps: (1) self-study, (2} get goal ideas, (3) set
a goal, (4) plan, (5) strive, and (6) evaluate.

The ACT package is programed on audio-tape and is designed to be used for
three 45-minute periods per week for a semester. Parts are structured into
lessons that can be used in 15-20 minute segments if the teacher prefers
shorter periods.

ACT lessons are presented in a multi-media format, fﬁcorporating audio-
tape cassettes, printed student journals, filmstrips, and vames. Taped infor-
mation, music, and dramatizations guide learners through the highly illustrated

student journals. The journals serve as a record of personal information which
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the children use to set goals. Thé ACT materials then teach a process which
enables children to achieve. these same goals. In a sense the interests of
the children are a major part of the content of the materials. Additional
materials not supplied put required are an audio-tipe cassette player, a
filmstrip projector, regular elementary school art and construction material,
and a room equipped with movable furniture. ]

Each part of ACT presents information to the children, calls upon the
student to engage in experiential activities, and requests applicﬁtion of
information learned :o real-life activities. Typically, students listen to a
tape that presents concepts, engage in various activities-using their own
journals as directed by tape, and work individually or in ‘small groups when
the tape is turned off. Pretests and posttests are incorporated in the
program at regular intervals.

Although the audio-tape leads the students through each ACT lesson, the

teacher is called upon to assist in structuring many activities, to reinforce

concepts, to assist individual children, and to correct some pages in the
students® journals. The teachers' manual witﬁ annotated scripts for each
lesson guide the teacher's participation and provide answer pages for journal
exercises and tests. In addit’on, teachers can foster the ;ransfer of ACT

skills to other school activities and out-of-school activitiés_by motivating

students to use ACT skills outside the /CT program, and by reinforcing students'

transfer of ACT skiils.
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ACT seeks to teach a behavioral strategy which will enable an individual

to become effective in setting his own goals

and

to become more competent in achieving these same goals.

PAGE 2
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Remeniber a past achievement.
Then answer the questions below,

WHAT WAS YOUR ACHIEVEMENT?

+ WHY WAS IT SPECIAL?

WHAT DID YOU DO TO EARN THE GOAL?

. HOW-DID YOU FLEL?

UNIT IT PART1 STOP!

PAGE 3
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how zsVnur Enpeiianee? -

1. Are you feeling good right now ?

(W yes Chno (W maybe
2. - Have you come to know the -members of y;mr group in a more personal way?
Clyes Ohno Omaybe
3. Do you think it could be important or useful to remember past achievements?
" Oyes o Cnot sure

.‘% f f"'
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®  ACT's Six-Step Strategy

1. STUDY
SELF

*Recall Past Achievernents

*Survey Strengths

4. PLAN

¢ Name and Order Tasks
' * Question Plan

*Replan

ERIC

{

Full Tt Provided by ERIC.

2. GET
GOAL
IDEAS

*Focus on Strengths and

Achievernents

* *Brainstorm

-4 b
d )
S. STRIVE

*Envision Achievernent
*Recall Heroes

*Use Competition

PAGE 6
66

-

3. SET
A
GOAL

*Possible

*Specific in Time, Quantity
and Kind

*Mediurn Risk

6. EVALUATE

¢ Did 1 get my goal?
* What did | do well?
*What could [ improve?

eHow did | use the six steps?

Unit 6 - 61
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} SELESSON 2 :
GET GOAL IDEAS FROM YOUR 875
% PAST ACHIEVEMENTS

- ACHIEVEMENT A ACHIEVEMENT B ACHIEVEMENT C

Helped a little. ?:'r" Ho Gel"‘:}m b bea T made myselC

leara 4o make aﬂb{arn oll .,_P_C_b__(_g_@_(.f._r__ a. Sk‘.r".t‘ .
GOAL IDEAS :

Start an ar‘ts and Hfin sSome —Pmench, Sew a dress

Cm-p-l—s CloE with S'Pe,lhn% ‘ !

...... . ..,,u.m...- S T
mal(e darn do”s an Te::tclw qoe.”mq +o S‘!‘ar‘f’ a sew}nj

}(:cls in -Hle. hos;od&f Iower Calr‘aJeS C}?mup
................................ ‘%l
Teach _arts an cm&q do evtra  work in make g doll dress ;
’fo 'ower Gira.a’e'\ Goe,”l'nq Egor my 5|5+€r‘
403&’(&._'.1&10-_&@“5_&; w'rd‘e. Q &me,ﬁmﬁ book ‘tea,ck mtt SlS"‘cr'
' the c}lurc;\ ‘Pﬁ.lk‘ 5’{'.0 S
UNITII PART 2 Oi PAGE 7 A STOP!
67
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e P LESSON 3 f

p - 'DIRECTIONS: .

1 CHECK YOUR GOAL IDEAS TO SEE IF THEY, - -
ARE SPECIFIC. ARE THE KIND, QUANTITY "
AND TIME STATED? : .

2 WRITE YOUR SPECIFIC GOAL STATEMENTS
ON THE LINES BELOW., - ’

G(.)AL STATEMENT: SCW a blue Cotton _dﬁsg £

myself in two weeks

: G;)ALSTATEhiENT: dQ one C’Hra unit of §JD€’-H\'n_j

cach_week

coaL statement: [ake 7\]0”1’ dOHS £ he,

Church e N 2 weeke

' TURN THE TAPE BACK ON
. WHEN YOU ARE FINISHED.

UNITD PART3 - PAGE 8
68




e - -
“: . \
: L] - ". . ! - .?.

ACHIEVEMENT WORKSHEET . X

[}
NAME ?ﬂu'ﬂ H ' OATE M'm[_ /972 ] - Unit 6 -~ 64
i GOALSETTING
. 1*..;,@.. Sew _a blos coton dress . : -
SLor myself in two weeks r

My goul 1 based on the lollowing '
* pdet achievement or sitength. - !

I mdde myself o skirt .

ACHIEVEMENT SYMBOL
: 2 PLANNING REPLANNING }
#ﬂ Taska i the order | must 4o them. Newiasksor changes intasks. i
3 [. (decde slyle of dress find.ovk abest sne ,, '
3_b v make suce dress . . .
3 4 'F;f:q b@‘ca'l"‘- . I .
2._9et palleen aTutehing . <
RS A I
5_Cot aot maternl | , ;
(o otiteh dress ‘ - ;’
j
EVALUATION CHECKLIST 1 J
) i
] - |
3 STRIVING T LVALUATE YOUR AcmzvzuENTJ FOR THIS GOAL. J
Striving methods | widt use. 1 0I01GET MY GOAL? [ One _ o
et e 2 wiatoi0100weLL? _C U-il' ouvt maTenaI { US"' Il
¢ Ve Yo 4 - - ) quhi- :
o\ aehiing Pk malferral _thet is |
[ 3 WHATCAN | IMPROVE? aierid ar s O
e . Cagler B work with. : !
¥ |
¢ .....Q‘...Q.Q.......2..,.‘...........................II !
EVALUATE YOUR USE OF THE SIX ACHIEVEMENT STEPS. 1
1 Tiuak about Your use of each sep in Teying 10 achicve tnis puel .F
2 Futafbende the preture of Sieps whieh you used well. l
’ 3 P ¥ beside steDy whoit use you need 1o improve. '
4
‘ .
ada
3 2
‘Q .
R
69
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THE SIX ACHIEVEMENT STEPS

~ ACHIEVEMENT COMAYENCE TRAINING

1 Study Self 2 Get Goal 3 Seta 4 pian 5 strive . 6 Evaluate
Ideas Goal Q )
\ £
2 VAR
2 ‘ .
PART 1 PART 2 PART 3 PART 4 PART 5 PART 6
L — 1 _' Learn the
Learn to- Draw self Learn about Learn to —~- | Set goals Gix
) UNIT’1 define achieving ACT work in a and strive achievement
achievement group in a game °
steps
Use
Name Get goal Make goal Name and Decide how
ideas from ifi 4 K © envisioning |
‘ past specific order tasks welil you
UNIT 2 T . past achievement X
achievements . - did
achievements and heroes
Name Get goal Make goal Rep!én when - ~-Use Evaiuate
UNIT 3 personal izzeas from medium risk faced with comp&_ﬁ?ﬁh\qmgfpgmss
strengths strénglhs problems with ﬁ;CTM ;
\ Name Get gual Select Plan tasks Strive for Evaluate
UNIT 4 class ideas for aclass for class your goal class
strengths your class gnal achievement

9 = 9 31N
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. Dbjective 8. Describe and evaluate “contingent reinforcement” or "behavior
modification" as a way of motivating students at school

\\\\ A major ipnovation in instructivnal practice during the 1960’s has been
“the development of procedures variously titled "contingent reinforcement,"
“reinforcement contingency,” or “behavior modification." The procedures

derive chiefly from the work of the Harvard psychologist B. F. Skinner whose

work with teaching machines and programmed instruction has been highly

influential. The approach has been developed and used particularly with
children in relation.to emotional disorders, remedial instruction, and control
of undesired behaviors. Also it has been used to influence academic learning
with regular student nopulations, ﬁarticu]ar]y in elementary schools.
Essentially, the approach involves offering the individual "positive
reinforcement" of desired behaviors in the form of attention, approval, praise,
. or tangibie rewards while avoidiny the uyse of "negative reinforcement" of
undesired behaviors through criticism or punishment. A simple example of
the approach involves the use of token rewards to induce preschooler; to come
to school on time. If children are given a token (such as an M&M bit of candy)
each day they arrive on time, and no token when they do not, after a short
period of time tardiness is greatly reduced.
The method has been used successfully at the Learning Research and
Development Center at the University of Pittsburgh to increase student
learning in the Individually Prescribed Iqstruction (IPI) program at preschool
and elementary levels. A "traveling teacher" moves around the classroom
where students are ¢ngaged in studying their individual lessons. If a
student is found to be working at his task, the teacher offers attention or
. approvaly if the student is pot at work, the teacher passes him by without

responding to him. Under these conditions, the students generally increase

Q 71
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their learning productivity and achieve better on posttests assessing mastery
of their lessons.

A‘valuable description of behavior modification is "The Reinforcement
Contingency in Pre-School and Remedial Education" by Dorald M. Baer and

Montrose M, Wolf (in Robert D. Hessiand Roberta M. Bear, eds. Earily Education.

Chicago: Aldine Publishing Company, Q968). These authors focus on the
“reinforcing effect on child behavig%_that might inhere in the crdinary social
responses of teachers to children." The response of the teacher might be a
glance, a nod, & smile, or attention in such forms as approval and affection.
The form of the response should be adapted to the child since different
children respond positively to different reinforcers.

If positive attending responses are offered for desired behaviors while
undesired behaviors are ignored, the former increase in frequency while the
latter tend to drop out. When regular positive reactions have had the effect
of producing consistent desired behaviors, the frequency of reinforcing those
behaviors is reduced in a sort 0% weaning process to the point where the child
m%intains the desired behaviors without requiring more than occasional
reinforcement from the teacher. This is the gist of the method Baer and Woif
describe. Reading their article, if you find the time to do so, will give
you a much richer view of the process as well as numerous illustrations of how
it works.

An excellent general treatment of the topic of achievement motivation
that is in the form of tape recording is Wilbert J. McKeachie, Motives and
Learning, a McGraw-Hill Sound Sem¥har published in 1965 (New York: McGraw-
Hi11 Publishing Company). This offers an ana]ysisrof student motivation ana
an examination of how the teacher can foster students' learning. If you have
the opportunity to listen tc these tapes it will help you evaluate contingent

refnforcement as a way of increasing achievement motivation.

2
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Educators differ widely in their evaluations of this approach to con- :

trolling or influencing students' learning. Some see the method as a 1984

device for creating a Brave New World. Others see it as a powerful method

for influencing Tearning that is beneficial provided that the.responses the

teacher reinforces are chosen with the student's neéds in mind rather than .

merely being what the teacher thinks are right or good and provided that the

student is led to develop and use ".ntrinsic" motivation tha. does not depend

on approvii from the teacher. A feature of the method that you probably will

approve is that it rejects a reliance on disapproval and punishment but

instead "accentuates the positive."

+ One of the most extensive treatments of the subject is Behavior
Modification, the 72nd Yearbook of the National Society for the Study of
. Education, Part I, edited'by Carl E. Thoresen (Chicago! University of Chicago

Press, 1973). The volume presents discussions of the philosophical and

ethical bases for behavior modification, including the issue of whether this
approach makes the individual overly dependent on external reinforcement

rather than internal reinforcement or autonomy.

Exercise 6 invites you to think through and jot down your view of
contingent reinforcement. Which of the choices offered do you agree with,
and what are your reasons? (You may, of course, want t0 state a position

different from any of the choices given.)
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EXERCISE 6 ~ HORKSHEET

A Personal View of Contingent Reinforcement

Directions: Indicate by checking which of the views offered you agree with,
or write in your own view. Then write down your main reasons for the
position you take. Obviously there is no answer key to this exercise.

I am generally opposed to the use of contingent reinforcement in schools.
I would use it only with special groups of students.

T generally favor its use with all categories of students.

OtﬁéV view:

My reasons for holding this view:
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Objective 9. List ways in which a student’s interest in a school subject can
be increased.

Three good reasons can he offeﬁfd for a student being interested in the
subjects he studies at school. One is that the student Tearns rore, and more
rgadily, when interested in a subject. Another is that interest in a subject
makes it more 1ikely that one will elect to continue studying it either at
school or outside school. A third is that a student 1ikes school better when
he likes the subjects he studies. .

Should every student be interested in the subjects he studies at school?

Should every student 1ike reading, literature, creative writing, mathematics,

" sociaT studies, science, arts and crafts, physical education, or other subjects

encountered at school? It is easy to defend a positive answer to this question
since each of these subjects deals with an important area of the individual's
life experience. Knowing and applying knowledge and skil]s in each of these
subjects can contribute to one's effectiveness and satisfactions in filling
various 1ife roles--as worker, citizen, community member, family member, and
private person.

The critical question concerns what and how much an individual should
I:Ern in a subject. For example, what should be a student's interests in
music? It is hard to defend that every studeﬁ; shpuld be expected to 1ike
classical music or be interested in learning names of composers or be able to
identify symphonies. It is more reasonable to expect that every student will
like some forms of music, whether folk songs, jazz, rock-and-roll, popular
songs, religious music, or classical works. Also, a student should pe per-

mitted to choose his forms of musical expression--singing, playing an

instrument, dancing to his preferred type of music, etc.
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A good way of considering how a student's interests can be built is to
think about how your interests in subjects have been infiuenced, either
positively or negatively. Exercise 7 asks you to consider your interesfi- or
lack of it - in the subject-matter areas coVeéed by school subjects. Choose
one area in which your interest is high, and one in which it is low, and list
factors you believe to have been important in determining your reections.
Choose from among reading, literature, creative writing, social studies,
mathematic:, science, arts and crafts, fine arts, P.E., or other subjects:
Write in your 1ists of factors influencing your interests in the spaces

provided on the worksheet.
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1
EXERCISE 7 - WORKSHEET '

. Reasons fo.r‘ High or Low Interest in School Subjects

Directions: Indicate a school subject of high ard one of low interest to
you, then list what you believe to be sources of your level of interest.
There is no answer key to this exercise. Instead, study the nine sources
of interest described foilowing this Worksheet, checking your reasons
against the list. (Your reasons for low interest in a subject may be
¢ opposites of items listed.)

A subject of high interest to me is

Some sources of my high .interest are:

A subject of low interest to me is

Some sources Of my low interest are:
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. There is an extensive research literature in psychology on the development
of interests. However, relatively littie has been-.done to identify factors
that influence a student's interest in school or schvol subjects. Few studies
have found clear and dependable relationships between particular school prac-
tices and the arousal of student interests. Yet a number of factors that have
a high probability of favoring the development of interests can be listed with
considerable confidencé, based on the accumulated experience of educators as
well‘as on psychological studies of individual development. These are iden-
tified below. How many of them did you identify as factors Influencing your

degree of interest in school subjects?

Factors contributing to interests in school subjects

1. Relation to 1ife experiences. A subject at school is more likely to .

become interesting to a student when it is related to meaningful 'lifeo
. experiences outside school. Thus social studies can focus on
. experiences had in one's conmunity or one's social group. Also
Titerature or social studies can relate to the high school student's
emerging career interests as through reading selected biographies
or through studying selected occupations.

2. Individualization of instruction. Unit 4 of thls program gives a

detailed analysis of how instruction can be fndividua]ized or
“personalized." (Critical features of individualized approaches
favoring student interests concern student choices as to what he
studies of a subject, when, and how. Properly, individualized

instruction provides for the student's studying his own specially-

designed lessons, allowing for a sense of personal involvement.

_ | 7




( S ' ' Unit 6 - 74

. ' 3. Mastery of'lear‘ning tasks. When a student is enabled !:o succeed with

the tasks he studies, interést is apt to be increased. Mastery is.

provided for in individualiged approaches, allowing the slower learner )

to experience regular success because the tasks he studies are §uited

to him. With the more,advanggd learner, care must be také;“to avoid

instruction that offers cheap sugéess bx.séttiﬁg tasks at too low a‘

level for him, of holding him back to match the pace of advancement

of slower learners. T

4. Challenge. For man} students: undertaking and succeeding with
challgnging tasks is an impor.ant way of developing or maintaining
interest in a;'area. »

5

. ) . .
. 5., A project approach. ‘There is a tradition in American education going

back before John Dewey but redching a clear definition in Dewey and
‘ ) other Progressives that calls for a project e;pproach to ins.truction.
This apprdhkh invites the student, or a group of students, to choose
and conduct a task calling for invest{gatiye or creative acts leading
to a solution or a product. Many if not most students find this
approach more intergsting than didactic presentations of learning

~
materials through reading, lectures, or classroom discussions.

Al

6. Applying knowledce or skills. A valuable way of increasing a student's

interest in a subject is to call Upon him to apply what he has learned
}n answering questions or so]viﬁg problems relating to the "real
world." Thus, {f students learn about interviewiny s part of théir
work in social studies, their interest in interviewing is apt to be
increased if they perform a project in which they use interviewing

to answer qQuestions that are meaningful to them.
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7. Receiving approval for acébmplishmen;s. It is a general‘fule-tﬁﬁf'ﬁe
tend to be interested in those things that are aséociated with
approval from others whose judgments we value. On the opposite hand
we tend to lose interest in those things that are associated with
criticism or disapproval from others.

8. Identifying with models. Cne of the most powerful sources of

interests is identifying with an« emulating persons we admire. Very
. often a teacher inspires interests in a student because the studépt
admires the teacher and’ adopts interests the teacher exhibits.
Advertisers make heavy use of emulation as a way of inducing people
to buy'their products. Thus wmovie stars and sport figures endorse
products and thereby :-fluence ~2ople who admire them to imitate
\ their Eé]]éged) buying habits. o

9. Emulating peer-group interests. Students in both elementary and

secondary schools are strongly inclined to adopt the interests of the
student groups to which they belong. Often times, a student's "in-

‘ group” ;ejects academic learning in preference to social activities

\ ﬁf athletics, thus lessening the student's interests in his school

subjects. The teacher's task may be to try to change the interest

\ patterns represented by the student's in-group, or to seek to
induce the studeni to identify with a studen. group that favors
\ academic accomplishment.
These nine sources of interest in a subject do not exhaust the list of
factors influencing the development of interests. Protably you have thought

of other reasons for becoming interested in a subject.
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Objective 10. Define impulsivity-reflectivfty as a dimension of individual
behavior and describe one way of megsuring it.

An important way in which students differ in their approéﬁh to learning
tasks is in the extent to which they are impulsive, reacting without takfng
the time needed to arrive at good answers or solutions, or reflective,féaking
sufficient time on a task to analyze its requiremenps and work oﬁt ag/éppro-
ﬁ}iate or Eorrect‘solution. Impuisivfty s carelessness and is associated -
with making errors. Reflectivity is carefulness and fs‘associated with
greater accuracy or quality of answers. )

The chief researcher on impulsivity-reflectivity is Jerome Kagan, a

Harvard psychologist. He and his colleagues developed a test of this dimension

of iddivfdua] behavior Known as Matching Familiar Figures (MFF). The measure
consists of two practice items and 12 test items. Each item consists of two
sheats, one of which pictures an object, while the other presents six objects
resembling the stimulus object with all but one differing from it in some -
respect. The subject is called upon to match the stimulus with that one of
the six objects that is exactly similar to it. The items inclyde a house,
scissors, telepltone, Tamp, ship, etc. An illustrative item is presented below.

Find the one of the six objects that exactly matches the one at the top.

Circle it.

—



Children, on the averagé, who are kess impulsitve make fewer errors. Kagan
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The MFF test was designed for use with childré~ :n the preschool through

*

elementary yeaLs Scores on the test consist of response tlme to f1na11y

se!ectlng the correct matchlng objects, total errors made,. and number of

-

items correct on the first choice. Children differ greatly in response t1mes

and his co-workers found that children tended to be eopsisteni in_impulsivity .

or reflectivity from one task to qpothef <

If you wish to turn to the publicat1ons describing the MFF and the reSuIts

obtained witn it,-these are key references: - o
Kagan, J., Rosman, B. L., Day, D., Albert, J., and Prllllps W.
W Information prOcess1ng in the childs Slgnlflcance of analytic and
* reflective attitudes.™ Psycho]oglcal Honographs, :964 8 -
(Whole No. 578). ‘ L \
Kagan, J. "Reflection-impulsivity and reading ablllty in przmary grade.
children." Child Development, 1965 36, ,609-628. .

. Kagam, J. “Impu]a\ve and refTectlve childy In 3. D. Krumboltz (ed);,
Learning and the Educational Procesg Ch}cng: Rand McNally, 1965. .

¥
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Objective 11. Describe one way of teaching a student to be f%ss impulsive,
more reflective, in performing learning tasks.

Assume that a student has difficulty with school tasks partly because of
being hasty in giving answers without thinking the task tﬁrough, without con-
sidering alternative-answers, and without checking answers against the require-
ments of the task. Can this student be taught to s1ow'down, and will this be
helpful in succeediﬁg with learning tasks? Jerome Kagan and his colleagues
sought an answer tp-this question after developing the Matching Familiar
Figures (MFFY test {see Objective 10 above). Their initial research studies
on this queszion arer reported in the following:

/

Kagan, Jerome, Leslie Pearsoﬁ, and Lois Welch. "Modifiability of an
impuisive tempo." Journai of Educational Psychology, 1966, 57, 359-365.

Many other studies nave been conducted since their investigation of the

problem. These other studies will be found referenced in Psychological

oy

Abstracts under the heading "impulsiveness".

Kagan‘s approach to training for reflectiveness is described here to
illustrate just one way to teach children to be less impulsive. Before
studying this method, it is important for you Lo'consider how difficult it is
to modify basic personality traits. Any individuaf‘s ways of reacting to
situations are influenced by many thousands of experiences. Personality
traits are organized i:to a complex personality structure where every trait is
intimately intertwihgd with oéher traits. Modifying a trait is, for this
reason, very much more difficult than teaching someone to overcome spelling

-

errors or to correct a golf swing.
In the ‘'Kagan-Person-Welzh study, first-grade children were used as
subjects. Three similar groups made up of 20 impulsive children were chosen,

each group made up of -10 yirls and 10 boys Tre members of the three groups

all responded quickly to the MFF test items and all made many errors.
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Two of the three ﬁfoups were trafngd to be less impulsive while the phird
group served as a control and recereﬁ ﬁo trainfng: {hildren in the training
groups were »“winistered three tasks thaé were geﬁerally stmilar to the MFF
rtest since each item in the tasks reqﬁired the child to choose among several
alternatives that matched, or were 1ogica1lx related to, a stimulus object or
situation. With each training task, the experlmenter required the child to
delay his response to an item either 70 or 15 seconds depending on the test
‘being given. The delay period was measured by ghe experimenter's stopwatch;
when the period was over, the chiid wés informed{and ¢ould either indicate
his answer immediately or take Tonger on the item. The child was instructed
to study the stimuli in the task during the delay period, and to think about
his answer. A child was allowed only one response per item and was not told
whether that response was correct.

With one of *he training groups, the experimenter also presented himself
(or herself) as a model who was reflective, with the purpose of influencing
the children to identify with him (her) and also be more reflective. The
procedure went 1ike this: The experimenter (E) asked the subject (S) a number
of questions about the chiid's attributes or interests. Each time, when the
child expressed something about himself ("I have a brother and a sister.")
E indicated it was the same with him {her). Other questions concerned favorite
foods, games, animals, etc. Finally, E summed up the foterview by saying how
similar he (she) was to the child and then suggeétéd that the child might also
be similar to him (her) by’taking time and checking answers to avoid mistakes.
The training tasks were then presented according to the procedure of requiring
a time delay. During the giving of the three training tasks, the (alleged)
similarity of E and S was repeatedly mentioned. With the other training group,
the irterview dealt with the child's attributes and interests in a similar

fashion but no mention was made of the (alleged} similarities between E anu S.
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Following training, the two training groups and the control group were
administered a new version of the MFF test (and other tests we'll not describe
nere). The test was gtven from six to elght weeks after the end of training.
The results were that the two training groups, though given the MFF test by
a stranger, had mucn longer average delays in giving answers than the control
group that had not received the training. However, the training groups still
made about the same number of errors as the control group; while they had
learned to delay th%ir responses, they had not learned to use the time to
improve their methods of answering the items. Also, when testod on different
tasks than the MFF, the response times for the training groups were about the
same as for the control group. ’

A critical finding was that the effort to in{luence the children's impul-
sivity by getting them to identify with the experimenter as model did not have
any effect. Both training groups had Just about 1 e same response times or
the test given after the six- to eight«week interval following training.

In thinking about this approach to training children to be less imoulsive,
here are some important points to consider. (1) The habics of & iifetime, even
though that lifetime is that of a six-year old, cannot be -hanged easily. The
chief effect of the Kagan methou was to get children to slow doﬁn in responding
to the MFF test. This slowing down aid not "transfer" to other kinds of tests.
(2) Identifying with, and copying & model is much more subtle than the method
used by Kagan provided for. An adult cannot become an imitation model for a
child merely by saying "I'm like you on so many ways that you shouid be like
me in this way too." (3) Merely taking more time to give an answer is not
sufficient to avoid errors if one has not learned how to use the time de’ay to
employ an effective method of arriving at an answer. Kagan's method did not
teach the children impraved problem-solving approaches to use during the time

before giving au answer,
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. Obviously, much more resecarth {s needed to work out effective ways of
modifying such personality characteristics as tmpulsivity.
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Objective 12. Describe one way of teaching students to increase their
| competence in self-managed learning.

1

There are at least three good ﬁfasoné for an emphasis on student self-
direction or self-managed learning in the instructional probram. One is that
students become more interested in their learning tasks wh.n they have a
greater hand in planning and conducting them. Another.is that student self-
direction makes it more likely that the student will think of what he has
learned as a part of himself that is his to make use of later. A third is
that, for individualized instruction to occur, there must be a stress on

student self-direction in the instructional program. (Unit 4 of this training

’ program, or Individualization, Mastery, and Student Se]f-DirectioE, points out
why self-direction is essential for individualization.)
Three ways of achieving &2 emphasis on student self-direction are

’ described in Unit 4 of this program. One is to provid‘e students with instruc-
tional materials that offer them ali the cues they need for performing learn-
ing tasks. Another is to have students work together, helping one another
with their assignments. (This is student self-direction in the sense that,
when students rely on one another, they have less need for direction and help
from.teachefs.) The third is for students to assume the. major responsibilities
for planning and conducting vheir learning activities (and sometimes select-
ing their tasks, as well). This last is thé critical form of self-direction

| as far as thz development oi the individual as an independent and competent
Jperson ‘is concerned. For this reason,‘it should be the focus of efforts to
increase students’ competencies in self-managed learning.

Numerpus approaches are apprOpriaEe for teaching students to manage their

tearning. The épproach described here calls upon students to treat learning

. tasks as projects and to prepare specific plans for conducting them. The heart
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of the approach involves ‘eaching students a problem-solving procedure in which
~ they analyze the requirements they must satisfy in perfa;ming the task, select
a ;}ocedure for meeting those requirements, then outline the steps they will
take in performing the task and in evaluating their success. The teacher should
cohduc§ class sessions in which the plans madc by individuai students are _
examined and suggestions made for improving them. When students complete their
projects they should be required to offer oral or .ritten reporis on both their
procedures and outcomes. The teacher should give approval for how the student
w;nt about planning, conducting, and reporting his project as well as for the
results achieved.
“ If the method just described is unfamiliar fo you, you may find Exercise 8

valuable. This exercise calls upon you to prepare for your students an

exam:le of a plan for conducting a project in high school social studies.
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EXERCISE 8

Teaching Students Self-Direction in Conducting Projects

Directions: Assume that you are teaching social studies. in high school and

that you want to teach your students how to plan and conduct individual
projects in which they investigate the attitudes of some group about a live
issue such as gas rationing, air pollution, school busing, drugs. wearing
mod clothes, etc.

Prepare a general outline to serve your students as a model for planning and
conducting any such project. Pick a topic to serve as your iilustration of
the model and identify the group whose attitudes would be investigated. Then
fill in your suggestions under each of the outline sections below. Compare
your plan with the example given in the Exercise 8 - Answer Key.

My illustrative project topic is

The group to be studied is

1. Things to find out from the group (project requirements):.

¢. My plan for getting data on the oroup's attitudes:
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. EXERCISE 8 - WORKSHEET (CONT.)

3. My plan [or summarizing and reporting the group's attitudes:

. 4. How to judée how successful the project {s;

o 90
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EXERCISE 8 - ANSWER KEY

Teaching Students Self-Direction in Conducting Projerts

Explanation: The iliustration given in this answer key offers you one way
of meeting the requirements of this exercise. Obviously, there is no
one right way of doing the exercise. This {llustration should be helpful
to you in checking your project outtine.

My illustrative project topic is: Attitudes about school busing.

The group to be studied is: Mothers of children in an all-black elementary
school in a large city.

1. 7hings to find out from the group:

Number, age, sex, grade level of chiidren in elementary school
General atiitude about busing to achieve racial integration
Reasons for fevoring or opposing busing

If busing is opposed, what alternative is favored?

If .busing favored, does the age of the child make a difference?
If busing favored, over what distance vould it be acceptable?

2. My plan for getting data on the group’s attitudes:

From the school records, select a random sampie of 50 families, each of -
which has at least one child in the primary grades and at least one in
the upper-elementary grades.

Prepare an interview outline containing a statement of the phrposes of
Lhe study and containing the 1ist of questions to be asked.

‘Schedule visits to each of the 50 homes based on asking the oldest child
- from the family at school when his/her mother will be home. ~

A

Conduct the visits, returning to ihe home if the mo:her is ad>sent. Do not
take notes during the interview; instead, write down the mother's answers
immediately after jeaving.

3. My plan for summarizing and reporting the group's attitudes:

For sach question, make a tally of responses given, or a classified list
of responses {as when reasons are given).

Analyze the data to determine whether attitudes vary with the age or sex
of the child.

Write a summary of the findings of the survey.

o 1
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. 4. How to judge how successful the project is:

What percent of the mothers were contacted?

Wrat percent of the mothers responded to the interview?

How fully did the mothers, in general, answer the questions?

How well did the survey show the attitudes of inner-cily black mothers
toward busing and the reasons for their attitudes?

P
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Objective 13. Describe briefly the first three categories {Receiving,
Responding, and Valuing) in the Affective Domain of Taxonomy

of 'Educational DObjectives. i

A landmark event in the movement to increase the school's provisions for
the student's perconal/social development was the publication of Handbook II:

Affrctive Domain of the Taxonomy of Educational Objectives. The authors ars

David Krathwohl, 8enjamin Bloom, and Bertram Masia. (New York: David McKay,
1964.) Because of the very frequent references to this work, it is important
that you be familiar with ‘t. A good way of gaining fhis acquaintance, if
you do not already have it, is to study Appendix A of the volume (pages 176~
185). In satisfying this objective, you are required to beESme familiar wit

just the first three major categcries of the taxonomy. The last two,

Organization (of a value system) and Characterization by 1 Value or Value

s

individua®s personality structure.

The affective domain of persoqg]ity has to do with such characteristics

as feelings, attitudes, interests, wishes, and values. It contrasts with the.
cognitive domain that concerns knowledge and iﬁtellectua] skills. The two

domains interact constantly. This matter is treated in Handbook II: Affective

Domain in Chapter 4: The Relation of the Affective to the Cognitive Domain.

To assist you in becoming ready to offer a brief description of the first

three categories of the affective domain classification, the following stmmary

is offered to you. It-has been abstracted from Appendik A.

Category 1: Receiving (Attending). "At this level we are concerned that
X

th> learner be’sensitiZed to the existence of certain phenomena and stimuli; -

that is, that he be willing to receive or to attend to them." The category is

" divided into three sub~categories, as follows. 1.1 Awareness: This is ‘the

lowest level of attending. Thus one may ncte the co]or,/form, or design of an

93 ‘
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. object. 1.2 Willingness to Receive: Here the individual is "willirg to
tolerate a given stimulus, not to avoid it." Thus the individual may attend

"~

when others speak, or show sensitivity to another person's needs. 1.3

Controlled or Selected Attention: Now the individual fis controlling his

attention "so that the favored stimulus is selected and attended to despite
competing and distracting stimuli.® Illustrations are lisfening to music with
altention to its mood and meaning, or being alert to human values as "recorded
in literature.”

- /' N
Category 2: Responding. This category concerns the individuzl showing

interest in bhenunena. It has to do with becoming "sufficiently invalved in
or committed to a subject, phenomen~n, or activity" that one "will seek it
“out and gain satisfaction from working with it or engaging in it." Three

sub-categories are given, as follows. 2.3 Acquiescence in Responding: This

' involves "compliance" or "obecience." Suggestions are reacted to without
resistance or yielding unwillingly. Illustrations are "Willingness to comply
with health fegulations,“ and "Obeys the playground regulations.” }Lj;

Willingness to Respond. This involves “consent or proceeding from one's own

choice.” An illustration offered is "Acquaints himself wiis significafit
current issues .... through voluntary reading and discussion." 2.3 Satis- <

faction in Response: Now "the behavior is accompanied by a feel?ng of

satisfaction, an emotional response, generally of pleasure, zest, or .
enjoyment." Illustrations given are "Finds pleasure in reading for recreation,”
and "Takes pleasure in conversirg with many different kinds of people.”

- Category 3: Yaluing. This involves "that a thing, phenomenon, or

behavior has worth." *Attitudes” fail within this category. Valuing "is
'motivated, not by the desire to cbmply or obey, but by the individual's

. commitment o the underlying value guiding the behavior." Again, there are

]

three sub-categories, as follows. 3.1 Acceptance of a Value: This
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sub~-category is generally éynonymous with the term “belief." It is exhibited
by "consistency of response to the class of objects, phenomena, etc. with
which the belief or attitude is identified." Others can id?ntiﬁy the "\\
individual's value, and the individual is willing to be identified witn it.
Examples given are "Continuing desire to debelop the ab}lity to speak and
write effectively,” and "Grows in his sense of kinship with human beings of

all nations." 3.2 Preference for a Value: Here "the individual is

sﬁfficient]y committed to the ,value to pursue it, to seek it-out, to w;ni }t.
Il]dﬁtrations are "Assumes responsib#dty for drawing reticent memb$rs of a
group into conversation," and "Deliberately examines a Varietysof viewpoinis
on éontroveréia] issues with a view to forming opinions about theﬁ: 3.3
Commi tment : ’Th1s sub-cateqgory can be described as "conviction".or "certainty
beyond a shadow of a doubt." “Loya]ty to a position, group,for cause would
" &lso be classified here." Acting out the va]ue-is involved; "He tries to
con{ince otﬁers and Seeké.converts to his cause.” An i]lusiration given is
“Devotion tg those‘ideas and ideals which are the foundations of dembcracy.“
The théee categories of effective behavior, and thqir.sub-categories, do’
not represent the only way to classify the afféctive.domain. 'They do represent
one very caﬁefu] and systeratic way of ideqtifying and relating these important
types of edu%ationa] objectives. Educators who ara concerned about planning
and conductiLg instruction shoyld'have sufficient understanding of attention,
interests, beliefs, and values t6 assess. the extent to which a studént exhibits
them and to tmploy curr1cu1a and instructional procedures to guide the

student's deye]opment and use of these attributes.

95 /
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0bject1ve T#/' Define values and descrite one way of teaching va]ues in A
elementary dh\secahgary sc:ools\ . - o

T

Schools long have p]aced an emphaSIs on teaching va]ues\ In the py{?::-'
schools, formal lnstructlon has included the teachlng of values assoc14ted
with membershlp in our democratic society. Attentlon ‘W56 has,been given to -
fosterTng such characterlztlcs as ‘ndustry, responsibility, anﬂ coqperatlve
behavior. Parochla] schﬁbls have‘added a stress on “e]lglous values.

Defining values is difficult and results in much disagreenent In ) N
ecaqn lcst the value of a thing ls measured by what lt ,.can be exchanged for.
More enera11y, the valug of a thing conslsts of its propertles that make it
des{ﬁed or esteemed. °Our, lnterest in thls obJectiVe is.not ln defintny the v
v. e of things but in def1n1ng,va;ues as held by 1nd1v1dya1§. It will help o
us {u concide first the meaning of group values ' Thesé consist‘of the aspects

\
of soc1a1 life (ideals, ‘customs, 1nst1tut1ons, efE ) toward which the people’

Y -

of a group have an affective regard.? _The values may ° be positive, as’ cleanll-
ness, freedom, educatlon etc., or- negatlve as cruelty, crime, or blasphemy
(This definition is taken from the Amerlcan Co]]ege chtlonary )y

A deflnltlan of values, for our EyrpQSes, 1s~thls: A person s Yalues
consist of the fee]iang attitudes, hishes, btﬂ‘f’é’l“'&i ortconvictiofis he]d)tohaqﬁ
the properties‘of*a thing or event, the attributes of a person or.a group, and

*

toward °©stract ideas or principles. "This is a complex definltlon that tries
to indicate two things--the ways in which values are exhlblted and the
aspects of th& individual's experience toward which values are directed.

A somewhat different ﬂefinitfen of values has been offered by B. 0. Smith

_1in his article on ﬁTeachinQ and Testing Values" (1965 Invitational Conference

on Testing Problems, Princeton, New Jersey: Educational Testing Service}. He

4
proposes that values cover both feelings and attitudes, and evaluation or
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ratiﬁgs. The former are illustrated by such words as "like," "enjoy," "desire,"
‘. or "hate," "disapprove," or “"reject." Evaluations or ratings, on the other
hand, are illustrated by "good," "bad}" "beautiful," "ugly," "right," or
"wrang." Smiih peints out that a person can have different feelings or aéti-
tu@es about something than his evaiu;tion of it. Thus‘he can say "This is a
good book but T didn't enjoy it." Saying it is a good book is a formal eval-
qat1on; saying it was not enjoyable indicates a personal value.
One basis for p]annin; values education is the list of six stages in the
development of moral judgment presentgﬂ by Lawrence Kohlberg ("Moral ‘
education in the schools: a developmental view." 1In David E. Pﬁrpel and

Maufice Belanger, eds. Curriculum and the Cultural Revolution. Berkeley,

California: McCutchan, 1972.) The six stages, briefly stated, are:

Stage 1. Obey rules to avoid punishment.

»

Stage 2. Conform to obtain rewards, have favors returned, and so on.

. Stage 3. (Conform to avoid disapproval, dislike by others.
- Stage 4, Conform to avoid censure by authorities and resuitant guilt.

Stage 5. Conform to maintain the respect of a spectator who judges in terms
of community welfare "or to maintain a relation of mutual rcspect.”

Stage 6. Conform to avoid self-condemnation. !
Kohlberg presents evidence tending to show that these stages are reached at
successive age levels, with Stage 6 being reached at early or mid—ado!escence. °
Measuring a person's values is even more difficult than defining valuves.
Generally speaking, a person's values are revealed by what he says, or by what
he does in responding to situations. What one says and what one does often
are in disagreement; mnst people believe that what a person does give; a
better indication of his true values than what he says. It is common for

people to claim to have certain religious be]iefé yet act in ways that are

. quite contradictory to their claims. Political leaders may claim to value Taw
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and order while per?owming illegal acts, as Walergate demonstrates. Values

are very often indicated by the choices one makes, either of giving a positive
or negative response, or selecfing one thing in preference to another. An
important study of the values of Supreme Court justices was made by the
political scientist Pritchett. He found that the votes of justices were

highly predictable wﬁen a case involved a conflict between individual rights
and property rights. Somepjustices reguiarly voted Ta favor of the individual
while others voted in favor of property. @

How can one teach values? Many approaches can be used. Two are p}e-

sented here. You may prefer another in responding o this objective. The
first approach described pleces emphasis on tng affective, the second on the
cognitive,domain.

1. The teacher as model Of values. Every teachér has values that can .

-

inflvence each student. ~hHow should this happen? A first requirement should
be that the teacher accepts and respects theﬂstudent as an individual person
and seeks to help him rea]ize~his potential. This comes through to the student
as acceptance and love. The second requjrement is that 'the teacher represent
educational values that serve as a model for the student to emulgte. Throhgh
being orderly and systematic, the teacher can influence students to be like-

wise. Through showing respect for differences in backgrounds, views, and

values, a teacher can influence students to respect such differences. Through
‘showing respect for thinking things through, taking evidenée into account, a
teacher can influence students to do Vikewise.

A student who feels accepted and 1iked by his teacher, and who knows that
his teacher represents and reward§ certain educational outcomes, will tend to
emuiate his teacher. This applies to both cognitive and affective goais.

. Attitudes, preferences, and beliefs are profoundly influenced by emotional /f

08
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e attachments to others, including teachers. It is of utmost importance that i
: - o
the student not view his teacher as one who tries to impose personal values.

on students but rather héips students work out thelr own values. The student
shouf@ always feel free to seek answers to such questT;ns as: whaE am I Tike? -
t . What does this mean to me? Why should I think, feel, or believe this? _In such
‘ an atmosphere of freedom, the teacher can be a proper model for the stu@ent,
rather than a person who is seeking to impose personal values on the student. ]
A§~XEP consider your own experiences with teachers, can you identify some
teachers who have serﬁed as positive models for you, rather than models that
you have rejected either because they seemed not to éccept you as a person,

or because they seemed to you to pe trying to impose their values on you?

2. Developing democratic values through practicing them b2fore adulthood.

An important way of developing or clarifying one's values with respect to
‘ . citizenship is to study training for citizenship in cultures different from our
own. This approach has ¥een treated by Ruth Benedict, a cultural anthropolo-

gist, in an article on "Transmitting our Democratic Heritage in the Schools.™

(American Journal of Sociology, 1943, 48, 722-727. The article has been

reprinted in Edwin Fenton, Teaching the New Sociak Studies in Secondary Schqo]s,
New York: Holt, Rinehart, and Winston, 1966.} If you cannot get hold ¢f her »
article, a summary is given below.

Many primitive societies rear children for adult responsibilities through ~
making no formal distinction between child and adult worlds whereas our society
tends to prolong infancy, training children and adolescents to be docile and
dependent. Our schools, according to Benedict, "impose the school schédu]e,
the subject matter, the persénnel, and the forms of discipline; in all these

matters the child takes what is offered." She does on to say that many adults

. in our society, lacking training in self-reliance and independence, are

unprepared for effective participation in democratic society. Self-reliance,
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o 10 0or soc1ety, usually calls for a rather abrupt unlearning of dependence on

' external authority and the leaming of independence based on the threat of

punishment for failing to assume adult responsibilities.

Benedicg‘s proposal is that 6ur.schools (as well as the larger society)
call upon children of all ages to make choices and learn the consequences of
those choices. In this way they can acquire the values and behavibr appropriate
fﬁ a society that rests on initiative and independence and that calls upon its
citizens to supervise themselves rather than depending on external controls.

Benedict's views are mirrored in a proposal by Franklin Patterson in.én .
article entitled "Political Reality in Childhood, Diménsions of Education for

Citizenship." (National Elementary School Principal, 1963. The article

is repfinted in Fenton's book, Pagés 72-80.) Patterson proPose§ as one
approach to citizenship education the "study and prictice of self-government."
Patterson refers in particular to a group of children four to niﬁe years old
described by Marion Turner. They ..."learned to call meetings when some
member created a disturéance...“ "Rules, using parliamentary procedures, were
made’ to prevent similar disturbances, and when these ru{;s were broken the
children estab]jshed their own s}sfem of penalties and restraints." {(See

Marion €. Turner, The Child Within the Group: An Experiment in Self-Government.

Stanford, California: Stanford University Press, 1957.)

A promising new approach to values education is under development at
Research for Better Schools in Philadelphia. The approach is described in
"éthica]/MoraI Action Instructional Program: Position Paper No. 1" by Russell
{. Hill. The following excerpts are taken from this paper to give a general
description ¢f the program that is being developed and tested.

-~
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The program's essential values are: .. ‘ ) )
Self:- The fndividual should value self, self-growth, and self

well-being. )
Other individuals: The individual should respect the etistence, -
worth, and well-being of others. '
Objectivity: The individual shouid value ebjectivity as represented
by empiric descriptions of reality. ~

The three second-level values derived from the above are:

, Society: Individuals should value the welfare of the social community.

] Justice: Individuals should value justice for all individuals equally.
Mercy: Individuals should value mercy for all individuals equally.

The ovérall instructional objective of the ethical/moral program is teo

teach the learner to use a behavioral strategy which leads to actions
Consistent with his regard for the values of self, others, and objectivity.

The .program strategy consists of six steps. These are:

1. Value-Naming: WNaming, clarifying, enlarging, and systematizing
personal ‘values; considering the'importanse of these values in
Tight of oné's current or past actions. ;

2, Get Action Ideas: Formulaéing ideas for new actions that might
further personal values; identifying actions that would further

personal values when given an appropriate situation; identifying
. situations where action would vioTate one's values.
o Yo

3. Make Ideas .Workable: Making action ideas tunctionals possible
specific, personally moderate risk; translating broad, abstract
actions into concrete, actionable events; resolving conflicts
between value choices,

4. Consider Others: Identifying others who will be affected by the
proposed action (i.e., peers, family, ccrmunity, bystanders);
role-taking to identify the potential benefit or harm to others
through action or nonaction; identifying .personal consequences
both functionally and affectively; using decision-making skills
to choose between conflicting values and actions....

5. Act: Making a commi.ient to action; planning for the action;
resolving to act when given an appropriate situation; persisting;
compieting action. :

6. Raeflect: Evaluating how effectively ths action furthered the
original value;’evaluating the effect of the action on others and
self; assessing responsibility for the outcome; weighing one's
further commitment to the original value; deriving principles for
future action from similar situations.

+
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The 13- to 14-year olds of junior hiéh school. Tevel are the targef

popialation of the program,,.. Educators and psycho]ogisfg alike . '

note that this is the age of preoccupation with self: the need to know .

who one is, what one believes in, what one vatues, what one wants out

of life. .

This program, and others being developed elsewhere, represent the growing
importance educators are assigning to values education, The strains and
uncertainties involved in our rapidly changing society have forced attention
to the critical need for developing in each individual ethical and moral

values that both serve the interests of the sel1f and of fellow human beings.

-
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. Objective 15. Define empathy and describe one way of teaching students empathy
toward members of groups differing from themselves.

% .

Hhile tea&hing students to éppféciate others who are Qifferent from them-
selves has received attention in the schools for a 1069 time, this has been
given much greatér emphasjs during recent years because of concerns for minority
groups in our gociety, the "culturally-different." A term to identify thiéw__
sort of recognition of differences is‘“empatﬁy."

A dictionary definition of empathy is "entering into the feeliﬁg or
spirit of a person; appreciative pérception or underst;nding of others."” The
German language has a similar term that is quite expressive; it is "n‘i"infuhlungbll
translatable as “in-feeling." The word "sympathy" 'is related but it goes
further by calling for being in accord or agreement with another's values or

. feelings. Empathy does not require such agreemgnt; rather, it requires
perceiving or understanding others without necessarily agreeing with them or
sharing their values or feelings. ‘ |
vHow can empathy toward people who are different from oneself be taught in
s&hools? Probably you already are fami}iar with scme approaches that have been
used. In case app;oaches do ;ot come readily. to your¢mind, three are
described below.

1. Role playing experiences of other groups. This method is frequently

used to h%Ip students understand and feel what it is like to be a member of a
group differing from themselves in some important way: Thus students role‘
play being blind by wearing a blindfold for ar hour or two 5nd trying movin;
about, finding things, and manipulating things without the aid of sight.

ﬁqllowing the experience, they discuss it. A role-play approach to being a

. member of a rejected minority tjr‘oup is for the teacher to sort students by eye
> color or hair color, then assign one group as accepted, the other as rejected.
L - 103
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The roles are then reversed to give both groups the experience of being

'rejectgg. A discussion follows. It is evident that such brief simulations

have limitations fof teaching empathy; they not only are unreal, but they are

all too, brief. Nevertheless, they have value. - .

2. Sharing expetieﬁggs with members_of culturaliy-différent groups .

This is the method of-setting up schools and classes that are heterogeneous or

" "integrated” through contaiﬁfng members of different, cultural groups--black and

white, upper-class and lower-class, Puerto Rican, Mexican-American, etc.

. Through sharing school tasks, extra-curricular activities, and social encounters

-

at school, members of each group can come to understand and appreciate members

L

of other groups. There 1§ no guarantee that such experiences in common will

‘lead to mutual acceptance. Members of different groups may come to know each

other better without liking each other. Skilled 1eadership firom teachers .

and school administrators is needed to make the inter-group associations posi-
tive and constrective. The models offered by leaders of the peer groups also
are vital since otherwise group rivalries and hostilities can even be inten-
sified by increased association.

3. Study of culturally-different groups. Empathy can be taught by

systematic study of culifurally-different groups. Introducinyg into the
curricuTum materials that give & fair depiction of the backgrounds, folkwayg,
and contributions of various cultural minorities can make a majos contribution
to enabling students to empathize with members of other groups. Participating
in community studies involving different cultural groups can be a highly-
valuable way of 1earnin; to empathize with them, particularly if members of

the cultural group being studied take part.
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»

inner-city children. _ .

-

. [Objectiv,e 16. Describe the CUTE program for training teachers to work wi th .

A teacher who is effective in 1nf1uenc1ng the lnne{-CIty student's -
_ personal/social {as well as 1nte11eetya1) development needs to understand and
appreciate (that is, empathize wlth) the student s cultural background and
. - characteristics’ as influenced by that background Also, to relate effectively
.- with inner-clty students, the teachen needs to possess se]f-awarenese and ’
seIf-understandIng that aliows an answer to the question, "How does what I am
ipfluence them?" ‘
_ Beginning in 1967, the Mid-Continent Region;} Educational Laboratory in
Kansas C{ty,‘Missouri undertook a prpgrap to train senior education.majors to‘
" teach innerucit; children at the elementary or, secondary level. By 1972, over
1000 - teachers pad received the one-semester training program.
. A description of the Cooperative Urban Teacher Education {CUTE) program
is as foliows. "The one—seﬁester program is based on the assumptions that a
" prospective teacher would be better prepared to teach in inner-city schools if
he: (a) understood both his own and his pupils' attitudes, insecurities,
- anxieties and-prejudices; {(b) understood both his own and his pupils’ environ-
_ment and cultdre; and ﬁé) was competent in reflective teaching methods for
inner-city learners., The interdiscip]inary instructional staff fo: the pro-
gram included a mental health specialist, a sociologist, and teacher educetors.“
A critical part of the program, involving stpdeht teaching in an inner- ‘
city school, is study of the inner-city culture. The following excerpt from

the 1969. Curriculum Guidelines for the program indicates topics and field

experiences related to developing an understanding and appreciation of the

. inner-city and of children growing up there.

"
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Student Teacher Sociological Guide ,
to- Inner~City Education . .

—

PART I--SOCIOLOGICAL ORIENTATION TO THE INNER CITY S

1] ' ) i . L ) ' ' . A ]
A, Terms " e

——t— ’

The following is a list of terms that should be a_part of your vocabulary -

as you study the inner cit}. XNrite in your own wqrdﬁ’the sociological
meaning of these.concepts based on class discussion ﬁnd from yn@r r;ading
material. ITlustrate these concepts by citing observations yoh ﬁave'm;dg
of the urban area. ' .

1. Centralization . G.

-

o 2. “Decentralization . "
L4

Ethnic
Human ecology

Inner city

Racial .

Segregation

3.
&
4.
5.
. 6. Invasion
7.
8.
9. Successiﬁn ) .

+

B. Fiéid-experiences

0 -
. Visit at least three different types of institutions and/or agencies

-

(e.g. stare front churches, local hangouts, community centers, etc.).

t

i1 ' . .
Interview the director or orvicers about the neighborhood, its occu-

pants, and the services the agency performs. Write a report on your

jf observations and turn in to the ofiice in one week,

2. Collect articles from the news media that refer to the inner city.

Specifically look for articles that discuss various problems

-
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encoqptered in the fnner city. f(dec;Tm%nation, education, law.
_‘- " ] enforcement civil rights, etc. ) ;
- ¢ 3 'Contact-your communyty center. Begin programs (e.g., tutorlng,
!recreaﬁion projects, etc.)
4, Begin'ceesus <tudy qf neighborhood school district, Using ceneus
teect.data compute the following'infofmation; - , .
(a). Number of ehite, Negro, foreign-born, Mexiean, and total. .
.o (b} Percent of nonhwhfte, Negro , foreign-bern, and Mexftan.
’ (;) Pereentage of families with less than-$3000, percentage of
) fanilies with {ess than.SGOUO and med¥an tota] income,
(d) Percentage of manual workers ln the fol]owfng categorles.
unskl]led seml-sk111ed and skll]ed

{e) Med}an of school years completed.

P )

A . . &
(f) Total number of persons under 18, and percentage of persons
under 18. Percentage of‘persons‘under 18- 1iving with both

) parents.

- {g) Number of ﬁersonslﬂiving more than five years in-the area.

. (h) Percentage: housing units deteriorating, hqusing units -

J?]apidated,-overcrowded homes, and units renter occupied.

-
- .

Median contract rent. .
INSTRUCTIUNS Compute data for all census tracts in the school district
1n which your school is located Compute the who]e census tract even
though only part of the tract may be ln the 3chool atrea boundarlee You
may also compute each census tract §eparate1y. HoweVer, when presenting‘

a final report, give the overall impression of the entire school area.

This_assignment 1s due the fourth week of the program.
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C. ReaQiﬁg assignments J , -

1. Articles: Part II of Reading Package ’ ’ ) -

-

2. Book: Soéﬁety and Education (Stalcupy R. J.)

-
L3

PART LI--SACIAL- ORGANIZATION OF THE SCHGOL

4

1
A. Terms v y 3 .

‘9 *

Wril definitions of the following terms and fqgicatg the significance
these concepts may have to ;dugqtion; If possible, pgofidé examples
from your assignedngqhbols.’ ) .
. Bureaucracy
Role .-
Sf;tus
Soctal system 4 : e
Role -conflict
) . )
Bufbaucratjg role.vs. .professional role

\: .
7. Formal relationships

i 3
*
(=11 “wn += LTS N
* * " > F -

8 InformalJre]étionships
: . - 9. De facto segregation R e \
“\

B. Field experiences

*. Observations in assigned schosl. . - .

i

(a) Observe your cooperating- teacher and describe, the extent to

which he fulfills the following teacher roles:

Mediator of learning: Attempts to change pupils' behavior
- . ¥
toward socially approved behavior; knows what is ‘to be taught

and how; and has organized and §tr@ctured behay{br. v

<
. hd N N -
. . -3
.
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-~ Disciplinarian: Keeps a well-ordered classroom through

domination of student or positive rapport with pupils.

Parent substitute: Displays affection for pupils by helping

child with c1othing,-praising or censuring social or emotional
O LY

behavior.
Judge: Displays authority to make decisions.
Confidant: Displays a friendly relationship with pupils.

Surrogate of miqdle-c1as§_mora1ity: Not only tgaches but expects

the child to display characteristics of middie-class morality.
. . . 7 .
(b) Observe and describe any situation which gives the appearance

a teaéﬁe? feels caught up in a system that l=aves him powerless.
How does he react? ‘ -

{c) Describe how you think the principal of your school perceives
his role in tﬁe system. This may involve a personal interview

~ with him.

(d) Observe and déscribe situations where there is cbnf1ict be tween

_ the teacher and principal. What was the nature of this conflict
and how was it handied?

(é). Observe and describe particular situations in your -school where
the informal structure is operating in direct contradiction to
the formal structure.

(f) Observe and describe the formation of differing informal ‘
cleavages between teachers. What purposes do these cleavages
serve? .

(g) Describe the extent to which various t :achers in your school

participate in Tocal community activities.
(h} Describe your school in terms of conditions, staff problems,

and community attitudes.
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2. Continue working in the community cénter. In two weeks hand in a

report describing your activities.

C. ' Assignments (reading)

Books: None

PART III--THE CULTURE OF THE INNER CITY
i
8

A.  Concepts . \

Write definitions of tﬁg‘following terms and explain how each can be useful

in understanding the poor.
1. Stratification .

Ascribed status

Achieved status

Social class

Life styles

Life chances

~N oy U B W M
L I T I T )

Values

Culture

w o

Subculture

10. Prejudice

11. Discrimination

12. Assimilation

13. Cultural pluralisi

K 14. Poverty.

B. Field experiences

1. Attend church services in the inner city and write a description

of your experiences. (Include store-front churches as well). What

110 ,
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functions do you think the church provides for inner-city people? In
addition, vary your experiehces S0 you wifl attend church services
representative of the mJjor subcultures'.
In order for you to "get & feel" for the area served by your
school, you are to paerform the following tasks:
(a) vVisit the home of at least one parent on some school-related
. problem, or visig the home of at least one parent of a yoﬁth
yoﬁ work with in a community cenier.
{b) vVisit at least one community:organization (e.g., Congress of '

u

Racial Equality, Tenant Council, neighborhood improvement -

organization, Council for United Action, etc.), and interview
the club officers about needs ané characteristics og the local
people and the functions of the organizati&n.

{c) Attend a meeting of at least one community organization and
write a report on whét happened. If possible, make i£ an
organization you have previously visited.

(d) Perform some of the following {ds many as you can) routine
activities you do, but in yo:r school district areas: Gu to a
barber, hairdresser, cafe or restaurant, lounge, grocery store,
laundromat, drive-in-restauranp, merchandising store. Mrite
a report on your observations, impressidns, and conversations.

(e) Describe your neighborhiood in terms of the following
characteristics:

--Policing patterns; especially attitudes of policemen

'~ ~-Services being performed for community {public service,

deliveries, garbage, street. cleaning, etc.)

° - ild
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--8uildings {apartments, houses, industrial, or residentiai,

commercial types such as grocery, secoﬁd-hand, others).

-=Transportation faci]t}ies
--Activities of residents (e.g., what are the} doing?)
--Where residents work
--Racial make-up?
--Stability of the neighporhood
--Age of people |
--Noisy or quiet?
--What do people want?
--Types of recreationgl facilities? .
3. Pose as an unemployed citizen of Kansas City and attempt to get
a job at one of the employment bureaus. |

4. Live one week on the amount of money designated by welfare for one

person.

Assignments
1. Articles: Part III, Section A, B, and C.

2. Books: : The Urban Villagers (Gans, H.}, Mexican-American Youth

(Heller, C.), and Crisis in Black and White (Silberman, C.)

PART. IV--A SOCIOLOGICAL APPROACH TO TEACHING THE
INNER-CITY CHILD

Define the following terms.
1. Culturally disadvantaged or deprived
2. Learning styles

3. Teaching strategies
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'. B. Field experiences
, T, !

Continue working in community tenters and making observations

*in the school neighborhood.

€. Assignments

1. Books: Urban Disadvantaged Pupils (McCloskey, E. F.),

The Culturally Deprived child (Riessman, F.), and Negro Self-

" concept (Kvaraceus, W.) -
2. Select five cultural traits of thi& poor and show how you wou]d v
develop a teaching strategy utilizing these traits to promote more -~

L

effective Tearning.

o

PART V--SOCIAL DISORGANIZATION OF THE“INNER CITY

Concepts
Define the following terms.

1. Social disorganization

2. Delinqhency

3. Social deviance

B. Field experiences
" 1. Each of you will be assigned to work one week in §he Juvenile
detention Eome from 3 p.m. to 8 p.m. During this time you will be

teaching the youth as well as interacting with them in moreljnforma]

ways.
' 2. FEach of you will participate in one day observations at the Western
. Missouri Mental Health Clinic. This is primarily a clinic serving _

maladjusted pupils from the inner city.
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Assignments

Books: Delinquent Behavior: A Redefinition Of The Pr&blem (Martin,

J. M., & Fitzpatrick, J. P.) T e
%
111
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’ . A 1971 description of the program {D&R Report; Vol. 1, No. 7) cpntains
the following additional information in an article entitled “Inner City
Success." The Wichita, K;msas Publi.c Schools worked with McREL to retrain
” existing staffs of "clusters" of inner-city schools. “A cluster is a city
neighborhood containing all the e]ementary and junior high schools that feed
{ﬁto a particular high school. Teachers from each cluster receiYe twenty
hours of instruction in staff awareness. The teachers learn to réfhtg to
pupils and parents and one another. éromoting school staff unfty and ﬂéTping

the student to develop a.self-concept are primary objectives. Teacher

. behavior is explored froﬁ a psytho]ogicé] point of view using role playing,

seminar discussion, and unique terminology describing human behavior. One
¢ Wichita junior high school, in its second year of participation in the
workshops, was the only inner-city junior high school with no incidence of
_ . racial unrest or violence during the 1970-1971 acagiemi'c year. And the school's

absentceism decreased 50 percent from the previous year." .
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Objective 17. Describe how the group-project approach can be used to teach
. students interpersonal competencies. :

An lmportant way in which the schools can influence the student's
development of social competenCIes is to make extensive use of the group project
approach. In any curriculum area, there are numerous learning tasks that are
suitable for group projects. Here are some examples. (You doubtless will
think of others.)

-Planning, conducting, and judging a debate on some issue (English or
social studies) )

-Planning, conducting, and reporting an opinion survey (social studies)

-Surveying an area of oné's community and mapping it (social studies or
math

-Writing a brief biography of some 1iving person (English or literature)
-Experimenting on factors in the rate of plant growth (science)

. -Planning and presenting a musical program using records (music)
Ordinarily, the project group should be small, with three, four, or five
students being aibout the right size. Sometimes, of course, larger groups are
needed as when an entire class presents a play in which different students

" assume ro]es‘as actors, directors, set designers, stage managers, publicity
. directors, etc. . |
A project that is suitable for a group approach should allow for several ~ .
roles to be assumed by Individual students. One student can be assigned as
group leader or manager, another as chief planner, another as recorder, and
perhaps another as reporter with Lhe responsibility of preparing a writtee or
oral report on the project. The teacher's job.is to ensure that each student
learns to perform different group roles in ways that contribute to the team
project. Also, the teacher needs to teach the students how to do group

. planning in laying out a clear set of sub-~tasks and procedures that provide

for each group member's contributions to the total effort. It is particularly
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important that students not be dominated or pushed aside by other students
because they are less skillful, slower, submissive, or withcrawn. The
teacher's task is to focus on students who Tack certain interpersonal
competencies. One way to do‘this is set up project groups to ensure that less
competent students receive the opportunities, help, and_encoufagement they
need for improving their interpersonal competenciszs.

‘ A valuablg type of training approach for dévaloping group skills is repre-

sented by the Russell Sage Social Relations Test developed by Doris Damrin

(Journal of Experimental Educaticn, 1959, 28, 85-99.) In this test, there are

three construction-type problems. “For each problem the children are provided
with thirty-six interlocking construction blocks of various shapes and colors
and a model which they are to copy exactly. All thirty-six bloéks are
necessary for the construction of each model ..." The three models are the
figure of 2 house, a footbridge, and a dog. The project group is made up of
members who have not worked together previously. They are simply handed a
copy of the model and a pile of 36 blocks and instructed to work together to
complete the figure as quickly as possible, with time thé measure of the group's
success. The group can take as much time as it wishes iﬁ'planning how to
EOnstruct the model. The time score begins with the start of actual
construction.

Damrin's measurss of planning behavior include observations of Eaitici-

pation and involvement of.group members, communication among group members,

autonomy or independence of the group without help from the examiner,

organizational techniqueS» and the quality of the final plan. Measures of

behavior during the construction of the model deal with involvement, group

atmosphere, activity of non-participants in the group task, and success of

the group.
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. . &
. . This sort of task can be used to help students devel.p group skills by

having home-made assembly tasks, by assigning one group in a class to plan

and perform the task, by having other class members serve as observers, and

L]

then having a total-class discussion of the activity.

‘ Q 118
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1 ]

' Objective 18. Specify shortcomings of instruction in the traditional secondary| *
school with respect vo students' personal/social developmént and
describe one innovative approach to remedying theni.

Numerous critics of the schools recently have written articles and books
in which they present evidence that traditional school practiceg‘é{e hostile
to sound personal and social development in students. Charles E. Silberman in

Crisis_in the Classroom {New York: Random House, 1970} writes a Chapter.4 under

the title "Education for Docility.” Jonathan Kozol presented his attack on

traditiopal=e1ementary‘§chools under the title Death at an Early Age (Boston:

Houghton -Mifflin, 1967). 'Paul Goodman -entitles his attack on the schools .

L

. Compulsory Mis-Educafion (New York: Horizons Press, 1964). Edgar Z.

- Friedenberg offers his analysis and critihue of secondary schools in his

Coming of Age in America (New York: Random House, 1965). His Chapter 2, "The

Cradle of Liberty," is a particuldrly devastating report on two high schools.

., Exercise 9 asks you to 1ist common faults of instru_ction and of the
social climate of secondary schools with respect to ituden%s' sound personal
and social developiont. Im arriving at your answers, consuTt you own

' éxperience Fith secondg;y education with yourself as student , as parent, or
as educator. You may wish to turn also to one or more of the references
cited above. Silberman's chapter on “Education for Docility" and Friedenberg's
on “Fhe Cradle of Liberty” wiTi prove especially helpful. On the worksheets,
identify common faults under the categories of personal/social development
listed. In any of these categories, you may wish.to identify faults that
@ave a particular relation to slow ledrners, members of minority groups, o¢
female students. An dhswer ka;'Ts'provided giving suggested 1ists of faults

for your use in checking your answers.

il9
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EXERCISE 9 - WORKSHEET .

| Common_Faults of High Schools re Peréongl/Socia] Development

Directions: In the spaces below, jot down common faults of traditional, .
secondary schools with respect to students' personal/social development.
When you complete the exercise, check your answers against those offered
in the Answer Key.

" Faults concerning developing a positive self-concept:

-

Faults concerning the development of interests:

. .y

Faults relating to deve]obing competencies in self-direction: -

-
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I
* L4

‘ . :Faults concerning the development of students' values:
A -
\

N . % . " K

. -
]
r
Faults related to developing empathy with others: )
,G ’ ¢ & ,
@ ;
¥
3
i" ,
. /7
fa
Faults related to develop'tng_inter;oersonal' sk 1sy . "
&z
& o
@ |
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EXERCISE 9 - ANSHWER KEY

Common Faults of High Schools re Personal/Social Development

aults of. high schools under the six categories in the exercise. The
answers offered here ave not meant to be either authoritative ov complete.

Faults concerning devé!ogjng a _positive self-concept: i .

. classes, not individuals. . P

', Slow learnérs and'}ebellious students are assigned -to the slow tracks.

Fau]ts concerning the develgpment of interests:

_ For the majority of students, instruction is conducted in a way that' makes -
* failure a common experience. °

IndIV1dua11ty tends to be discouraged 1n a proglam that is conducted wlth

- Students are generally treated like chi]dren ﬁho must be regimented,.
restricted, ‘controlled.

There is an extreme dack of privacy; even jin toilets.

Rules' and punishments tend to deny the’student,dignity‘as a person. N .

Classroom discipline emphasizes rejecting the person rather than merely the
behavior. . . v

£

Members ‘'of minority groups tend to be rejected, openly or by the silent
. treatment, _ S

td

Faults related to deveioping self-divection:

Instruct1on oftén~emphasizes driil and memorizatlon that dlSCOUrage
developing interests™

There is"a Jack of emphasis on tylng subgects 1nto the .student's life
" experience..

* Students generally must assume a passive role at school, learniny by peing.
told or’by reading texts rather than by conducting individual or group
projects.

Students have 1itfle choice as to what they study.in most curriculum areas.

Students generally have few chpices with respect to their learning tasks.

Students are given 1imited opportunities to plan and conduct their learning
tasks independently of teacher divection. .

Generally, slow learners are "treated as though they ave incapable of any
degree of self-direction. Projeci activities genevally are restricted to

advanced students. '
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Faults concerning the development of student values:

B

Attempts to teach values generally are authoritarian: "You should feel,
believe this..." .

The values stressed at school generally are adult values (which most adults
don't practice).

Schools pay little attention to the analysis:of values.

Schocls usually do not accept differences in values as apprOpr1ate they
do not allow for the student choosing his own values.

{ Faults related to deve]qg)ng empathy wlth others:

The curriculum tends to ignore or reject minority groups and cultures.

Instruction, even in social studies, usually gives little attention to
learning to understand and appreciate other groups than one's own,

There is usually no formal attention paid to providing association with
members of other groups or cultures that wouid encourage developing empathy.

o

Faults related to developing intenpe;sonél skiils: . -

The schools emphasize the student's relations to teachers rather than to
fellow students.

The curriculum gives little attention to the study of social rédationships
in our society or in other societies.

Even when group projects are conducted, there usually is no formal
instruction. in group planning, in f1111ng various roles in a group, or in
communication within a-group. - |

Schools use student government as aa arm of the administration to impose
conformity rather than as a setting for learning effective inter-personal
inter-group attitudes and behavior.
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How can the faults of traditional secondary schools in rélation to

personal/social development be corrected? Two approaches are described here.
. &

The first is that employed at John Adams High Sch601 in Portland, Oregon as

described in a series of aéticles’in the May 1971 issue of Phi Delta Kappan.
ThiS'school undertook a major innovative approach intended to correct
shortcomings in its program. If you have access to the issue of the magazine, '
you sﬁoﬁlq read the articles. Otherwise, the abbreviated description giveq
leow will give you the main featureg-A} thevghproggh.

Allen L. Dobbin'' article describes "Instruction at Adams." The following
capsule summary of his article givé§ the flavor of his account, though
sketchily. The general education pfogram is the heart of the new program.

"The ovérall aim of general education is to provide students with a base of
knowledge and a set of communication skills that will be useful to them now

as well as when they enter college or the world of work." In general education,
the student explores contemporary or historical problemss issues, or topics.
There is an “actiqn component™ that allows students to learn outside the

school. Problems stu&ied include air and water pollution, slum conditions,

and urban renewal.

General education is’conducted‘through team teaching, each student being
assigned to one of seven teams made up of about 200 students, grades nine
through 12. Each team works with a counselor, a clinical supervisor, and
perhaps a social worker iq training. Except for physical education and
health, general education is the only required course. In addition to general
education, a wide range of electiv% courses is available., Student& elect
two or three of these each year. .

The initial year of the innovative program offered all students a high

level of responsibility for ptanning and conducting their own learning

programs. This proved to be well-suited to the capabilities of the "highly

’ 1214

e |

-....—..1:
i

]




.|
. . . L] * .
» .

-

®  Unit 6 - 120

individualistic and creative student" who felt stifled by the traditional
regimentation of the secondary school. However, a good many students did °
not respond well to the freedom offered them, preferring more direction

from the staff. As a result, during the second year of the program, a- basic
skills department was created, focusing on conmunication and computation
qki]]s and setting tight controls on attendance and work. This alternative
program proved populay with a large number of students who, evidently, felt

that the traditional program did not do a good job of giving them the basic

intellectual competencies ﬁrovided for in the skills program.

Patricia A. Hertheimer's article describes the program at Adams in terms
of "School Climate and Student Learning.” She states the school's aim in
this way: "Our goal was active stﬁﬁent partictpation in educational decifion
making, both in guiding their individual progress and in shaping the school
curriculum..." To accqmp]ish this, reliance was placed on student freedom

and chéice of course content, and on close student-teacher relationships.

When the program got under way, the school atmosphere was like this:

*"The halls were bustling with students much of the day, students called most

teachers by their first names, students and teachers fPeqUently.Iunched
together, and a relaxed friendliness pervaded halls and classrooms."
Intervi;ws with students in December and May of the first year of the
new program revealed that a high percentage of them greatly appreciated the
freedom they’enjoyed and their close relationships with teachers. However,
there were complaints from numerous students about other students' time
wasting, rowdiness and fighting. Many students evidently did not know how to
use the freedom offered them, needing more ruleg and discipline. Also, many
students found themseives unable to learn successfully in a relatively

unstructured curriculum where they were expected to take a major role in
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deciding what they would study and in carrying on their work independently.

The exberience of John Adams High School with the new program during
its first two years clearly indicates, either that aliernative programs
need to be proviqed for students requiring different amounts of st;ucture
and guidance, or that many students must be taught how to use the increased
freedom such a program offers. One innovative high school that has usedﬂ
alternative programs successfu]ly'for over a decade is at Melbourne, Florida
where a "multi-phase" program offers“the student different degrees of
independence, with the pfivi]ege of épp]ying for as high a Tevel of indepen-

dence as his capabilities or maturity permits. (See B. Frank Brown, The

.Nongraded High School, Englewood Cliffs, New Jersey: Prentice-Hall, 1963.)

. A second and quite different approach to.improving the high school with
respect to students' personal/social development is described by R. A. Mosher
and N. A. Sprinthall under the title, ﬁPsychological Education in Secondary
Schools: A Program to Promote Individual and Human Devalbpment." (American
Psgcholog}st, 1970,.25,.911-924. A similar article by these authors appeared
in Harvard Graduate School of Education Bulletin, 1971, 15, 16-22.) If you

do not have access to either of these articles, the following abbreviated
summary will give you the gist of the approach. h

- These authors developed a set of courses on individual and human
development to be taught to high school juniorsland seniors. Students elect
one of a number of laboratories, or experience-based courses in psychology
and fhe humanities. The following excerpt describes these laboratories.

Improvisation Drama involves the student in the exploration, through
theatre improvisation and drama, of his own and others' behavior.

The Psychology of. Interpersonal Behavior is an intensive experience in

a self-analytic group and group process. A Laboratory in Teaching
involves the teaching of children (and adults) in a variety of settings
(e.g., institutionalized mentally retarded children, normal elementary
school children, geriatric patients in a mental institution}. A Seminar
and Practicum in Counseling involves studying theory and practice of
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counseling and, under supervision, counseling younger adolescents.

- Conmunication and the Art of the Motion Picture is the study of films
(e.g., "The Quiet One," "The Childhood of Maxim Gorky," “Torero:"
"On the Waterfront," "The Weapons of Gordon Parks") about adolescents
or young children done with intense realism. A Laboratory in Child
Development ard ¢hild Care involves studying the psychology of child
development in conjunction with operating a nursery school.

The authors state three purposes of each laboratory, as follows: (1) to

“teach material from psychology and/or the humanities which is pertinent to

an understanding of individual and human development; (2) to give the student

systematic personal experience énd responsibility--for example, in teaching,
counseling, child care--relevant to his formal study n psychology or the
humanfties; and {3) to have the student consider or make conscious what he
Tearns about himself from his forma] study and, most important, from his
experience in the laboratory.

Tryouts.of the program with 15 classes indicated to the authors that
thg'purposes of the program were being achieved, at least with miny students.
Thus the Harvard faculty members judged "that the top half of the high school
class was more ;f?ective in counseling than was the bottom of their graduate
class in guidance."

To satisfy the purposes of this objective, study the two approaches and
prepare yourseif to describe one of them (or yet another approach of your
choice), ﬁbinting out how it seeks to correct shortcomings of traditional
.high school programs with respect to such personal/social characteristics

as positive 'self-concept, interests, self-direction, empathy, and inter-

personal skills.
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Objective 19, Observe and analyze instruction using 3 checklist of features
related to personal/social development.

If you have the opportunity, it.will be valuable for you to investigate
a school program to strengthen your understanding of how schools can influence,
positively or negatively, students' personal/social development. If you-can,
it will be especially desirable to compare-a traditional and an innovative
program. '

Choose either an elementary or a ;econdary school for study. Probab]ym
social‘studies is the best area for your analysis since this is the area where,
traditfonally, such topics as personality, values, empathy, and interpersonal
relations are treated. ' 4

You will need permission from the school's principal and from the teachers

whose, classes you will visit. If you study a high school, information from
guidance counselors should be sought also. In explain%ng the purpose of your
study, you should indicate that you wish to learn how the school and its
program can fnfluengg the personal and social development of students. Indicate
that you will need to get your data through interviewing staff members,
examining learning mcterials and instructional arrangeménts, and observing
instruction. ' )

_ The worksheets for this exercise provide for describing the conduct of
your study and for feporting your findings on a checklist. Two copies of the
worksheets are included. You may want to use them to compare instruction given
by {he same teacher in two subject areas, to compare instruction in the same.
area as given by two different teachefs, or to compare instruction in the same
subject as conducted within a traditional and an innovative program.

Performing this exercise probably will require at least one day of your

time. (Obviously, this will only introduce you to the analysis of instruction
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. in terms of personal/social development.)
Time Timitations probably will restrict your study to two cl assrooms.
A good plan, if you can arrangejt, 1s to compare instruction in social
studies employing a traditional and an innovative approach. If this cannot
be arranged, studying the instruction offered by two teachers may be feasible.
In the latter case, you must be careful not.to place yourself in the role of /
evaluating teachers. Instead, your evaluative judgments should‘ be stated in
relation to features of the instructional program rather than as evidence of

teachers® strengths or weaknesses.
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. ) EXERCISE 10 ~ WORKSHEET

Descriptive Data on Class Observed to Study Instruction
as ReTated t> Students” Personai/Socta! Development

Directions: Please fill in the data below for each class you observe.

Schooi district School ‘

Curriculum area(s) observed

Grade level(s) observed Number of students

Data Period observed: From To

Description of learning materials used {texts, magazineé, library, etc.):

. " Description of instructional setting, arrangements:

Description of instructional methods used {lecture, class discussion, film,
independent study, group project, etc.):
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Checklist on Instruction as Related to Students' Petsonal/Social Development :
. Directions: Answer each item Yes or No uniess you obtained no evidence on it; in

-

CONCERNING DEVELOPING SELF-CONCEP’TS
1. Were students free to move around and to go out of the room? Yes_No__?

¢ ' 2. Were there provisions for reasonable student privacy? Yes_ No_ 7

.

3. Did most students get individual attention during the session? Yes_No_? _

4. Were nearly all students able to master their learning tasks? Yes_No_ 7

-

*

5. Was discipline maintained by positive, friendly controls? Yes_No_;?_

6. Were slower learners sorted into low groups or classes?- Yes_ No 7

7. Were any children rejected by students or by the teacher? Yes_No 7
. ] Other seif-concept related influences: '

<

CONCERNING DEVELOPING irJTERESTS

8. Was instruction tied in with students' 1ife experiences? Yes_ No_ 7
9. Was active learning emphasized over drill and memorization? Yes_No__?
10. Were students allowed to pursue their individual interests? Yes__No__?

Other interest-related influences:

ERIC 134
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b ]

CONCERNING DEVELOPING SELF-DIRECTION ’ f
. 11. Were students given opportunities to choose learning tasks? Yes_No_ ?
12. 0id students work on individual or group projects? Yes_Np_ 7
HEY ;‘. . .
13. Were slower learners permitted to work.on projects? . Yes_No_ 2
14. Did the teacher offer instruction in self-direction? Yesf_No_?_
Other self-direction related influences:
L) % . ' )
2 CONCERNING DEVELOPING VALUES
. 15. Was attention given to student rather than adult values? Yes__MNo_ ?
. 16. Did the teacher use models to influence students' values? Yes_No_ 7
17..01d the teacher encourage analyzing and comparing values? Yes_No_?
18. Did the teacher accept students holding different values? Yes__No 2?2
Other value-related influences:
CONCERNING OEVELOPING EMPATHY
19. Did the curricular materials recognize cultural differences? Yes__No_ 2
. 20. Were other cultural groups studied and compared? Yes_No 2
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* 21. Were associations with other cultural groups arranged? Yes_No_?
Other empathy-related influences: ) . S .
L}
7.

CONCERNINB DEUELOPINB INTERPERSONAL SKILLS
22. Were students given opportunltles to Iearn or use group skills? Yes_ | No 7

[ * il

23. Was there evidence of student participation in classroom Yes No ?

management?
24. Was there study of topics in social relationships? Yes _No_ ?

- i
Other interpersonal-related influences:

Your Summary of P051t1ve or Negative Aspects of Curriculum or Instruct1on as
Related to Students' Personai/Social Deveiopment:

- -
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. ' T POST-ASSESSMENT EXERCISE - UNIT 6

Directions: This exercise is the same as the Pre-Assessment Exercise which
you completed at the begitning of your study of this unit. Review your
estimates of mastery of the items in the Pre-Assessment Exercise {pages 12-
13); you need to do only those items on the Post-Assessment Exercise which
you judged you did not answer satisfactorily. . Then check your answers with
the Pre/Post Assessment Exercise - Answel Key. .

-

Objective 1. Justify stressing the stﬁdent:s personal/social development
in the school instructional program.

Objective 2. Define self-concept and describe two ways to measufe it.

i
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v Objective 3. Describe an approach to fostering positive se]f~concepts through ﬂ
. . offering students acceptance and approval. .

-
-
-
-

Objective 4. State how individualized and mastery-referenced 1nstruct10n can
contribute to positive self-concepts. «

o £

\

Objective §. Describe how trachtional curricula foster negative self- concepts ~
‘ in girls and minority-group members. .

. *
*
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Dbjective 6. Define achievement motivation and describe one way to measure it.

<

- .

Ay

-

'Oﬁjective 7. Describe the Achievement Competence Training (ACT) %ackage and
© indicate how it «can contributeé to achievement motivation.

.t

A

— -
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0bject1Ve 9 . List. ways in whlch a student's 1nterest ln a school subject can i
be increased.

Dbjective 10. Define impuisivity-reflectivity as a dlmen51on of persona]
= behavior.

G o . L3

Dbjective 11. Describe one way of teaching students to be less impulsive.

A
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. ~ Objective 12. Describe one way to teach students self-managed learning.

‘Objective 13. Describe briefly the categories of Receiving, Responding, and
Valuing in the Affective Domain of Taxonomy of Educational
o . . Objectives. ‘

Objective 14. Define values and describe one way to teach values to students.

Objective 15. Define empathy and describe a way to teach empathy toward
members of groups differing from one's own.
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Objective 16.

Objective 17.

-

Objective 18.

Unit 6 - 134

Describe the CUTE program for training teachers to work with
inner-city children.

Describe how a gr0up—groject approach can be u:sed to teach
students interpersonal- competencies.

Describe shortcomings of traditional school programs with
respect to students' personal/social development and describe a
way to remedy them. .

139
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PRE/POST ASSESSMENT EXERCISE - ANSWER KEY

Justify stressing the student's personal/social development in
the school instructional program.

Stresses on the individual caused by our rapj&]y changing society
make the development of a sound personality increasingly important.

As people become more inter-dependent, and as jobs more and more
depend on dealing with people (so-calied service ocgupations),
effectiveness in social relationships becomes more importapt,

The cosmon failure of the home and other community agencies

to provide a sound basis for personal/social development makes

it important for the schools to assume a greater role in promoting
such development.

Define self-concept and describe two ways to measure it.

The term self-concept refers to how the individual thinks and
feels about himself or herseif.

Methodsho% measuring self-concept you might have mentioned include:
Describing one's self
Rating oneself on self-concept scales
Using projective tests
Using the "semantic differential" where the individual selects
one of a pair of opposites as more descriptive of him than the
other
Inferring self-concept from an individual's behavior in situations

Describe an approach to fostering pdsitive self-concepts through
offering students acceptance and approval.

Here are some approaches you @ight have mentioned:

Give individual attention to students as by greeting them, asking
how they are feeling, saying how nice they look, etc.

Never ignore or reject a student, though sometimes you must
disapprove the student's behavior.

Offer approval for the student's efforts and achievements.
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State how individualized and mastery-reference instruction can
contribute to positive self-concepts.

Individualized instruction means that each student works on tasks
specifically chosen for him or her, and each student has a great
deal of independence in performing learning tasks. This form of
instruction also involves a great deal of individual attention
from teachers.

Mastery-referenced instruction means that the student works on tasks
where mastery is assured by the choice of tasks and the way they are
studied. Experiences of success should foster a positive self-concept.

Describe how traditional curricula foster negative self-concepts
in girls and minority-group members.

Traditional curricular materials present girls as dependent, passive,
weak, noncompetitive, etc. while the male is presented as.independent,

aggressive, competitive, courageous, and emotionally controlled.
Women's contributions to our society are greatly under-played.
Desirable roles like being doctors or lawyers are treated as though
they are exclusively male.

Minority groups in our’éociety are slighted in favor of the dominant

middle-class, white, Anglo-Saxon, Protestant cultural groups.
Traditional texts virtually ignored the contributions of minority
groups, particularly blacks, to our society.

Define achievement motivation and describe one way to measure it.

Achievement motivation refers to the strength of an individual's
impulses to accomplish purposes, whether in work, school, sport,
or other types of activities.

Some ways of measuring achievement motivation are:

Questionnaires in which the individual completes sentences or
selects alternative answers to questions in ways that indicate
high or low desire to achieve.

Tests in which the individual selects easy or difficult puzzles.

o3

Tests in which the individual sets high or low goals to be achieved.

Describe the Achievement Competence Training (ACT) package and

indicate how it can contribute to achtevement motivation.

ACT teaches children in grades 5-7 to set their own Qoals, plan how
to achieve them, then strive to accomplish what they chose to do.
Through learning to succeed in this program, achievement motivation
can be strengthened.
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Describe "contingent reinforcement" as a way to motivate students.

This method, also called "behavior modification," calls for giving
“positive reinforcement" (attention, approval, praise, or tangible
rewards) for desired behavior and for avoiding the use of "negative
reinforcement® (criticism, punishment, etc.) for undesired behavior.
In other words, it "accentuates the positive."

List ways in which a student's interest in a school subject can be
in¢reased.

The following are among the ways of increasing interest in school
subjects. '

If school tasks are related to the student's 1ife experiences, they
are apt to be more interesting.

Students in individualized instructional programs are apt to be
more interested in school because they see it as move personal.

When students are in a program where they are enabled to master
learning tasks, they are apt to be more interested in school.

For many students, working on challenging tasks is an important
way to become interested in school subjects.

The active, project approach to learning tasks has been found to
be more interesting to most students than the lecture/discussion/
reading approach.

When students can apply what they have learned in a subject that
subject is apt to become more interesting.

When students receive approval or praise for their work in a subject,
it is apt to becume more interesting.

If a student identifies with a teacher, and that teacher shows
personal interest in a school subject, the student is apt to
develop increased interest in the subject.

If the student's peer group shows interest in a subject, this
interest is apt to rub off on the student.

Pefine impulsivity-reflectivity as a dimension of personal behavior.

In their response to tasks, some students are impulsive, reacting
quickly without taking the time needed to think through the task
and arrive at good answers or solutions; other students are

reflective, taking sufficient time to analyze the task and work out

an appropriate answer or solution.
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. Obj. 11, Describe one way of teaching students to be less impuisive.

A method used by Kagan for training first-graders to be less

impuisive consisted of requiring impulsive children to delay

responding to multiple-choice items 10 or 15 seconds. These

children, presented similar tasks from six to eight weeks later,

had much longer delay times before responding to an item than
* prior to the training.

0Obj. 12. Describe one way to teach students self-managed learning.

One method of teaching self-direction has been d§§cnibéa-éarlier

in this unit, This is the-Achievement Cénipetence~Training program,
in which students learn to sét-goals'for themselves, to plan to
reach their goals, and to carry out their plans independently.

Another method of teaching self-managed learning uses the group
project method where the group, rather than an individual student,
learns to plan and conduct project activities with teacher guidante.

Obj. 13. Describe briefly the categories of Receiving, Responding, and
Valuing in the Affective Domain of the Taxonomy of Educational

Objectives.

. Receiving consists of attending to phenomena or stimuli through
awareness, positive response to stimuli, and selection or stimuli
to attend to when there are competing stimuli.

Responding concerns showing interest in phenomena as through
compliance to directions, voluntary response, and finding satisfaction
in response. .

Valuing involves believing something, preferring something, or
eing convinced about something.

0bj. 14. Define values and describe one way to teach values to students.

A person's values consist of the feelings, attitudes, wishes, beliefs,
or convictions held toward a thing, an event, a person, or an idea.
Values may be positive {good, beautiful, etc.} or negative (bad,

ugly, etc.). : .
One way of teaching values is through modeling. Thus, if a teacher
is respected by a student, and if the teacher expresses a value,
the student is apt to adopt that value.

Another method of teaching moral/ethical values is teaching students
. to analyze their values as involved in an act of choice, to make
.‘ ' a choice and act on it, then to analyze the consequences of the
act in terms of the values that were identified.
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Define empathy and describe a way to teach empathy toward members f
of groups differing from one's own.

Empathy has been defined as "entering into the feeling or spirit

of a person; appreciative perception or understanding of others.”
One does not need to agree with the other person, or wish to be like
that person when feeling empathy. .

One way of deve]oping empathy is role playing where one tries to
experience what it is 1ike to be another person. For exampie,
one can role play being blind to get a feeling of what being blind

characteristic such as having blue eyes (as a way of empathizing
with othérs who are 1rejected due to skin color, etc.).

Another way to develop empathy for others is through sharing
experiences with them. Thus a white person can develop empathy for
blacks through sharing cooperative tasks with them.

ggscribg the CUTE program for training teachers to work with
inner-city children.

This program, developed by an educational laboratory in Kansas City,
is called Cooperative Urban Teacher Education. It is a one-semester
course for senior education majors. The program teaches the student
to understand herself or himself as-well as inner-city students’
attitudes, anxieties, and prejudices; to understand the students'
environment and culture; and to teach students in wa¥s that reflect
such understanding of differences. A critical part of the program
consists both of teaching in an inner-city school and studying that
school's community through observations and participation.

Describe how a_group-project approach can be used to teach students
Tnterpersona! competencies.

If a small group of students conducts a project in which all sare
working toward the same project goals and in which each member
of the group is assigned-a role that contributes to the group
effort, skills in working with others can be learned.

Describe shortcomings of traditional school prodrams with respect
to students' personal/social development and describe a way to

remedy them.

The following is a sampling of faults commonly found in schools:

Rules and punishments that deny the student dignity as a person
Ability grouping that assigns slower learners to the “dumb” groups

Failures to permit students to choose and plan learning tasks
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' The rejection of minority-group cultures in favor of the middle-
: class, white culture

A failure to put emphasis on teaching interpersonal skills (with
the emphasis being on the student's relationship with the ‘teacher)

. One way of correcting such faults is to introduce a program in which
students are given a role in deciding what they will study and are
permitted to study on an independent basis.

Another approach to making schools better suited to personal/social
development is to set up programs {as in alternative high schools)
in which students work at jobs in the community as part of the
school program. . .
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Training for Leadership in Local y .
Educational Improvement Prograns

UNIT EVALUATIUN FORM

Unit 6. Persona]/Social Deve]opment as an Educationa] Theme , with Related
Innovations i

Evaluation by ‘ Date

Position ' : Organization

Please give your reactions to this'unit by checking and writing in your’
opinions and recommendations. Returning this form to Research for Better
Schools, 1700 Market St., Philadelphia, Pa. 19103 (Attention: Glen Heathers)
will help us judge the value of the unit as well as aiding in its revision.

A. Your judgment on the importance of a unit on this Topic as tra1n1ng for
leadership in local educational improvement programs.

Check: Very High High Moderate Low Very Low
Your comments: : )

. B. Your judgment of the.quality of the introductory section of the unit.
.Check: Very High High Moderate Low Very Low

At b

Your comments:

C. Your judgment of the adequacy of the set of unit objectives.
Check: Nery High High Moderate Low Very Low

What objectives do you recommend omitting? Why?

What objectives do you recommend adding? Why?
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_ Unit Evaluation Form - Con't.
‘ D. Your judgment on the quality of the unit contents. ’ :
Check: Very High_ __ High___ Moderate Low, Very Low_~
Your comments: '

E. Your judgment on the quality ot the unit exercises.
Check: Very High High Moderate , Low Very Low
Your comments: -

F. Your judgment on the guality of the unit pre-~ and post-assessments.
. Check: Very High High Moderate Low Very Low -
Your comments:

. G. About how many hours did you take to complete this unit?
H. How valuable do you judge this unit to be for training each of the following

categories of educational leaders? Please enter the appropriate symbol.

H - Highly valuable. M - Moderately valuable. L - Low value
‘School system central administrators
Building principals
Curriculum coordinators
Field consultants of state education departments

.,. ' Graduate students in administration or supervision

Other:
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