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4 society which makes provieton for participation

in its good of.all ite members on equal terms and which

-

‘aecm%s‘fzérible readjustment of its institutioms t?}.;'ough .
‘in't,:erz’zetion of the di:fferent forms ‘of associated life ie in
a‘o J‘:ai' democratic. Such a society must have a type of
education which gives. individuals a personal interest in

]‘ o aocwl z‘elatwnshtps and control, and habite of mind w?nch

secure soctal changes mthout mtroducmg dzsom?er.

- John Dewey
. Democracy and Bducation
T ' T ' 1918
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ON CITIZEN EDUCATION:® A PREFACE ) .

The field of citizen education has grown rapidly over the past _

\§\ , decade. "'The Council of Chief State.Schqci Officers proposed effective

ditizeh education a; a basic goal of American education in 1976, and
N ' % L] L] . -

‘many articles and studie$ have considered the meanings and implicatiqus

1
I

of new programs in civic leﬁrning. By and large, a different focus

“characterizes the recent -emphasis on citizen education Yhereas patri-

. o Otlsm, knowledge of facts and information about U. §. government, and
1imited views of American history dominated the.teaching of the past,

3
7 ¥ r

the new fccus,stresses more dynamic decision makiné, knowledge about
. {

*

secialrchange both individual and instituticnalt and ‘concern for the

valpesfand events of ﬁmer;ca's historical past,
' S ¢ . . in a society with democratic ideas, such as
o s . 'ours, there ought to be more to education for responsible
- citizenship than passive acceptance of duly constituted
. -aythority. In a society with democratic ideas, responsi-
ble citizenship entails both obedience and comnstructive .
skepticism. It involves hoth respect for authority &nd
., citizens who are both compliant and independent, who will®
¢ '+ demonstrate obedience to the law while retaining a spirit
“of constructive criticism and reasonable dissent. (J. .
Patrick in.Looking At, ERIC Clearinghouse for Social
. 7 aStudies/Social Science Education} 1977, p. 1 )
¥ T
' The new citizen education recognizes that the preparation of et

.

. young citizens relief/gn Jbre than the classroom and the individual
teacher« The home and the community are important influeunces in shap-
h'¢ : iug\che knowledge, skills, and dispositions that comprise responsible
. ecd~effecﬁive citizenship. Institutions such as the school ;?stem and the

, courts also have significant roles in imparc;ng knowledge and expectations
¥

L]
» ~

'° 9.“- . Vii -
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about citizen behavior.- Professional educators gnd'researghers provide

- thEOfEtiC5l frameworks within which programs of instruction aré'put into ' ’
. n 4 ’ Y
practice across the nation. - - .

“

‘ *

This volume focuses on the particular concerns of citizen education
v in the areas of school governance and chassroom climate. These are
' . ‘ . . ,
largely holistic, process éoncernq. Two queBtions underlie .the partic~

ular focus. How does the way in which a school 18 managed influence the

concepts of authority, responsibility, rights, and freedoms as they are

T

Ky
- .

included in stuMents' citizen.education preparation? Hay does 5H3$ass- i
roougs organization or.the dedign of the school's environment 1nf1uen§é .

' [ rd
the perception of the "climate” of that institution and 1its citizen

-
*

education program? '/ .
To answer these questions, Research fox Better Schools.(RBS) conduct-
\ ) g

ed several activities$that_gave scholars andﬂ?ractitioners dﬁportunip;es

13

to meet and discuss their common concerns. An RBS cofloquium on behavior

- . - ' +
. L | . . e . b .
variables related to citizen educatibon was held in Fhiladelphia on

May 11-12, 1978 and involved national scholars ‘and educators. An Executive

Academy, presented under the onnsorship of the‘Pennsyivanié Department o% . |

- ’ L - ,
- Education, was held February 5«8, 1?79; and included educators from across . {

- r
.

the state. A two-day colibquium for school personnel from"the-;ri-state

- "

(Delaware, New Jersey, and.Pennsylvaﬁié) region was held in ?hiladelpﬁi;' -

+

on May 29, 1979, and provided opportunities for, specialists. from three f

-

research areas to consider the spe¢ffic cirizen education concerns of
, . . '. 3 - " .

school governance and classrdom,climhte. The pap;rs of that colluquium ~ - -

- ¥
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are the major portion of this volume. The research areas examined

include political socialization, human growth and development, ad//insti- .

tutional environment. One of "the main goals .of the May qol;oquium was
' N r " N ~ -
to become awéte of the contribution of these Tesearch areas to an under-
R - & .

sfanding of‘eehool'governhnge and c¢lasstoom climate.

o

Pblitical socialization 1s a research grea long concerned with

- # . "

- sthool goverrance issues: The atea has developedsan extensive literature
..) ' and polftical soclalization specialists have sought empificai evidence

+

political knowledge, political at‘tittﬁi:les- and valués towarcrsociety and

politics, attitudes toward political oarticipation, and participation in

zation’, Judith Gillesple and Mary Sbley addressed RBS® May coIloquium. .
Human growth*and development is a reseatch area. closely aqsociated

-with child Psychology and social development. Whetper childfcentered or

* .

\ learner orientéd, tﬂe characteristics of the maturing citizen,'through

> childhood, adelescence, and early adulthood are concerns for the ways

! ~

schools are governed and-clasjzgggn.managed. Specialists in this area

» have recentIy begun to explore children's conceptions of co&munity and
- ‘ ’ &
' government and to suggest*staged of societal-uﬁde:standing.‘ David Elkind
. + - » " \ - ’

Eddregsed the May ‘colloquium and discussed a topic on human gfowth and

development. o . A kY T

. : - oy - 8
Instituf&oﬁaltenvironmenQ{IB a research area’which only recently has

{ " B y - N i : -

. ,beguﬁ to be‘add}essed by\educationel scholars and practitioners. Their

4
-

' - ' ve ¥ ,I’ . oy o
: . . o

about at least four student outcomes)closely felated to citizen education:

political or quasi-poliéical affairs.. As researchers in political sociali-

Fey
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focus . as_largely been to€study causal effects, to explére why and how -

certain settings or institutions se€em to create wore. conducive atmo-
- - . “_ ‘
spheres for learning. To some extent, research in this area to date has -

-

odly unearthed new issues and uncovered further unresolved questions. -

. * Neverthelgss, the work of these research specialists may prove to be

highly sigﬁificant to undérstanding the viriables on‘which decisioue

- - .

x i -~ - -
dbopt schooling policies are made. Paul Gump addressed' the May collo-

quium aJE discussed a topic on institutional environment. . \

+

¢+ ° The May colloquium sought to achieve two other goals in addition to

building an awareness of the three research areas as related to govern-
' . .

. ” L -
ance, clasgroom climate, and issues of cikizen education. First, the
- 3 - - Y -

>
*

colioquium éought“to bridge the commﬁnication‘gap that exists betEeen
‘ 1

theory and practice in educational research. University scholars\infrés

L3

. 4
quently have the opportunity to exchange ideas with policy makers and

.

’
curriculum planners actively ezgaged in the schools. Each major area

. paper was thus critiqued by both a theorist oT researcher and an educa- )
tional practitionerb Second, the colloquium sought to Taéilitate discus—f‘
- sion;by academicians and school personnel on what suggestions they have
for impraving\citizen education by actual practices of governauce and
cﬁanges in {ustructional environment.f State agency, district, and locel
school staff persons were encouraged to shareftheir perspectives of the

., problems of governance and classroom management in discussion groups of

colloquium patticipants. Summaries of the discussions among participants L

- .1' have.beenl included in the conclusion of this volume. - ) '
- . ‘L : - . .

¢ . »
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In addifion to.the paﬁers of‘{he May cfllohuium 3 paper by
Lee H. Ehamn on political socialization research originally presented

at the RBS Pennsylvania‘Executive Academy has been included in this.

=

volume'. Simi¥?rly3 Jhn DeCecco and Petra Liljestrand completed a
paper on the ;esolution,of schcol conflict for the RBS colloqui&m on b
behavior ﬁariabies,‘and‘that paper'has also been included.in-this ‘ .

.;collection. Both of these studies ceeffibute to the central toﬁics'of «
,concegn and complement maey points’made by the coinquium authors, -

- Tﬂe first three chapters of the volume present the major papers of
theyfhree research afea scholars., The three'subsequent chapters contain )

*

Y, epmmentaries-by other scholars and practitioners on each of the research Py L
- S - .
area presente{ions. The final‘chapter highlights major themes of school -

L] *

¥ governance and classroom climate'aﬁd 1ists sug&estions regarding actual

pradtices for citizen education made et the May colldQuium Extensive \
]

.

.bihliographic citations are made thnoughOut the volume and a comprehen-

sive reference 1ist can be found at the end of the ﬂocument.
- ) v ‘ :

n . .
A ] ‘Jl

’ P - Barbara 2. Presseisen .
. Philadelphia, Pennsylvania
1980
¥ oy '», K . -
» - * ) / N
" k * “ . .




SOCIALIZATION PERSPECTIVES FOR SCHOOL GOVERNANCE AND CLASSROGM CLIMATES

4

Judith Gilleapie'pnd Mary Soley

Program in Educational Policy and Change

Horkshop™ in Political Tphory and Policy Analysis T |
. . L] ° R . . "
o . Indiana University, Elcomington oL
. — .
L
¢ . . - ' I ’ . .
.. “The topic of 'school governance and classroom climates 1s a complex »
.‘ . & :‘ .-

one, hothh%neoretically and practically. It can be approached in a vari-

- s . . ' -

¥ ety of ways.g A tripartite division of the study of school governance -
. ¢

and‘claasroom climates into organizational human developmen;, and social- *

-

™ ) ization perspectives reveals a great deal ’'of variation. In addition

differences within a particular perspective may be as significant as l

.

those across them.

s

Within the soeialization field, reaearchers have used, var}ous ap-
' proaches in ctheir study of school governance and classroom climate, Some -
have ‘used a developmental -approach. Here:aoagesjbf cognitive and affeé- !

tive development have been studied.directly, and student growth has become
—— . ?
‘ the focus of the study of school governance and classroom climates

*

Questions such ag w students acquire knowledge, akilla and attitudes }/(

t -

. % :
- become the chief questions for study. XNormally, the learning environment, . ;
rather than the social and/or political ‘structure 'of ‘schools and class- . . .
L s . o . ' *
' rooms, is of primary concern. . - ‘ '

-

Other researchers have looked at.aé&nts of socialization,cincluding 1
.t ’

L] *

f . N Lt
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.

parents, teachers, media heroes and heroines, and po'itical figures ,

such as the President. In essdhce, this apptoach ‘indicates’ that people

or institutions impact on student attitgges and behaviors.

+ '

A third way of 1ooking at the topic ihvolves the study of sociali-

a democratic systems approach. Here researchers

zation procesges usié
have been concerned with questions of loyalty and support, or integra-
3 4 - - . . .

tion of the citizen into the larger political system: Under this ap- }

proach, the chief area of study is the role of educational governangf in
‘general cftizenship training.* ot ¢
The particular socialfzation berSpective cne takes does make a

difference. Let.us consider, for example, the socialization of a typical

We wifll look at Susie, a seventh grader, first,

L] - *

This perSpeotive would focus -our

middle school student.
+ from a developmental perspective.
icular potential fot cognitive growth and her

L -,
affective capabilitles. It ﬁqgla recognize a majorodevelopmental poten~

attention on Susie's p

» 'tlal at this age level as well as. the problems associated with Susie's

-, . A
transition, into puberty ?d her peer group orientation. [' .
Yet wé could fake ad fferent approach’ to understanding ausie.

* Using the egent of‘socialization approach, we would look at Susie 8
\\barents, her teachers, the heroes and heroines she comes in contact with

in the meiia, and "her relationshio/to major figures in the society ) We .
would loo: at the influence of eacn of these agents and see ;hat impatt

they have on Susie. "We would try to encourage change in the agents
i . ;

[

'operating in Susie's life, rather than focustdirectly on Susie's :

E
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- .. -

development. ) . N

Finall?, we coul& approach theé study of‘Sdsie %5 a citizen. Here

.
< -

we would focus on Susie s ‘role in the larger society. how’ (and whether)

- . she will vote, what groups she will. join what contributions she will .

<
4 | - -

make to her\work,p}ace or comgunity. U T T . 5 ‘
2 “'=fNone:of thesé apprbaches”isfuhed excideively by any group of re~ i \‘
.‘:, searchera or practitioners, yet how the three‘are combined makes a-real

- A1 .

fdifference.' In this paper we will outline a variety of perspectives ﬁrom

, the socialization fie%d and sketch the implicatiohs of these perspectives -
. |' - - - . ) . . - ) a0 . \
for scﬁqol governance and classroom climates. We will eXamine the -
. T

answers they give to important governance questions. In addition,

-

will consider*what answers are not provided by the perspectives and what

< '

new questiona are ra;sed. Ve will p10pose.an ecological<approach.as a

-

- way of integrating the salient features.of a‘variety of ‘socialization "
@erspectfves. Finally, we will- provide some suggestions for improving

’}he study of school ahd clf;&room governance. .

N W
.. v

- " . \ "
Socialization Perspectives

L]

It fs probably important to Begin with a definition of socialization. » *- '
Host people view social%zation e;NELbrocess through which values and ° e

’

habits are acquired. Formal and informal learning®experiences .serve to

teach us those attitudes, values and behaviors which then become incor-

. porated into our life-stylee. The socialization process is a dynemic one

of growth and development. It includes the growth of individuals, the




&N

: .o f N ] = . T
- A

progcess through which societal institutions influence individuals,'and

.o the impact of a broad range of glbbal interaction patterns.

‘_ Tnere-are probably over a dozen petspectives on.the §92ializotiOn
P ooeos.\ As stated earlier, 'three §£11 he described in this paper:. the
deve pmentnl approaeh, the socialization agento approach, enf‘:he deno-
a? . - cratic systems approach, Major concepts within'each\perobeEtive will be® o
- E discnSSed along with_the findingé and Implications for school gonernanee‘

L

£ N .
and classroom climates, ° L

" Pevelopmental Approach

A variety of reseaﬁch efforts,_inoluding those of Piaget (Ginsburg &

i ' )
¥

Dpper 1969) and Kohlberg (1971) fall into this _category.. From an_edu—
;\‘ cational perspective, twhe developmental approach\focusea on growth

L patterns of youth and the'prooesses through‘ohich ohildren develop their
o . .
cognitive,. affective and participatory potential S

i
- -

There are several major concepts which characterize afdevelopmental

+ ' n ’-’

l

approach. - Ihese include cognitive growth, affective growth, stageq of

| ) growth, and identity, A éfeat deal of research has been done ‘surround- /’/
- [ ' - ‘.'\ * . ' " .
“ing each of "the major, concepts, making contribugions to the understonding

of child development.

- q

v Cognitive growth reflects the intelleéfﬁal development of youth
generally through schooling Research b? Plaget, Bloom (1956j and others
shows dist_nct stages of cognitive growth which begin with a recall ‘

_relationship to‘Rﬁowledge, and#extend through the capability to deal with




. evaluative principles. Findinés from this research havl demon#trated

-

- % A E

that students' cognitive behaviors can be molded and changed tﬁrough the

-

schooling process, Both classrooms and schools can affeqt the tognitive

growth of children meaaurably., Y oo " 2‘ ) 2

!

Other research has shown that the informal environm t‘in échools,s

. in'additibn to the-formaI cprricdlum;,influences tﬁe'cogn tive develop-

e

ment of atudents. Students who participate more are key flgures o e
. L3 # * - ‘
aports’ﬁctivities or school _councils and tend to get betteé grades and

*

to demonstrate more cognitive growth. Thus, the general school environ-

s = *
ment~—the claasroom. the extracurricular activﬂ{ies and the curriqulum—-»

hnd I.

influences cognitive developmen; (Neumann, 1970) Socialization dheorists“

i
1

‘ have been particularly interested in the ways in which cognitive p¢ten- -

“ A
For example,'

h
Bruner s (1960) research sfates that the process of thinking\grows pver

»

tial develops angd- producea inﬂuiring, thinking atudents,

- l 'l
time as the variety of instructional technigues and opportuniFies within
‘ k ‘.
the school environment are accessible to students. : ;

The second major concept -within the developmental approath is

affective growth. Here the moral and emot;gggl.development oﬁ studehts

a;e of primaty concern: The acquisition of values, attitudes hnd beliefs
are part of the.deveiopmental process. Kohlberg (1971) and others hével

developed theories of how youth acquire values and attit&des.&ﬁThey '

—t

believe that scudents capacity for moral reasoning cdn be expaned

sthrough experience-with vaiuing situations known as. moral dilemT

’ Research iIn thia area arose out of a need to integ}ate aff?ctive‘

S
Ot
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grovth and development into the curriculum.. During the 1960s, curricu-
‘.f “

-

lug projects placed a great emphasis on cognitive skills., . Educators

/ have begun to recognize the need and ootential for affective growth
f” through classrooim and school governance patterns. Currently, several
'? _projects are operating which stress the acquisiticn of' valuing skills

f and their applications.

/ . The third concept under the deveiopmental approach is the stage

kl

f ' theory of growth. This 18 most often seen as -a linear process, although

1 L
current research is indicating its interactive. df cyclical nature.

e . N\

L) . 4 Ll

Researchers who study both cognitive andtaffective processes attempt to

-

plot stages through which tudents move and.factors which encourage or.

" inhibit cognitive and affective development. Within this framework

learning activities &nd environments are constructed to facilitate . : L.

-

movement to higher Qtages. . . ] . -

) . ) “The final‘major soncept involves identity. In‘Erikson's (igég) ) < e,
/s ’ 4 o - * -, B - - )
B tetms, the concept of identity-includes the self, the learning process, T

»

and ideﬁtif!k;tion'vith 'and through -others. Heré, the developmental

LY - .

' approach focd;eshon the ‘individual in a variety of dimgnsioné in-the o .

development of a coherent .personality and a set of ‘role behaviors.

Identity can be studied in personal or interactional terpms. In the fatter

caae, the school becomes an important environment for the creation of.a -
- : . * 4 ) = .
positive self-image. " Organizagional structures and learning experiences

are created in order to foster individual identity.

These concepﬁa cQgtain several implications for school governanc&

i

- "'
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3., <
and Flassroom climate. Cer;ain1§,’peopie who follow the developmental
approach will focus on Students as inﬂividuals wiéhin schools. Gover-
nance will be determined in drde; to influence students’ de;elopmgntal
patterns. Rules which regulate and those which offer opportunities will

be designed to enhance the pote?tiaf for student development.

LY ) .

-t

Socialization Agents Approach

- r
L]

‘ The second perspeetive on the socialization process is the agents
approachs Its focus is on pecple and institutions and is primarily con-

cérﬂed with the socialization agents in the educational, economic, and
»

kLl

’political se¢ctors. The classic research by Hess and Torney {1967)
L ° ——

reflects the influences that individuals and groups can have on students'’

attitudes and behaviors. They infer from their dhca, for example, that

the schnol is the most influentia;ﬂpolipical socialization agent with

4

respect to atticudes-ébOut'gooq citiéenship, compliance with rules and

L * - - .
authorities, attachment to symbols‘qu‘insbitutions, :ﬁf independence
. ‘ .

from partisan politics; . . . R . ‘

The major concépcs within this approach are: institutibné, roles,

[

and the relationships between agents and those who are being socialized. -

ﬁow the school operates‘as a total institutiop is of concern. The

N

scﬁooi serv;s matny fupctions that influence students.:- The level of

- -

'burgaucracy, the systems of-control, and the.flfxibility of the'environ-'y

a

‘ < ment are“all studied1

) Inqtitutional organiéation’and the role each institution plays are of
. i K{,’““{’
¢ - )

-
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primary interest. Findings demonstrate that a wlde variety of institu- :

_u'

. tional agent$ are interactive--the home the school the nedia, and

community organizations (Remy, 1977). This apgroach definitely widens
' -
. the range of factors that affect and contrgl students. It requires the
' Y S kY .
.definition of a role for education within a complex set of indtitutions.

In the past, this role has not been well-defined, and schools have , -

assumed & wide variety of responsibilities in the socializaticn Process.
. ¢ S
’kesearch findings have been contradictory regarding the school's

! influence on students' attitudes fnd behdviors. It is apparently one of

» - =

a set of socialization 'Influences. Yet the school's particular power
£

_ ,339,36§;ct are as yet-ill-defined. Langton and Jennings' (1968), for

] .

example, found that the civics and government curriculum had little or

—
. o impact on political attitudes of students, except in the‘case of

their black subsample. found a positive relation-

Ehman (1972} however, 5
ship betweenjbocial studies courses and political efficacy and no dif-
e s ‘

ferential .racial effects. Identifying,the "hidden curriculum of the

"

\ ' , Institution adds another agent of sociali;ation. .Yery few studies, .
" ‘" - . . . : ] Fl . . » -
) * fﬁoyever,‘have focused on multiple agents or discriminated among the )

PR '
, Another major concept in the sociéiizetion approech Anvelves the
’ { . «

influences that different'instituiions might have.

role that indiv‘iduals‘\t

ers have been .concerned with the roles modeled by parents

ake in intgracting with studemts.

Tt

»

Here research-

L]
teachers,

. media heroes and heroines, and political figures such as the President.

-rf L

How these roles are taken by adult agents and how Btudents are socialized

[}

{

’
'10
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as a result is a major focus for sfudy. Agalnm, research results arg

confused. It 1is not clear whaf-particular influences are distihguish—

<é

-able across, for example, both teachers and parem*s, although it is clear '

that they are both importﬁnt role models for student development.
- - A final concept in this’approach focuses 'on the relationship between

agents apd those who are be&ng socialized. Researchers are interested

. . ; ) . N
in interaction patterns between parents atnd children, as well as between -~ |}

¥ o

teachers and students.. {Research along these lines focuses on interaction

' patterns In the classroom as well as those among students, teachers, and

&

administrators ﬂifhin school settings. Findings reflect that both the-
quantity and the quality of interactions can impact dramatically OE"’/) C e

students’ attitudes and bfhaviors {Ehman, 1969) .

Impiicatidns of .the sociaiizatian agents approach for school gover-

't

" nance and ciassroom climates are many. Those studyiﬁg schogs through
. ‘ L v ’ i;’ i ’
. this approach would first look at those in charge and itudy them in terms

of their impac{lgn séﬁdenté. The stddy of the principal,wfor example, )
oo and his o£ he; relationship to teéﬁgiré.and students would beka good ‘
» L

exaPple of this approach to,sccializatiaon.
. ’ The* approach ﬁould‘glso imply, a focus on rules wi;hiq the school

! L4

. system. The total school environment, as well as classroom regulations,

-

L would be examined. As rule-making agents, administrators and teacheys
-would be a primary focﬁs; The effect'of‘rules ;n interaction patterns

between these agents and students would he a major area for szddy.

The 'approach would also call for widening -the concept of education J/

-
-

i
- ! A o=

11




" for students’ schooling. There 1S a current move to broaden the study

Democratic Systems Appxoach- .

- . t ‘."
, s W “ v

/and its potential impact to a variety of agents who share responsibility

N

of educational interactions to include the community, the home, the work-

iplace, and even the.mass media. All relevant socialization agents and

* *their interaction with students are open to investigétion. For example,

Chaffee (1977) summarized the re;earph to date relating mass commgnica-

- .
v

tion to ppolitical behavior. Ome conclusion states that the mass media
- - t

constitute the principal source of political information for younmg
people. Children who pay close attention.to news in 5he media are also

more likely to discuss public affairs in the home. Cleg;ly, mas; commu-

nication is an important factor that must be taken into account in con-

. Y
ceptualizing any system of political educatiom. A
’ -

A finhl impli\Etion.of this approacH to school governance-and class- -

.

focusing on agents of socialdzation as initiators of

‘ . Lo
L
.

8 are concerned about their fmpact on students aﬁd“hﬁy;d

rooms involw

change. Ag

change their own Behavior in order to change students' hehavior. Much R
+ ) -I’

of school reform has focused on changing the agents: of socialization I

rather than trying other means to make an impait on students' agtitudes

and behaviors. - : -

v

»

*

>

‘ The last approach to be discussed 18 the democratic systems

approach. It desls with the interaction of school and Bééiety, and
participation within the school system. Here the school 18 seen as a
12 22() “

.-
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' practice arena for socializing students to assqme adult roles in the o

democratic processes of the larger gociety. Studies done by Eaéton and

N *

Pennis (1969) reflect this particular approach. The roles’ students play: --

'
. L x

in school and society become a primary concern, - ) }'

The major concepts in this approach are attitudés of suppott for.
]
the democratic system, participation, representation and change. A,
. - € ’

f

recurrent theme in a democratic theory is whether or not .support for

0 ‘.

democratic,norms exists within society.

Normative as well as descrip—

tive theories reflect this concern,

*

determine @hich soeialization~processes help facilitate support f&i
) .

democratic norns.

L]

Many resedrchers have atrempted to

«

o

-

‘Findinga reflect that a school'a deﬁbératiratioh'may

or may not result infsogportive attitudes on the part of students. , Cur-

-}

-5, ricula designed to increase support for _democratic prinéipleSJhave not
'proven to increase adherence (Ehman, 1977) . While support is genepally

found in’ the abstract, little consensus exists in the application of

' democratic principles in specific situations.

- .
-

’ i The second major. concept involves participationQi Those intergsted
. ) \

s ' in.a democratic systemshapproach focus on a controversy that has heen

1

wide—ranging over the last decade. This controversy involves the extent

and form of participation that is necegsary for citizena tb'support;tﬁe
. . . . - " "'I'
: democratic syatem. Some argue that participation {s not necessary on

the part of all citiiena 48 long as segments of the pubiic are informed

-

e - L. .
and vigilant (Dahl, 1956). On the other hand, others argue that some

" forqs of participation are mecessary on the part of all citiaeﬁs in owder
L] ‘ . N ’ -




-

to maintain' the dempcratic way .of life (Pateman, 1970} .

»

L

This conoept -

involves 1ooking at schools in terms of _thedir socialization of skudentsf

*

3

e

for democratic participatioﬁ both 1nside the classroom and in genegki .
qc - ‘L“' ’ .Q ’

v

scheol governance.

In this hituation, student participationfﬂlﬁﬂqQol'

P

governante*and‘classroom organization 1s considered to be an importafgy —

part of socialization training.

. s
. k

E

l
5, ]
K ne

LS

»

It is worth noting here that patticipation has most’ often bgea con~.

a

may "allow"

-

they control the boundaries under which students participate.

.

sidered by .researchers as a one—hay process.

L

Y

-

LY - -
students to participate in student ceuncils.

“n é}

“Beéearch~ .

PR |

For example, administratotrs .

fEdti‘ %

ers are begfnning to explore more reciprocal relationships -and thai;

4 -

0 e

pact under the rubric of-the idea of "co-production.

ipvolves joint planning, decisioncmaking, and 1mplementation efforts ’
»

<

It 1s to be hoped that , Some comparative work will soon begin on thé- :fn

differential impact of these two approaches on Studgnt citizensh&g\ o {*

"

g

Co—prg!luct'ion'&h

J-‘
-

P

]

~ - .

activities. : .

Repreaentation ds another key concept involve’ in - this*approagh

g F

Here thére is a basic concern for studeqts rights snd resﬁongibfliﬂi

=

~within the school and . general political system. How studémts Are repre-

“ - N LT S
P ! , * 7
' ‘ ﬁ ‘ ‘

+

es‘f‘e

4-9‘

I 4

sented becomés a major'focus for study. Researche;s are recogniziﬂg the

impertance of students'

b

L

direct participation in’ School governance, v

F

rights and how representation impacts studentb . "

o .
. -

‘v

L3

A final major concept within this approach invdlves ﬁhangf ﬁerej. N
researchers and practitioners Have: focused on the need for citiZen%;td- “
- Wy . '.: ‘ .r'¢°‘ i
_ L& - & L=
4 LA 1 ~ ‘}' .-:
I3 i)
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vf*uﬁdérstsnding school governance-and classroom climates are several. On

)

"t

A

partioipate"in‘changes }n the system in bath formai an{_informsl ways:

Changes uithin the school classroom which are student initiated become

-

j?”ff“r focus of attention.

- -

* -

. attitudes and behaviors 1s included.

r

The inplications-for utilizing the depocratic systems approach for \

’

.

the one hand govérnsnce questions focus on, the society and the need for
’

support of general societal norms through attitudes and participation.

» .
. On the other hand specific kinds of citizen barticipation and training
M -

become an important focus._ Both tha micro- and mscro—socislization

“

The impact of such activity on students . ..

vaspects of democratic gysgtems would be ar the heart of anx study ‘that

Fl

-

included a democratic systems approach.

¥

.

[

i

‘A democratic 8ys!!ms approach dlso tends to focus on prepaxation
i

for the future. In thia ssnée both scﬁool‘EQVernsnée and classroom

*

envirdnment prepare future tirizens forrparticipqtion in the democratic
a N ‘. ’

They would be concernmed about the %uture“shape of the democratic

system.
‘ , ) ~
system and how citi(en participation wotld impact vpon 1t.
Governance would also be viewed in terms of participation. Here

" the ent@re question of who governs or which citizens _govern is a major

*

Implications for—school governance would include raising

b

-case in poiqt.

questions as to appropriate pagticipation and representation in school
policy as well as in classroom decision-making.
X . . ~
The approach also raises a msjor_issue of control and how leader-

- -

\Eollower relarionships are, conducted in a democratic systsm. How much
A v )
¢ .
o : . 15 . ‘ -
. 23 .
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-~ - 1 -

. A .
_contrel and for what purpbses is an essential question here. The \

. socialization process which builds support may or may not be one which

results from control of or by a given set of people.

All these different approaches have a great deal to say about how

-
-

schools, administrators.and teachers treat students. In the first in-
stanceg, the developmental approach, students are the subject of gover-
nance questionSa Their devel opmental needs are ‘'of primary concern. In

f— » - . .

5 )
the second appreach, soclalization. agents are concerned with their o

ay

»
behayiars and relationship te students. In the democratic systems azf\\‘“\'

i “ rs -
proach, studenJS are part of a group that extends beyond the school and
L]

- ~ - *
their preparation focuses on largezhsocietal purpgsgsf In each case,
t : . T

- Susfe will be treated 4ifferently within the scheol system and‘yithin‘ p

ghé classroom and will be Qggpared'fﬁf different types of roles within
soclety. ., e o -
'. - - ot

Is

W
-

The implications. for research are great, as are those for pracéice.

+

, U?@Eh?ﬁe whéif)guestion of school Ehaﬁge Es raised, the issues qf who

1 T

- ) = N i} 3 .
governs that change and whe reforms whom are malor ones.  Vhether these
Ll '. . - "
1ssues are administration,.curricular or community related, the extent

to which éducgtion i% a collabératiye process, concerned with both
1 . . T )
students and professioﬁal‘educatorsx is influenced dramatically by the
- ‘ . . -
type of appreoach employed. * - T . i
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.Issues in School and Classroom Governance R .

o

~

We all know that s’large part of problem solving depends of the

€

perspective that is taken by those involvéd in the process. Often, basic

" value assumptions and structural questiqns remsin*hidgen from view. 'we
have seen that there are real differences in soedalization approaches -
- and in their 1mplications for school and cfassroom governance. our* L

-

purpose here is to demonstrate how generic governance issues can be e

.handled differentially depending on the approach that i;jused, and‘;o

-
-

propose an integrated, ecological approach to probIem so}ving.
. i

Roles.of the School e < ‘ ..

. e ¢ AN . T

One prominent issue in school and classroom”governance is the role

—r—

¥

of the school in student learn:fng.

-

L

As societies have hécome.mOre com-

.

plex, the school has taken' on new reSponsibilities. Academic and voca;fx

tional preparation, social training and the preparation of citizens, and

the teaching of humanistic‘values'have all become part-of the school's
: - - ’ v, \-‘

[} w“ *

role. .

K3

The variety of purposes and goals for the school poses a governance
= . - en - e !
problem.” ilow sLhools state”purposes and goals can-he influenced drama-
"tically by the perspective that i{s taken. eSuppose, for example, that
. B - J

school administrators.or teachers decide tojprovide quality education.‘

*

a

-

Their perception of what is quality education could vary depending upon
the particular socializgtion approach that they used. Using a-develop-
~mental perspective might lead them to focus on stident competenciesn

- S & B

«




d

. . ) = f .
. They wOuld probably view the goals .of the_ school in tlrms of the.coghi~

. " tdive and’ affective characteristics of their students.

. . L]

¢ From an agents perspective, the entire problem would look very

. i different. School administrators éould ‘be concerned about their behavior :

' * ,_".7, and the pﬁx’poses .and ®goals that are fulfilled in administration. A goal

‘\of'improving communicat fon between administrators éﬁq §eachers in the
-3 b \» . -

aschool would fall un er this classification as would-a teacher & goal .

" _to,provide_more inquiry activity in his orhher classrocm. Under a demo-
cratic gystems perépective, however, purpeses and goals would relate.to
- . Al ‘ L

-

larger cbmmunity o¥ societal iSSuES. Goals such as preparing knowledge-

[ able citizens qculd fall under this classification. Thds, we see that

-

thHe role of the school and the object of school governancejwould be
s . . . ) . - ’

. * . different depending 3n°the socialization perspective whieh was taken.

Ly

P oo N Aithough issues of purpose can be confronted directly by soctaliza=--
v ) tion approaches *gome &uestions are-altogether avoided. For examﬁle

- -

- none of the approacheS'helps in answering questions of student needs as -

. perceived by the students themsgeltes. None of the eocialization ap-

= :
[y .

o proaches provide "bottom—up"'straf??f@%. They'are all concerned with

‘M N S b "
- what happena-wheﬁ}h_ﬁivenwset of‘factore operates on the individual or

r

on the unit of analysis. 'Thev do not consider how the self-declared

- P

P

e ©  needs of students can impact on school goverfiance. ' i
One current program the School Environmentai)lmpact Program, at

. Indiana University, is. designéd to surface a set of strategies for school

are
. » iva,

. governance based on students' needs.1 An array of needs are, being .

5"




*

identified, and strategies for:responding to those needs are being

L -

Such « program does not take any of the three socialization.

*

addressed%
perspectives, but begins with the articulated needs of the student as a
factual base for developing’programs which will. serve those needs. This
Y

perspective is not within the purview\of soclalization approaches

aithOugh coﬂlideration of the reverse direction of ?ost socialization

Q—

theories‘can help'to:guide such inquiry in the development of workable

. . % =
strategies for meetiung -student needs in schools,

[

*
Governance Structures -

i ] !

A second sfgnificant issue which 18 ofter raised in school and .class-
. . “ A : -

-

room go;ernauce‘involves the structure of the school or the classroom

and its fit to the heeds of the participants. Surely thfs issue is

handled differently depending on the apprbach one takes. Many of the
1ndividualistic teaching atrategies for example, grow out of develgp~

mental socialization theories aud certainly are implied b; their findings.

L

The same is true-of aschool learning centers and modular scheduling

4

deaigned to fit the needs of individual students. .

. "
+
* -

. On the other hand, when the agents approach is used, a. great many

*

differenc typas of structures are developed in order ‘to mEet administra-

b

and teachers' managerial needs, - Scheduling and school responsi-

bilities for teachers are one example; another exempke uould'beﬁthe

tars®

[

classroom which is structured to fit the teacher’s needﬁ fnfﬁﬁﬂﬁgnfl.

A systems approach would necessitate an entixely differeut governance

+

%

-

—




a -

structure, . In this case it would be determined in terms of the fit of

the school structure to the generaf society or community, and the fit of

a—a

ithe classroom to-the school. A set of interlockingfstructures which

. serve the interests of the more general 'system would be considered.-
\.' - " |'
Classroom structure, for example, would reflect gemeral school and sys-

- [

éémig proceésés in a society, and teachers would attempt to model .

4 R -

socfetal roles, s ’ . .

With s Issue, too, there are several questions unanswered by any

Of.' the socialization approa&hes. Although a great deal eof attention has
been_paid to the democratization of sqﬁbols, few schools would be con-

i 3 , -
sidered democracies, A 1afgei quegtion of whether or not nondemo-

-

cratic structure of the school makes a measurable difference in student
attitudes or behaviors, or their future sacietal roleq,'is left unan--: "

. 14

swered by socializaﬁibn research under any of the perspectives.

T

“ ey
Several studies have eemonstrafed contradictory results. One study

conducted by Ehmgﬂ'and Gillespie (1974) demonstrated that both elite

*

(meaning top-down) school organizations and participant (meaning consen-

*

sual decisjon-making) organizations have positive effects on students's =
. ‘a #
- » I - 4
attitudes and participatory behavior. Although the participant struc-
tures promoted a greater degree of positive attitﬁdes_and participation,v
¥ . - !
L

the relgtionship between the degree of authority and control eXerciged
in : e school an& posgitive outcomes in terms of studeﬁfq;|;5p§t, integr'a_q f‘
tion, efficaqy and p;rticipatfun bits was curvildnear rather tﬂaﬁ :
linear 6n the. democratization contibuum. These.tg?pes of results :é'ed_to.




- P

. , "a,
be explore Socialization approaches do not‘take such questions %nto

»

|
L
i

) .

Nor do existing socialiﬁation'approaches confront the questiop. of

. account, . .
¥ " .

‘the long-term impacq of schopl structure or classroom governance. e

* [

have no ides, for example; whether or not authoritarian governag®e st ruce -
tures have a loﬁ—l:em authoritarisn impact on theilr participants.

Longitudinal.studges which trace attitudé% and behaviors of students

- ~ * .

over extendéd periodg of time are needed before we can recognize the

impact of .the structure of school or classroom govérnance on participants

¥ .

within the school community. ) Ve . )
‘ - .

Governance Processes ST - .

— #

-

~ A third 1ssue revolves’ around the process of governance . This is | « _

always a probiém 1n schools. Key questions of representation and parti-

cipation. are constantly béing tested and retested in most schools,. They
- . . . ) . t

are often tested in claserooms. .

Most of the socialization approaches provide stant atteniion to
= e

process varisbles. The systems aﬁﬂroach probably offers the most direct
' L 3 i e

focus on processes. Géﬁegally, studies have found thpt participation A

improves the process of governance in schools, Sfﬁdents, teachers, and
administrators &ll directly benmefit from their involvement in decision-

‘ .
making_(Kirst,'I.FZ). What 1s not clear is what ‘impact different gover-

nance strategles have. If, for example,” a majority rule is used in

2

teacher meefings rather than a more exclusive- decision process, it 1s not

-
L4
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i »

clear what short- or long-term éifference the rule makes for teachers'_

"attitudes and g;haviors.

Even. the systems approach leaves ocut key q;estions which are‘{mpor-
. tart in any overview of school and classroom g;yernance precesses.

f . Questions about what type; of pargicipaFian are sppropriate for wvarious
participants in the school com;unity Qre }eft unaddressed Ey socializa;
tion theories. Key roles that individuals might take in school or

classroom governance are left to speculati;n or determined by values

rather than by“adequd%e research findings. The question*of the roles

§;hools play In training students for participation is also lef; unan~ .

swered. ’ . N

4 %
One recently publishéd program, American Government: Comparing
+

Political Experiences (Gillespie and Lazarua,h1979), teaches 12th grade

atudents specific participaﬁ&oq skills. It is the first course of ita

typeuin American government.that systematically attempts to teach poli-

tical ﬁarticipation competencies. We will only know through long-term

+

atudies ;ﬁéﬁﬁ!ﬁ or not student entry into the process of ‘classroom
governance haa an impact. The same applies to school govérnance;f Unless
. . ]

. . specific gxperimentﬁf auch as the government cbﬁrse déécribed'above, are

o -

designed in 'such a way that atudents can take a real part in the process

. of school governance, we will not know what the long-term imﬁact is, nor

-
ot
will we be able to diatirguish important and productive roles for parti~’
¥ ‘ '
cipants. "
, K second major process question which remains largely unresolved by
&
. ! - L * :
'!,.' : ‘) 22
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socialization research deals wiﬁh how mich participation in the process

N of governance 1s Important to the devé10pment of habits bf'participation.
Although the dem;cratic systems approach brinés this issu;\to the f;;e-
front, the degree to which someone needs to participate in a school
environment in order to develop i&gortant habits for societal roles is
not addressed by the democratic systems literature.

Currently, the Energb Education Curriculum-Project in t?e State ofw
1ndianaz is attempting to develop a K-12 curricul&m to fmprove habits of
energy conseryation émong students., The cu?ricuium.stresses the deveiOp-

meni of competencies in individual and group decision-making and ;:rtici-
pation on energy issues. tDaté from this program may give some informa-

~ -

“ %~ tiom about how habits sreéformed and how they are sustained through

school environments; yet there is no coitpatable study frpm‘othg& nationalg
state, or local curriculum efforts. " Therefore, the questioﬂ:af how to

develop sustained participation??abits Temains. ¢

4

Schoal Change .

n i

a =

A fourth set of questions surrounds the subject of change in/School

and classroom environments. Socialization theories have been fightiy
’ . e,
categorized as static and supportive of the status quo. Even the most.

dynamic of them do not take into account changes in ipatitutionsqthat

occur over time. Without some type of change theory built‘{nto sociali-
zatien processes,'they will be of little use to those who wish to under=

stand sccialization approaches to governaﬁce, ors to those who wish to

] - -

23
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practice change in the schools. ®

J
There are several questions which highlight the barriers to approach-

-

ing problems of .change. Regardless of whjch socialization perspective

is éﬁosen, problems of ' aggregation face those interested in sehool

-

governance. .Suppose; for example, that we have an image of the ideal

dﬁeggratic polity. Suppose further thatzwﬁ have an idea of how schools. .-

*

socialize individuals into that polity. We are still oﬁerating on two

levels. There is & macro or systems level, and the other is a micro or

individual léyel. We do not yet lmow how people aggregate in order to
make a syhtemig imp;ct. ‘Until.néw theories, findings, and practices

dealing:;ith'Problems of aggregation and size can be articulated,’ the
question of how Eo.train an indivi&ual for a-social role which depends

*

upon group impact, either in a formal group or in an aggregate, will not

-

he fesolved. .

"

A second set of ﬁfo§lems involves lonéituéinal analysis: Research
condu;ted over long periods of‘:Tﬁe is needed in order to allow research-
ers to'describe change processes as well as to explain them, both on the
individdal and the macro level. Until studies of long:term change are
done, those whp wish‘to improve and gustain léng-tgrm patterﬁs of beh;v-

ior‘wil% be at a loss as to the change dynamic which allows for the

support or change of institutional structures. . '

~ . -
1 .
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An ﬁcolggical Approach

-

All of the perspectives and issues that have been raised here have

lﬁd ug to probe for a way that socialization approaches might be recon-

' ceptualized. The need for integration of these approaches is obvious;

-

no single socialization theory will provide an adequate theoretical or
practicai base for the solution of problems in school governance and .

classroom climate.

One possible integrative approach may be termed ecological. Norm~

g
a

' o+
ally, one thinks of the environment when one thinks of ecology, and - ’

-

indeei, the socialization process does take place in both formal and in-

formal enviromnments inside and,autside the school. In effecp, rules-of
govérnance are part of the school's environment,‘bug 80 arehthe physical
(ac;litfhst the mobiiity patterna of administrators, teachers, and stu-
dents, and other aséecﬂs of both the bu?lding and‘ng symholic eq&iron-
me;t. The}efore; when we talk about aﬁ ecologicéi apprbach as integrating

. _ »
several socialization approaches, it is important ‘to consider that the .

ecology of schools includes physical, pé}choloéical, symbolic, and inter-

h o
. a

actional environments.s_ .
At eéological‘;pproach would include a focus on individuals and

their development: Major. questions would involve developmental pattertns

and whether or not they are in hgrmony or iﬁ,discord with Fh&\:ﬁvironment

of aschools or ¢lassrooms. Individuala, in effect, would be thekpoints

on.the map through which we would pldt the ecology o{ schools. Looking

at a standard map, we might think of thg cities as representing.individuals.

-

;

=
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The environment in and of itself would be an important factor., lere

we integrate the systems approach to focus on rules and processes of

3

government as part of the environmgggwEB which individuals interactllehe

divisions in the environment aféethgigaze through which individuals pove
. Va

x

and are of major significance. ‘%Doking again at a map of the (nited

States, for example, the environment of institutions could be seen as

the state boundaries; the ruies would: regulate both withirf-state aqd .

N

between-state activities.

We would also be concerned with interaction. In-effect? through

L3

-

grouﬁ proce&ses, interactions provide the cement between the individual
and his or her environment. In this way, agents of socialization would
be important as they provide role medels for interactions with other
individualf. The fnteractional ecology would provide the road~haps

between individualé, with the baﬁndaries qet'by the school environment.

Carrying the map analogy further, the interactional part of the environ=-
t a

ment would be represented by the’communicationylines existing between

cities within and among states, )

As has been showm, the ecélogical approach takes i&call three
socialization dbproacﬂea and provides findinbs which take a holistic view
ofﬁprocesﬁes of school governance and practices in the classroom.

The integrative function of this approach can be further 111ustrateé
by looking at Susie, a tyﬂical middle schooi gfudent.. Under this ap -

proach, Susie would be viewed as interacting in a larger enﬁlronment“

Her development would be seen as influenced by and influencing a‘larger>

1
- ¢
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1nteractioha1 network of which she“is a part. 'The network would be {

. ¢ N :

fluidj dynamic set of interlocking rélationphips with friends,_family,
? i p -

school pa-rticipants, and other socialization agents. Systemic rules, '
both formal and informal, tha.t govern her attitudes and Behaviors would
be.of major concerrt. _ - - T

The ecological approach focuses on two major concepts which will
“aid our .desire to provide a more multidimanaional holistic approach to
socielization studies. Indeed,. one major concept is thgttaf integration,
in this case beyween people and ;hei: environment. A second éggnificant‘
concept involves the human and n;nhuman resources which can ‘be’ used to

improve the quality of that integration. Researchers aﬁq practitioners

alikg often segﬂﬁzt their thinking about achools and anderutilize tﬁe

‘resources available to them. * For these Teds0Ns, an ecological.approach

@

could add measuxably to socialization regearch and achooI'pracfice.

Aa these ideas demonatrate, the ecological approach can.provide
inbegrat!on for 8 variety of actialization theories. Although “the eco-
logical perspective itaelf is rglatively wall—developed; ia.has not”baen
applied to socialization processes. [t is our belief that intégaatin?
ecplogical apd socialization per:gectives could provide a dynamia and
important comtribution both to understanding the socialization.of indivi-*

+

dusls and groups, and’ to the study of the ecology of schools.

-




Conclusion -
- . 3

One ol;vious, yet important, géneral conclu‘si.im to thls review is "f.'

that socialization theories are to be effecti\;ely utilized tp under-

stand. ychool governance a'nd classroom climate, they need to be .related ~ :

L N

in some way to educational theories, Although we have created. some

?vague relationships here, no ona has really attempted to jinquire system-

atically into possible patterns of corresPEndence between the Ctwo, Fp}‘

example, do developmental approaches imply humanistic, im'i:l.jzidualisti_c‘,“ .

P

" or programmed approaches to instructidn? Do demoqrafic theory approaches .

- v .\
imply participant forms of education in which students and -teachers

jointly determine educational g.oals? Thinking through pos'sible patterns

5 N P

of correspondence would greai:ly enhance the poténtial of any soclaliza-

' N P . -

*

r.:!.on a_g_pr‘qach. - S e, - y e

»

There are a_ great nanyfri'.s‘urch implications h stem from this

review. For research purposes, it is clear that studies should focus
on’ the dynamics of the soc:[.plization process and comb:lp;; perspectives -
. * - ' ' ) * *
across varioua socialization approaches. Research,¢o-be realistic and
: L .

L]

*  usable, should also iﬁ.clude people from the scthoolg in its des_igﬁ,

- B
. administration, and implementation. . . e

L ' If research were undertaken uaing an ecological approach with a

Ll - 1 K

socialization basis, new findings about socialization dynsmics would be -
4 - L] .‘ r .-

possible. At this point, there is. very little known about the 'dyﬁmics'

of growth or change in school en(iranmta or in ,.él:ool }:lahirooﬁlq. . Only

v

through this combination of approaches could we discover the main change ’

R ) .~ L

.
£ = - - *
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-

processes from a holistie¢ perspec¥ive. -

In terms of prég}ice, the study indicates that sheer iraregess of

'socialization procésses by scheel persomnel is important. Once aware-
’ T

ness is created, however, it is important to see socialization not as a

static phenomenén, but rather as a dynamic one. School personnel need-

_ to be a8 aware of long-term changes that are occurring in students and

*
other participants-inthe school community as they are of the knowledge

or ci:gnitive gains that are measux.'ed by achievement factors. Finally,"

»

a variety of factors need to be considered by schoo} educators because

-

the school ia ouly one part of the gocialization prbpess. More attention+

-

. \ .
. needs to be paid on a practical lsvel to education going on in churches,

L

-places of work, and other community iwstitutiéhs.

- E]

Again, the ecological approach could help schooi practitioners to

Pl

realize tlo._a mich Sreater extent the physical, psycho‘logical, and socio-

*

dynamic aspects of their environment. If researeh were conducted from
‘,\ﬂ—

this perapective, £t could ‘contribiute explanatory recommendations for,
school change, as well as suggest ways to improve school eﬁvirdnmen;s to

fit the maximum potential of administrators, teachers, and students.
- * . »
The ecolagical approach is certainly not the only solution to the

probfem of the integratioﬂ of socialization theories, yet it bears’

special attention given its integrafive function and its explap&tory
B Ll ____/] - . . - N
potential. We look férward to a futg;e when ecological studies with =

socialization base will.serve as the basis for'abcritique such as this

one, 30 that we can see whether a new approach will fill Zmpo;tant gaps “

-

*
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in understanding and help the ;:::EICQ of education in schobls., After
L ' - . e
all, without both the research and the practical application, socializa-"

tion theories will remain topics for conferences rather than operational
-

aids for improving eddcafion.

F
.t
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Reference Notes
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-
- - -

&

1, fhe School Bnvironmental Impact Prdgram is directed by Ju&ith
A Y .

Gillespie-at'the Program, in Educatiopal Policy and‘Change at Indiana

Tmiversity. The Program is funded by the Indiana Pepartment of . -
¥ " . \ ‘ *
Public Imstruction.. Fpr further information, contact the Director

at the following addreas: Program for Educational Policy and

Change, Workshop on Political Theory and Policy Analysis, 8l4 East

< & .

» .

2. _The Enefgy Education Curriculum Project is difected by Judith' o

Third Stseef, Bloomington, Indiana &7405.° .

Cillespie at the Program in Educational Policy, and Change at Indiana

University. The Program is funded by the Indjand"Department of ’

o MY

Public Instruction. JFor f&éther‘informatign, contact the Director
. . at the fbllowing address: 'Riogram'in Edicational Policy and Cliange,
.Workshop on Political Theory and Policy Analysis, 814 East Third

Street; Bloomington, Indiina 47405. . S o

3. The best articulation of the ecological approach to t?ﬁ/gxudy of

A .
-~ pchovls we have found is in Lee F. Anderson, The Zcology of Politi-

cal Bducation in the United States, paper delfvered at the Conference.
. r . . % .
on Political Education in the Federal Republic of Germany and the

Inited States, Indiana Un;vefsity, Bloomington, Indihna, Septembe£,

h -
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The ‘issue of children's rights (e a very large topic and one that

can be addressed from many differen(perepectivee. This is true because

children have many different sefn'ef rights: political, social, legal, - '
" #

human, and 86 on. Each-of these seta of rights is important and poses .

L~ ' challenges in today's world. Aithd;ugh I wish that:I were able to speak

-to ’theee many different set o-f rights that is beyond my range of
- “, Je""‘./

tvompetence. I am 4 developmental psycholosist and the only domain I can
- B

Tc' a&dress with ‘hqlhority 18 th-at of thildren's psychological rights: It

*

" is t:hese psychological right:s “that will be the focus of this presentation. Q

£ e

- . Before aroceedin.g,zto that discussion, hwever, it might bé well to

. . say someth.‘u‘ aboﬁt the concept of rights :I.mgeneral. As T understand

¢ the toncept of gﬂghts. it has to do w:lth entitloﬂent with birchrights,

oo with wheg is due to chiljdren‘as a conaequence of their existence as human - “
beinge. The challenge which any set of rights R‘neea. t;uen. 1a how to o ‘ .
ensure that clvldten receive what ia their dué, that to wh:lch they are

T ent{tled. .Accord}ngly, in talkingebﬁ___r_g’n_.nt‘t chiidren s.psycholog:tcal righte: . '
we ‘must begin with .tl:eir pcychological entitle;neng d then look at the |

. “ -, . s
_ challengea wh:l.ch that entitlemént imposes. " s 4 ) . 2,




= -y

- L %" -
* L o 7.
R . . Children's Psychological Rights
- -~ .‘-‘w'; - N
. From a developinental point of view children can be said to be p,

growing, fﬁbﬂing and showiné individuals, Chiidren grbw in ability, in

knowledge, ¥n skill, in Sénsitivity, tact, understanding and much more.
L] - - i~ N
Children are also knoﬁing individuals inasmuch as they are continually

ing to make ggnse out of the physical and social worlds in which they

live. Finally, childien are showing individuals in the sense thgt they

seek; e ress or to.repres:nt to otheragfhe_pfﬁﬁfeaq of their growth,

apd of their attempts to make sense out of\ their world. - Talking, writing,
dancing, painting, and aéulpting :re but some of the ways Childle
demonstrate theixr -symbolizing nature.

- *

.‘I; seemy_reasonsble, therefore, to suggeat that rhese_baaic

L

ffsychoiogical pr&penaities of Ehildren‘be considered riéhts and that

children are entitled to their realization‘ If ye accept that children
have a right to grow, to know and to show, what challenges does the

future pose to theLr realifé/ion? In answering this question I will limit

ey

the, discussion to our Aﬁhrican\experience. This ‘1a necessary not only for

, to talk about in defail. “First),

reasons of apace but alao becauae:éhildren g paychologicailrights are‘
= - . . w
conceived differently in different societiea.

The Right to Grow . g ] .

As suggested earlier, the child s right to grow has many different

-

> t?acets. iantellectual, personal, and social. To my mind some of these

rights to grow are in particula;>dange& today, and it s these that I want
. . . ’

there is the child's right to grow as a

- . -
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totality which is challenged by professional differentiation. Second,

there 13 the child's right to grow .at his or- her own pace and time that

Fl

1s challenged by a misteading of our American value system. We neecil to

address each ofhtsa rights in turn.
‘ ’

The right to groﬁ as a totality. At a recent national conferen::e
f -

s

for child dévélopment researchérs, I became increasingly uneasy as I sat
. . )

through session aftug‘session of research reports. There were discussions

“

of memory, of ‘metape;ory,” of ;pace, time, perception, ‘language and social

I was :very impressed by the elegance of the research designs

o

cognition,
and the sophistiégéion of the conceptualizitions. Whac' I missed was any
sense o.f a f:hild as a totality and any recogniti/qn that the nature of
mel_nory: nekemory and so‘ on,,-higl;? be very much influenced byn.th’ ’
charatct.elf u‘i\t‘ﬁat totality. To be s{re, for researchf_\gposes it 1s ™

- '

.
. L3

necessar§ to deal with speeific diménqioqa and this\reaearch fotua does
little ;;ractical harm’ so létig as the researchers Tefrain from mak'ing

practical sug Where the lack of recognition of the child is a .

Q:n
growing{totality much more pernicio%f is the.whole area of children

with apecial neads. A personal experience may help, to exemplify what I
-«
means Some Yyears ago, I had the good fortune to visit § _small residential

7
school for emotionally troubled young people.

(1]
-

The facility was run by a ’

a

gusban} and wife team. He was a retiréd, successful auto executive and

“Together they created, in the

o

she was a gifted psychiatric social worker.

mountains of Colorado, one of the most, succgssful therapeutic en\{ironmentg
’ I have ler geen. . S
- - .<) ’ ! K * +
- / ol
¢ ‘ - :
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)

. were strong,.gifted and caring.

The ingredients of that environment were easy to see, if not to
Firat, there were the personalities of the two people who _
Then there was the family atmosphere.
?hey sof; helped‘with the farming, the animal husbandry and the household
chores., The former auto executive took the }ead and taught them the
basics of farming and mechanics. He and his wife together offered
regular sessicns devoted to formal schooling. And in the eveniflgs, they
provided their own entertainment with games, music, storytelling, and 5

readingq

Not long after I visited, the husband died of a heart .attack.,

+*

The

‘-‘facility was taken over by a younger couple whglobtained grant support and

ought in teachers, counselors, and therapists. In the new setup, a

farmer taught the boys to farm, a teacher bdugqt them to—vest;wma— -
_Each function became identified with a
A
Moreover, each person, teacher, farmer, or counse lor

o

understandably felt that his or her contribution had the major therapeutic

counselor: taught them to-play.

different person.

effect. In’fact, of course, the success of the program diminished

- gignificantly. :

2 -

1 have seen thies happen in other settings., I think what happens is

;hat professionql differentiabion of children 8 services can take place

+at the expense of the child's right to grow as a totality.

Children

motivation for socialization,

is divided among many adults,

including schoaling.

1its motivating power is lost,

" wpaeome attached td’onIy a few adults, and‘this attachment is a prime’

When that attachment

In addition,

[2 Y




Y - '
and equally important, khe chiid losas An opportunity to be treated as a
;hoig person, the primary means by Wh%fh childreh can come’ td thigk of
themselves as whole people, too.

The threat to children‘s right to grow as totalities (particularly
those children with special needs) 1g-also-threatgned by our tendency to

think of fhildren in terms of labels. I recall visiting a lab school

. . r N
for learning disabled children, The rboms were small and contained 1little

else besides a few desks and a blackboard. In each room a teacher worked

intently with the.children on math, or reading or writing. When I

" wondefed out loud about the absence of color,. plants, animals,,hnd

manipulative mﬁterials, I was told that these would distract the R

v

children froh‘fheir learning. ¢

Although this example is perhaps an extreme case, it highlights .the
tendency to teach to a child's i;belféd deficits, not to the éhil&. We
become 8o con;erned with re;ediating a part, ‘that we forget éhe‘whole.

But a child is not a disembodied deficit, nor is a deficit that concrete
L /

embodiment of a child. The concentratién onha child's deficiencies,

+ w o+ . w
however well-intent;;khd, violates the child's right to grow and functionm
as a totality. We.can help such chilgren best by recognizing their .

strengths as well as their weaknesses, their feelings as well as their

L]

verbal responsés, and their need for play and creative expression as well

- *

as for work. . ' >
N .

Our languﬁge 1s unfortunate in the sense that it places the adjective

before the noun. We speak of the dekf child, the blind child, the speech

handicapped or the learning disabled)child. Language suggests an order of

LY
" *
14 & ’
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priority wHich is contrary to the’child's right to grow as a totality.

But iﬁnguagé ia a servant, not a maater, and should not determine, our
. ‘ ‘ . R
practice. 1In Masdachusatta, we gpeak of children with special needa.

\Thaé, to me, puts the priorities where they should be, the Ehild first
y ' - - : - .

and the speciality aecond. /[Language is much easier to change than

children and while changea in language use will not cure the problem I

* have desc;ibed, I think 1t is an important and easily bdopted corrective.

The child, then; has a right to grow as a totality. iwo,challengés
to this right to grow as a whole person are the differentiation of

profeaaional services for children on the one hand and the diaghostic“‘

ey 1

v - ‘£
labelling and treatment of children on the other. To be sure, professional
differentiation ia important but it may go too far, to thé.poinf where 1t

benefits the professionals more than the cHildren served. In the same

-

way diagnostic labelling is valuable so long as the needs of the whole
child are t;pt' in mind. It is only when the label, the part, is t'aken. for

‘\{ .
the child, the whole, that damage ia done. The challenge for the future

1s to enaure that the continued,professionaiizacion of services for

children and more refined diagnostic categories do not threaten their .

- - -

right to grow as total .persons. ‘ .

The right to grow at one's own rate and pace. Wemust, I think, admit

+

a peculiar paradox in modern society. Prior to Darwin, men believed in

. ¥

théir divine origin and rejected any kinahip to animal species. ,Yet, at
the aame time, people in preindustrial societies were very well aware of

their biological nature ‘and accepted it with a certain zeatful vigor.

. -
»
4
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. .

Today, in our post-industrial age we know very well that we are descended
Y G ’ 4

from spes snd our animal lineage 1s well established. But, perhaps because

modern sociefy is so far removed from;nature, we ofteén ignore our biology

and treat ourselves and others as if we were machines, not organismic

beings. ' ‘ y

. This 1s particularly true ii psychology anql;n education. In
péychology, for example, the tremendous impact originally made by Piaget
is already blunted. We hear, from respectable voices, that the concept of
steges is passé, that infénts can do what Piaget said only children‘can do,
and that growth is nothing more than the gradual sccretion of knowledge .
In education, too, the concern with the problem of the match, as J. McV,
Hunt called 1{t, is no longer considered relevant. 5Ther;‘is no need to
match the child's sbilities with appropriate curriculum materials; all one

5

needs to dé is teach skills, snd these can be taugﬁt as eafly as you wish.

+

“Let's get back to the basics of cﬁrriculum,and ignore this child develop- °
ment rubbish.”
How easy it is to forget that we sre biological as well as spirituaj%rq
beings. Piaget noted this tendency in what he called "the American
-qu?stion": if most children attain a certain stage at age six, how can we
get them to attain it at age }our? Yet, we know that it takes an infaqt
nine m;nths to mature iﬁ the womb snd no one, to my knowledge, has argued
that we should-a;celerate th;t process. I havernot heard anyone say, well,
iffit gsdhlly ;akéé nine months, ﬁhy céhft 1t get to hsppeqain seven
“mnnths, or thre; months. Yet, once the baby is out of &the ﬁomb,‘we seem

to lose our awsreness thst growth tskes time.,.While we are merely iﬁpatignt

* . -

»
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with‘:he time it takes for children to learn to walk ;;d to talk, we are
dbsolutely chamﬁing at the curriculum bitlthat will get them to acquire
cognitige, athletic and social skills early. ’

We see this eagerness in the current efforts to teach math and

reading at even younger ages,_at the introduction of team competitive

SporEs in the elementary school gradéﬁ, and at.the dress and hair styles

£

of children that are miniature replicas of those of their parents. We

. i G}
want children to grow up fast intellectually, emotiorally and socially

and we refuse to recognize that the constraints on growth, which operated

-

within the womb, céntinue to operate outside it.
Consider just a few facts. . The body co;Tiguration of the preschool
/ child 1is quite different from that of adults. Preschool children are

mostly head; it makes up about a fourth of their body size. Bones and

]

muscles are not fully formed and remain soft. “Hany ‘motor coordinations are.
far from well established and children have trouble walking a balance beam

* and throwing and catching a Ball. Children also tend to have tunnel

-~
vision and to be unresponsive to visual stimuli in the periphery of their '

visual field. I mention thesé facts because they are go often forgotten

' @ -

when preschool.children are treated as if they were fully formed.
Whence comes this pressure to grow up fast, this violation of -

*
. children's right to grow at their own rate and pace? It comes in part, as

’ I have suggested, from oufﬁaodern tendency to deny our biological nature

despite--or maybe becanse of--Darwin. But it has other roots as well.

. These lie in some misinterpretations off&ur American value system. The

problem lies, or so it seems to me, in a misunderstanding of the concept

- . -
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that "All men are created equal.” The founders of this country meant this
in a-ﬁgiitical and a légal sense. All people are equal under the law nd

should have equal access to education, jobs, and property regardless of
- . . “
race, creed or religion. . .

Unfortgnafely..this political and legal doctrine, whichtis*the bedﬁsfk
of’our democracy, has been made into a psychological pos;ulatepas well, It
has Peen interpreted not as meaning equal access undeﬂ'the law, but equal °

~ability and talent. Consequently, in our society, it is!regarded as

+

immodest to admit talent or ability. What one can admit_to ;sﬂhard work.

P

Uccess 18 997 perspiration and only 1% inspiration.” Achievement 1s a

function of motivation, not ability or talent. If you don't ﬁﬁ:ieed in our

gociety, it 1is because yﬁu didn*t work hard enougﬁ, you didn"t want it "
‘enough. For adults, this migconstrued egalitarianism ma§ be g helpful
ratienalization for thelineviéable failures encountered in Gut socigty.

This psychologicalization of the equal rights doctrine becomes

pernicious’when it 18 extended to children. The denial of limits_hased on

differences in ability and talent in adults gets translated into a dgniai _ .,
of limits and constraints grounded in age differences in children. Age

differences in achievement among children are treated as-if Ehey were _ .
[ ] a »

individual differences in achievement among adults. As in®the case ofe

adules, the differences are looked upon as evidence of diffefenb. '

-

- “ I'd .
experiences, and motivations rather than differences in ability and talent.

ﬁqt adults do vary in talent and ability and children at)differéﬁt age - *

f B B

levels are different in their imtelleéctual competencies. It is not un-

American to recognize differences in individual talents and abilitieb. 71t

- e
Y
]
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is un-American to deny anyone the opportunity to realize and express® those

abilities and talents. So it is not unpatriotic %o say that there are
limits to ;hat children can do physically, motorically, intellectually

and socially: It must be understooed that children are born equal under \

A
-

the law, but not upon the delivery table.

-~

Instead -of engag{ﬁg,aur efforts in coqperted aftempts to deny the

" limits set by mgturation and development--so much time, effort, money and

" intelligence 1s wasted in that enterpriae--we might betier put. our ~

£nergles into ensd}ing that children have opportunities'uﬁder the law to

realize their #individual differences, To instill.in éeachers, pareé;sl
administrators and }egislators a knowledge and a respect for the limits \ _—
set by our biological nature 1s the real challenge £ children's right to

grow at their own paceland in their own time.

The Right to Know o -,
Chil&ren are knowing individuals in the sense that they are :

cont;nually trying "to make sense out of;the world 1in which tﬁey live.

Making sense out of the world means putting it into a conceptual fra{mworl‘

that has logical consistency and order. Children, perhaps even more than

adults, need a predictable . world that follows'rules and social conventfons.

Al;hough we, as adults, acknowledge the child's right to bé;ome acquainted |

with t@gs world, we sometimes fail to allow childreﬁ to make aense out of

thé‘world in their-own way. It 18 my.belief that a child's right to

know in his OT her own way 1is every. bit ap-impo;tant as thg right to know

itselfo . -

]
.
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There are at least three ﬁays in uhieh we as adults interfere with
) ’ . L . -

P

ehildreﬁ's right to know in their own way. One way is our 'fsilure to

‘

differentiate between dffective and cognitive interests. Another 1s our

failure to diatinguiahfﬁ/iween individual and collective knowledge, and

the third 1s the failure to distinguish between the ehild's-eoneeption

of r"lity and our ovm. These eonfusions present the reakehallenge to .,
the child's right to make sense out of the world in his or her vay.

Before proceeding, it is necesqgry to qualify the notion that

L4

child has a right to know R his or her own way. that

*

right 1is reletive, not absolute.

Like all riglts,

The child doea not, indeed should not,

3 N ::g

learn everything in his ér herioﬁh"uay. A ehildrshqpld not learn to
avoid fire by being burned or to stay out of the Etreet,by beiné hit by’

a car, The

is much that ehildrenﬁiaed-;p be taughtr épout the:physieal

and social world\ So the idea that childreh have a right to learn in

their own way is got am argument against adult intervention. It is an
taking zﬁe‘ehild's ways Jf kﬁowing into account whenever we
* . - . - \ * *

engage in imstruction. . N : : ~ .

o.

The child's affective and eognitive interests. Perhaps one of the

most wideaspread ehgllenges to .the child's right to know ‘in hia or her own

+

vay is*the confusion betueen the child's affective and cognitive
Ll .

interests. It is partieularly troublesome because.it often appeans to

be progressive teaching.: Consider the'foLlowiﬁg, qﬁite common eﬁsmplet

Some preschool bdys have become enamoured of dinosaurs.

.

_hear stories about{dihoeaurs, lq&k at ‘pictures of dinosaurs, and pla#

They want to T




=t

+

‘with plastic replicas of dinosaurs.

-
’a .

® .
Quite understandably, thé teacher

£YS

- cOncepts that will benefit their school learning..

u
. F4 - ‘

.’i
’

wants to ‘build upon this spontaneous interest Eﬂ instruqt children in

L] "

He ot she wants the

children,to.appreciate something of the size of dinosauzs

about how long ago théy lived wH’ they failed to surviVE and 80 on.

idea of building on children s spontaneous interests seémﬁ to make such

something‘

The

-

good pedagogical sense that to question it would almast hppear as heresy. ‘
But we must question because it reflécts a fundamental chnfusion between °

the child s affective interests {(the need to deal with emobional

conflicts)rand the child's cognitive-interests (the need to exercise a A\ /

’ -

'uatuqing abilfty). . Ty )

Fl

Why, after all; are preschool children interested in dinosaurs? My -

guess is that it is for the'same reasons that they are interested in

> L

witches and ogres fairy godmothers and handsome princes. We don't try‘

2

4£o teach around stories about witches and ogres because we recognize that .

&

they have dynaﬁic, symbolic significance for children.

- -

So, too, do-

‘dinosaurs. Children are interested in dinosaurs because they symbolize

s 1 - , - .
power and size that are nonetigpless' distant and which the children a?@\\
" able to eoptrol. Dinosauté»allow children to.work through, in a symbolic

way, powen struggles with the giants in their world.

I‘

. AN
. The proof of this®

is that once the issue is resolved, children droP dinosaurs as swiftly ‘as
- they picked them up.

*+ 'Children, then, are intﬁrested in «dinesaurs for dyhamic, not 1’a?f’

curficplar'reasons. To build cdrriculum conkent_into the dinosaur

- -

P . . ]
¢
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"interest prevents the child frOm knowing'hbout them in his or her own

Althoush teachers can feed the child’s interest in dinosaurs with

“

wvay,
hooks, pictures and models, the intergst should not be transformed into
a lesson élan.f Alﬁhough‘the cﬁild may learn ;omething'cognitively

ffom clasaifying dinosqurs, the real value of this interest lies {aghts!
cathartic power. ’

é a -
symfolic significance of their affective interests by overatructuring
. N * '

We must be caréful not to deprive children of the

»

the activity.
This confusion between affective and gognitive interest helps.to

explain a lot of the poor curriculym in our schools. For example,

.

first grade .children may éxpress.an,iniereab-in learning about tﬁe

F

plénets that the aecond gr‘??rs are studying. But this is an affective,

not a cognitive interest.’ They want to do what the next .age group is

r
- . L]

doing and don't have a clue as to what*plqpqss are all about.

by the'way, have a c}he to what planets are ﬁll about” even after they

- - - L3

have studied thei in second-grade. Planets--the sizs, diabance‘and a0

on~-are simply too abatract for fouﬁg elementary school children to
understand. ' ) o

"

They don't,

(/--'—*—-_.

)

w

There are, however, many' cognitive interests that children dé displdy
¢ g *

. »

and that are appropriate to build upon in a curricular way. When young

- childten begin to count and use quaqfity‘termé, they show that they are
eager and ready to get into meaguring activities, 'Children'svf;sqination
N ' « x N N = ) -
_— F ) . -
- with how things work is an abiding cognitive interest that one can build

upon‘in a curricular way. So, tooy children's curiosity about animals,

planta snd nature in general pfgxides a rioh bosi,t/;y of cognit ve ..

B
- - - -
h .

LY
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e interests upon which to 'bufld qurricufhﬁ projects. Building curriculum
. - - — ! ) ' 4
. ‘\ // Aaround cognitive interests is- the epiégme of good teaching. *
i e ¢ . ‘(, " e
’ ‘v How,. one might. ask, can you tell af fective interests from cognitive -

L ’ - -

. -onés} Usually the content bf.;ffecéave’inferests is inappropriate to

. . the childfs cognitive level. Dinosaurs and Indians are removed from what

" »

.children  can underatand and use to nourish their cognitive growth. The
- ~ L]

Star wars materials, Sdperﬁan, and Tarzan are all of that genre. They .

- have prigﬂtily affeq}&ve, not cognitive, significance..: In contrast:
dren's collections, or their concern Wwith building or with learnin%)

. ﬁ\ about and &aring for animals are activities that can nourish their

budding cognitive abilities. N
v - [ I ) ' .
{t would be a mistake, of couﬁse, to make too strong a line between

ogniEive aﬁd affective infexests. Clearly the activities generated by - -
Jaﬁfgétive interests often yield cognitive ghins. Likewise, activities

. . - i E
' initiated by children's cognitive iptgrests may have positive emotional

“ . L}

benefits. But there i3 a difference and that is where talented teaching

and parenting comes in. When.to fertilize an activity and when to pruwe
it are delicdte ‘decisions that gifted child.watchers lgarn intgitixely

- - i ¥
‘but which others can acquite with diligence. Indeed, one of the great

v
LS

cballenges to a child's right to know in his ot her own way, primarily /_{_’,

= . ~
cognitively or affectively, 1ig to-provide adults who are sensitive to the

. qusli¥§ as well as to the content of children's interests.

Individual and ‘Collective Knowledge. A second challenge to the ~

’ \\__‘u Fhild’s right to know comes frém the confusion between collective .:
. \ Y,

knowledge and ihdiéidual knowledge. By individual kgcwlgdge I mean the

- “

v - . ; ( l - 48 ._‘P : ]
> . - -
. . “ » " .
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, knowledge he or she has acquired. ‘By collective knowledge I also mean the

. the recapitulation afkuménf;rqrf the child does/not discover the truths of
. - ! . a - . ’ - .

‘been &n analytic one, Llet us analyze themd thif;nto its most basic

components, then they will have a solid foundatioé on which to~build all

" standing the discipline.as a whole, I# is only because the mathematidian,

sequence in which an iandividual acquires knowledge as well as the body of

social interaction(aeqdences that are involved in accumulating the

knowledge in a given giscipline as well as that knowledge itself. When

. l
defined in this - way, it is clear that the way an individual goes about
- - ~. - =_— .

dﬁqniring collective knowledge is not the same as the way colléctive

knowledge is accumulated and organized. -Jp acquiring collective knowledge, .

*

the child does not recapitulate the sequence that marked the accumulation

o

of collective knowledge itself. . ¢

‘ Wlthough no one today, as-far“és i&knmw, makes the argument for
' ' . ¥ Lo - ‘. Tet
recapitulation, another sort of confusjon between collective and individual
e . [ -,
A '- :q - ¥ | . § .
knowledge 1s prevalent.” In a gense thi® new approach is the antithesis of
2 o .

[ \ . i ’
mathematics by following the seguérge isforical discoveries in . -

-

ﬁathemétiﬁs, what geﬁuence should we:usa In nstruction? The answer has. >{_/
— v B

';.'-
dg;ponents frqm which all others derive. If we give children these basi¢

‘5

4 r .

of their ownLmathematiésztaaanping. \7
Unfbrtunately, the basic components scletion to the relationqbetyeen

individuq} and co}lective knowledge is aé fallacious as the recapitulation

doctrine. The basic fallacy lies An the fact that one cannot Teally

- -

appreciate qr understand the basic elements of a discipline wtthout under-
4

. J., LY
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’ chemist or physicist has a conception of collective knowledge as a whole

in that area that he or she 4s able to distill\ih:‘;:mmpn elements. This
is a basic tenet af concept formation generally, ly, that you

» ~ .:-L'
experience a wide range of instances of the'concept before constructing
P N -

the common features. To Jteach children;the common elements befdre they

have experienced the whole is 11ke tea:hing them that a circle encloses

’ %

360' of arc without ever showing them balls or targets.

' +

" Hany of the curricula of the 60s quffered from this fallaclous

analogy between individual and colléctive knowledge. What 1is missed and

*%

what needs to pe emphusized is that the acquisition of individual knowledge,.

- like the acquisition of collective knowledge is an empirical historical
4 ' N s

" 1ssue, not an analytic one, T¥f we want to knof howcthe discipline ofs -

A

mathemdtics came. to.be what it 1s today, we have to study the history.of

And 1f.we want to understand how individuals acquire
v

methematical knowlgdge we have to study the emergence qf mathematical |

mathehatica.

thinking in the child, Both ‘individual and collective knowledge have a

- +

r.history and that is wher2 their commonality rests.

The Ch;ig s Real&ty and Adult Reality. A third way in which the

child's right to. kudw can be clocked is through & conflision between the

child' s reality and the rea(ity of adults. Let me give you some examples

w !

Children's questions are a case_in point.

it

of what 1 mean. 1 recall a
He was confused
-

His mother, of

young man of five wholraq-into the kitchen one afternoon.

and upset and asked his mother, “Momﬁy, wha:-:;>§ period?"

' 1 >

course, assumed that one of his friends had told him about m?nstruatipn

k]
- ‘ 57 - Voo
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.and replied engfily, "Who told ycu about periocds?' To which her son Ve
" ’ _ P
’ replied, "Janie was angry at me and said "You can't come to my party,
- .

. period?h

-

Such instances are, of course, commonplace. They dramatize the °

kY * ]

L . differegce between the child's and the adult's conception of the.world.

~

3 . :
e child, has a right to know and to have his or her questions answered.
’ But it is important that we answer fhe questions in ways ‘that make‘-sen'se

to the child. When a child asks what makes the sun shine, it really is

of 1iftle ﬁelp‘if we explain the relations becween heat and liﬁht. Children
are_interested in purposes, qotiées, not scientific abstractions. An

' appfdﬁfiate an to the child's question about gunshine is to eay "to

help the grass and flowers grow, and to keep'us warm."

One might argue, of course, that children need factual knowledge aqd

that an answer of the sort Eh.t~I have described ig in effect "coddling the

" e

child.," Hy own génse is that this is not the case. In contempordry society
children are challenged on all sides by. words, concepts, and experiences v
that they do not underat.amd. This provides all the{ challen;es they needJ for

\\intellectual development. Answering queations at their level communicates

N -

respect and upnderstandipg for their world vie'u and makes children feel eared

‘_ . * . ’ -/
for and loved, Childrend have a right to that kind of knowledge as well:

The Right to Show . o, : A ' -
- v, ' . -
* * A basic human propensity is to show or express our emotions, our
. - - “

feelinés, our thoughts, and oﬂ:’discoveries'abou; durselves and the world.

A
\‘

This propeﬂglty ia pv!!enf‘at_all levels o{‘development byt ig patticularly ~
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-
<

‘right to show.

¥ ! .

prevalent in childhood wherg the‘sheef’;¥wness of the world makes children
: ' .

|
.bxim full of expressive reactions. Too ten, however, adults block this

eXpressiveness as if it were mere idle chatter; hence$?;he maxim "Children

should be seen and not heard.” The same aktitude is reflected in

-l

teachers who take children to a museum but bﬁend most of the time&;rying

Fl

to keep the children quiet. e

L

This bias against expression in childrek reflects a bias against

expressive modes of. 1earning in genetal. Thete is, no general acceptancL

N
of the fact that expression is not just mental foam but has body as well,

and that 1t 1s an important mbde of learning. Where children talk, write,

draw, paint, build or in other ways attempt to express their experienée,

“

they ate learniné in the most comprehensive and the most socially

»

¥

beneficial waf: The failure to understand the importance of children's

£

expressive actiyfties 1s perhaps the most‘imﬁéttan:lchallenge te,the child's

7 . e .
F \H‘"& v

w

A The failure to appreciate expressive learning stems, or so.it seems to
LN
' h ]
me, from 8 confusion about play, work and creative expression and their
o X ' . :
role in education. It might be well, then, to talk about these concepts

&

tn a little.more detail.and to look at ghem from a developmental point of

w

* view. But, first of all, it is necessary to take a moment -and undo a bit
)

~of damage‘that was unwittingly done by Maria Montessori when Ahe echoed a

then prevalent idea tliat “play is the child's work." ..

I
r Whgt Moritessori was reflecting was the view, curreﬁt in the early

a

'1900s when' she was writing, that play was a preparation for life. The

play of young animals seemed to mimic the activity of. adui\s\iggi hence,

-

K
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Py

was regarded as a preparation for it. In the same way, when children play

house, this 1is a prépar@tion for real role taking in adulthood, It was
. ] v
in this sense, the sense of play as social adaptation or as preparation

for life, that it was called work. But this equation clouded the important

L] .
differences between work and-play and has led, in Moutessori education in

particular, to a denigration of fantésy and creative expression..

%

From a developmental standpoint, namely, a Pisgetian point of view,
it N . .

there are two poles of adaptation,.individual and social. Individual’
- ' M g ' _r
adaptation 1s expressed in the prokess of assimilation, whereas the

individual transforms the enviromment to suit’ his or her needs and l.ﬁ\b
. -- ’I * ' 3 v . N
interests. Socisl adaptation is accommodation, the transformation of the

i%dividual fo meet the demands and the constraints Qf the physical'anQ_

gocial lenvironment. Individual adaptation or assimilation 1s play, while

“

social adaptation accommodation 1s work.

-

It is importaﬁt to emphasize th;t this way of looking at work and

o

play rules out any affective dimension. - Both work and play can be
pléasurable or painful. _On the other hand? this ;iew of play*meaﬁ; that
we reconsi&er the labels we attach to some aspects of childsgn's activity.
When chi dren are afttiné the table in a Montessori claaséggg with real-
glaase; and real plates, this is not play, it is work. But when ch'ilgr_en
are depicting ;dult roles in the d;ll corner, th;g is play, because the ‘

- -

children have transformed the dolls into babies and because they are using

v *

the situation to express individual needs and propensities.

In other words, play is not the child's work, The child's work gpeéi >

on ag he or ghe learns social conventions, such as saying please or thank
. L

¢

-
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. . '
you!for eatlng according to accepted practicec All of these socially
- o

adaptive activities. these accommodations, are the child s worke - The

f

. child’s play-=his or her symbolic games, painting, movément, and

+

5
talking-—~are ways childreﬁ haVe of expressing who and what’ they are and

.
-

what experience means to them filtered through their own unique needs;’
1 ’ " L » /
. interests, activities and talents. Play fn its purest sense ib;,,/’/
C. - R
. individual;. work at its most clearly defined is social.
N
But theré are gome activities wherein the individual and the social

.

are combined.: To do this well takes falent but all childxen'have some

i}

propensity fbr 1it. The coordination of play and work of individual
expression and social adapcation is most clearly seen in art and in .

science. The artist, in giving expressipn to personal themes, nonetheless

.

» taps into something that is universal. The artist exprésses sométhing that

18 experienced by others in addition gE himself or herself and, thus,

«'tpanscends both work and play with an achievement that is at once

¢ -individual and social. . -

-

-
-’

/( Science operates in much the sgde way.

/
(pxpression to his or her unique integration of
% .

nomena but this holds

for others as well and helps others to understand\ the phenomena which

they could not have undersboéd other;ise. The creakive scientist, like
the creative artist, transcedﬂfazke dichotomy between individual and
* social, between play and work, in a unique achievement ¥hat combineés them.
This is wha; Piaget means by quilibratian.

- -
.
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e cyeative scientist gives
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Accordingly, what we must come Eg,gppreciate is the importance of

/

art and of science in education genérally. Both art and science provide
N e e

avenues for children to coordinate their need for individual expression

-

with their need for social

-

to‘express; takes its highest form in these activities. The real

challenge to children's right to expression is to convey to parents and

. to educators

are, rather,
colleges are

recognize is

that art and science are not just incidental to learning but

critical to it. It is not accidental, after all, that our
)

called colleges of. arts and sciences. What we need to

that arts and science are as important to children as they

L ~

are to college students, provided, of course, that they are taught in

ways appropriate to children's laevel of intellectual Hevelopm;hﬁ.
. _ i ‘

-

In this

L W
Conclusion

]
-

-~

paper,‘I have argued that children have three basic .

psycholoéical riéhts. The first right is to grow both as a-totality and

at one's own

pace and in one's own time. <Challenges to these rights
o -

. come from professional role differentiation and' labelling and from thel.

American value system which makes us refuse to acknowledge children's

limitations. Ihg‘second right is the child's propensity to know or make
¥ » .
sense(adff;§/:¥e world in his or her own way. This right is challenged

L3

by adult cqnfus}dh between the perstnal and the school curriculum,

between individual and collective knowledge, and bé}ween adult and child

conceptions of reality. Finally, the tyird psychologital right is the
+* . . ) v

*

%
child's .right to express his or her.personal and social experience. This

'I

;:EBMHodation. The .human propensity to show, = .

L

<
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right is challenged by a failure to re:ifgize expression as a mode of

learning, by the confusion between work and play, and by thé failure to

-

recognize that art and science are integrative activities that are of ‘the

highest importance at ‘all levels of schooling.

W -

In conclusion; children have psychological ;s well as legal, social,
and political rights. 1t is impdrtant.in these day;\of child
advocacy and courses in parenting, that we take children's psychological
rights in}o account. For-example, giving children the power to choose
which parent to liye with in the ¢ase of divorce may protect the child's
legal rights but violate the ch}ld'? psychological right to grow at his

or her own pace and time. Such decisions are, from a psychological point

of view, not appropriate for a child to make.’,
Today; we are concerned- with many different perspectives on

thildren's rights. Such concern and activity 1is on the whole beneficial.”

. - . . S .
But it does have dangers and therein ldles the greatest challenge of all.
Somehow, ags we deal with chlldren's rights ;i/specific domains, we must
manage to keep the whole'child_in mind. We ‘have to remember that legal

rights affect medical rights and psychological rights and that they cannot

be considered in isolation. In the end, the right to be treatgd as a total

+
.

person is the mcétzimporthnt right of all. .

<
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THE SCROOL ENVIRONMENT AND CIfiZEN EDUCATION

r

Paul V. Gump ‘ . : .

Departmént of Psychology

h The University of Kansas N .
. , We at the oonferenco undoubtedly share the belief that citizen edu-

cation is profoundly shaped by morehthan & school's curricolaraoffering.
Russell i;rl's poeition paper, which we\all read as background, hoteﬂ

that studente " 1ve within a-social/political organization when ;hey‘are

at school",(Hili, 19i5; P. 193. ﬁill cooio have added that staff also

live in this'sociopolitical orgoniiotion. Just How we understand this .
system has much to do, with how we plan for citdizen education. My field, — :

. ecological psychology, proposes a set of units and gﬂtiables to describe
schools vhich I want to diacuss. I would also like te indicate their‘

* importance in determining student and teacher behavior initho e&ucotional
arena. - ’ ’ o “

The basic umit in our conceptiorm of organizations institutions an?*

: commmniEies-is th@ gzg rph. We delfberately propose this somewhat )
. ) techoical lobel when other nore commongsense words such as “lessons
>~ '
: activities “%hqffices " "programs " or "settings," mi§ht seen to do as
‘ well, But the problem with commonsense words is that, they have accrued
meanings-which do.not reflect ‘the, precise "idea behind the Label <
' sygomorph.’ ~ - . . o
e " -, . ‘ - ([ '
| ;y _// ) ( .
. | , ’ R . 3 - * . ' )
’ T . 57 ~
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A minimum reqeirement for a posiiion paper is that 1ts author {nform
the reader just what it is he is talking abodt. We communicate our con-
cepts either by definition or by dllustration; I should like to-take tPe
-time here to do the latter, to offer several verbal piEZures of sehool‘
synomorphs. These examplea cag communicate the idea of the synomnrph/
unit and also hint at how such units are fundamental in considering the
operating environment in which we hope to de;e10p the motives and the
competencies basic to citizen behavior,

Here'is one of the first occurring synomorpﬁs of tpe school day for
an open design,.elemeqtary school this past winter. At 7:30 A.M., tpxee
second~ and third-grade teachers met. around a table and discussed their
professional activities for the immediate future., FElements of’their
teaching progrem°were evaluated; plaes $ere 13;& for sebstan:ial changes
JJn student assignment; ‘representation ae a regiona¥ meeting wa; 1scussed
and feedback to other teaehers‘end administ;ators on"the success of a
recent sehool-wide Christmas event was formulated. An agenda was fJilowed
and minutes were taken, At 8:20, the meeting closed as 180 young pupil®
started bustling.in from ?he cold out-of-doors.-\ °

* +

" Around 8:30, another quite different synomorph operated.b'The'
¥ : . i .
physical espeet'for this Synomorph should he desecribed. This school

building iutludes a2 large "eentrum"—-‘oeally labellod,as "the pit." The

pit will aceoumodate the entire aehool. It ia oval shaped and exhibits,

g of seating: thau o the sehool floor itself and then three

Rre descendi :'ﬁiers cu Eroqnd inside, prov!ding step-like seats

.
-




*

8l, the floor or top level projects
) ™~ )
"stage,"

+

somewhat inside the oval tg’frovide a simpie.but highly visible

»

All is carpeted and ciean. This physical arrangement is Important becCause

.
. L}

it provides.foifggggg}-wide participation in daily morging events. Fur=

ther, the seating on four-levels with a semicircular array means that

]

most students can be seen by most other students. The program of the

assembly includes schobl announcements and news, awards to student groups
- ' * N '

who behaved weIE&in cafeteria, and then something special. On another

day, this speciél happening involved recognition of the retiring president

. - -
~ of the school council. A sl&gﬁt, dark-haired girl graciously received ',

kind words from a teacher~spensor and warm applause frqﬁ fellow studeqtsthé

" on this particular day, the special event was singing nonsensical songs

. ) 59

4 , ”
with-appropriate gestures, brighEly led by the drama ;eacherl The ditty

“I've Got the Crazies, How About You?" aroused frequent exchanges of looks

‘ahd grins. ' C . .
' 4 Y -
At 8:45, the assembly ended. On some days, pupils go to yarfoug

L3

niches and spaces to have—rap sessions' with other students and with
the teacher they have selected.. On this day, the postassembly synomerph
was unrestricted reading. " Children sought out the spots and postures

which seemed good to them. Some lounged over the tiers in the pit, some
Y

were in chairs, {(but not as many as one might suppose), some were at

desks, a few were on top of desks, and two were even tucked away beneath

desks. The children read, the teachers read, the principal read--~all

material of their own choosing. Everybody left everybody else alone and

- - , a B
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everybody read. - e

Afoﬁnd 9:30, tﬂi;;seféhd échool—gide synomorphgceased.and pupils.
streamed back fb‘their base aneﬁs: ‘Ndw began the more academic learning
synonorph§= ‘sdatwork sessions, feadgpg circies, Qnd gpelliﬁg'gamés'
supénfised by aigdes. Small groups were the_mde;' 20 to 30 gr(;up f’acti:.vi—
- o E’ties might be distributed acrosg.Fhe 182hchildr2ﬂ a; any one tige. I
will nét conéinue the sket;h of synomorphs si;ce enough has been said to
1 ' 19&1\:ate th;t the entire school day could be describeMzrms of the

. - . ‘ S, ~
- number .and y.nd o‘E settings in operation. . ) 7

. . .o : LS
¢ C, With that concrete description of synomorphs as a starting back-

ground,. two major discussiona ca;'l follow: the delineation ofgthe ‘con-
v(:eptuai <n.ature‘ of the units de;cribed; and the illust‘rt;tion‘ of l;ow‘. :
qualities c?f these units ‘mighl.:,relate _tc: citizen education. ° (\V

'Il'he- synél;uol:phg'desc;;.béd above exhibited a.similar basic construc- .
t':“lon: a physi&al niljeu, a stand:l.né pattern of action {(or mini-program),
and a fit l}:etween the two. The pit assembly, for example, possessed a
physical la;’oulg quite supportive to the kind of "congregating beha‘\:ior" “
that has_ desired. Without a physical array of this size and shafw.:, i ¥
woul(i not be possible to manage: such a lar~ge and sqcially interactive
prqgr%, Th:; fit between the milieu :ind the program ::f a setting 1s a
kind of "similarity of éhape," a relation calll:zd synomorphy; hence the
label synomorph for environmental-behQmegits ofl this type. A final’
: '-gspect of these sint.!rmorphs, making thém true units rather :;;:n envirgn- -

mental fragments, is the {¥ boundedness;. Quite clear limits or edges of




space and of time operated for each of the three synomorphs described.

H

Before considering the importance of synomorph qualities, it is im-
portant to note the conceptual nature of such units. The units exhibit

several virtues that should appeal to persons researching or manipulating

school environments. Firsf, these’ ot psychological units{'they are
’ LS

*

.environmental ones. Ps;chological its and deicriptors, it seems toWus

¥

in gcological psychology, often lead to vagary and circularity in think-

1ing. _For example, we have terms like the "invisible éurriculum." Such

a term 1s poetic, even provocative, but what can it mean? If the phenom- ~

- = +

éaa are truly invisible, we have no way of undersfanhing them, no chance

- of manipulﬁtins them for positive social ends. If they.are visible, what

L3

would one séé? The synomorphs descri%ed could have begn‘given labels
such as.organizational meeting, school assembly, or reading period; but
. these labels hardly carry all the meanings, the environmental qualities,

v - .
intrinsic to these synomorphs. There was, ‘for example, the highly ‘social

-

inmediate, unifying quality of the nonsense singing game at_the assembly.
— * ‘," e 7 »
The game is doubtless intended to do more than entertain; it 1s also

physically and behariorglly patterned to yileld-some feeling of social
connectedness, of community. The exchange of 3riﬁs observed indicates
. . } ‘

that the purpose was probably being realized. Much o{ the so-called

" r * * .

"invisible curriculum' is either a highly visible part of the standing

L .
pattern of behaviox (or program) of the various synomorphs, or it is part

L3

* L]

of the behavioral reaction to such program. In either case, it can be .~

idéﬁtified and measured. : »

-

<
¥
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Further, when welcénsider the relatlbn of_the human énvironment to
giv{EuQI behavior, we neg§ to'de;qrgbé each in terms relevant Eo, but‘
conceptuilly independent of, one ahqiheg.. To avoid cifcularity of think-
ing, we nee; to astablish a separation betﬁeen environﬁentg gﬂd persons'

\\}ébponaes to them. Much Rride has been taken in referring to “the impor- ~

*

tance of the phenomenological or the psychological eﬁvironment. But this
. - e N

P

kind of thinking springs from the inabil{ty of most psycholoxists to get

outside their framework, even whén tha} would seem manifestly’'necessary.

To explain: Suppose it can be shown that pupils who ‘report that the%r

%

o

school environment is psychologically sﬁpportiﬁe, will also show better

=

attendance. The psychologist happil?)reports that, as predicted, the

. kind of environment predicted the kind of response‘fo it. But this is a

» »

circular relationship. The out-of:the-pkin, preperceptual’ environment

was, in fact,

ever measyred; what we have are two aspects of the
‘ R .

-u.'. s
children's response te the extern environment. One aspect deals with
! ' x,

feeling, another with behavioral reaction. Anyone aware of the Luman

tendency to ngelop consiétency between feeling and action 'is not sur-

*prised when thf’l_:y: correlate.

Use of.measures of the subjective environment has an important but-

¥

strictly limited place in our efforts to understand and to construct ~
-t ¥ .
.school environments. %When we search for relationships between the exter-,

Sl .

nad environment and the individual's behavior and eiberiehce, the subjec-

»

y tive environment 1is much‘ﬁope a@dependent variable than an indgpendent

-

one. The fact that whole books are now appearing describing such subjective
o v ’

* -

[
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environments (e.5., Moos, 1979) does not diminish the inherent limitation

to the use of subjective environments.

r

'

)

The circularity. between "how one

sees*the situation" and "how ohe reacts to the situation” has fundamental

practical implications. In principle, a school stag% can directly change
the physical milieu and the behavioral Prograh that goes with 1t; but

they cannot directly alter the peﬂbeptual‘world; tbe_life space, the

*

phéncmenclogical environment. The place to start is with the environmen-

tal settings, the synomorphs, and then check possible effects on the
. “— - I-a"

subjective environments and on the ininidual behavicrs in these settings.

o

’
Basically, educators are not, and shonXG not be, psychologists; they are |
) . AT . .

Much of “the time, it can be shown, they

~

+

setting-creators and managers.

‘don’t even teach, in the pedagogical sense of that word.

Y

create, rearrange, nonitor,”mana&tﬁi::':rotect gsettings in which learnin

Instead, they
P

is supposed‘to oCCurw(Conant, 1973; 21975 Jac&son 1968).

Ll

Another favotite term of those who would emphasize psychological

variables is "climate. ,In geography, climate has sound objective refer
. ' —— -
ents; In secizl acience, we use the term when wefare not sure what we

"
-

mean but we want te indicate somethirg beyond thi objective measurements
] ¥ Y 4
avaf{lable, ‘perhaps phencmeha beyond the strictly formal or structural

L]

‘characteristics of .a blace or an organization. Now when we wish to poin

- L
te the response of ‘persons and groups to *spects of their environment,

|
( the term is ‘st411” vague but at least 1it's located reasonably well,
‘climate is taken as "the environment," as ‘it surely is in matters geo-

When

grapnical,'we‘are slipping back into circularity between the preperceptual

v

B @

\5)
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. whom"

" the “organizational climate" can be specified in. terms of programmed .

A

——

environment and inhabitant reaction to it. N
( Our'poéitibn 1{s that many of the meanings suggested {but not speci-
s Y
* fied) bu‘ words such as "climate" and "invisible curriculum” can, be clari-

N *

" fied by use of synomorph properties—-—or by ncting behavioral and experi-

ential rébpggses to synomor‘hs. .

' For example, an examination of the first synomorph preggnted, the o
r -,
teachers' meeting, shows that the professionals operated with‘considerable -
indebendence; and that they had the power iq restructure their qurricuium

{no administrator was present), It also shows that the.teachers vere’
»

interdependent: tﬁey, as a group, had important ties to school-wide 4

events, and they were part of a regional.~a§ well as a loeal operation.

Mhttere of “organizational climate? can be directly observed in the actual
meeting operation and can be decided on the basis of "who works with

and "who decidee‘what." In terms of citizen training for students,

-

we are probally safe in assuming tﬁet.democratic activities and values T

e

will operate for students only if they”operah for staff as well, .Author-
\{.Lyal and te.achers‘wi];i

itarian relationships between superintendent P

hardly support equalitarian relationships ameng teachérs and studente

But thelzonceptual and,methodologiqal.point we wish to emphasfge is that -

L} . . “‘I\ . 1 -
operations. It can even be quantified; for exatnple, one could determine «

(%
L1

how much teacher time is spent, in synomorphs where group* sharing ald -
group decision making are thé .dominant patterns of action‘

The teacher's meeting refers to matters 0f power: Who has 1t? H

. -
~

i, .
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widely is it shared? The.pit assémbly refers to anothei dimension rele-

vant to ci‘t-:l.zen train‘ing: a sense of .comunit}f or soclal comnectédness.

Althougir motives of interest in or.‘o-é_ caring about tiint'a others in one‘s

/ social arena dg not és:ab;lish citizénship beha\;iﬁr{s, theselmo‘i:ives would
s*seent:ial for’such behaviors to occur. Only t:ho;e who care abolit

others are likely to exhibit the restraints and the social efforts that

R

productive cit izénship requires.
: . .

Whether or not young human-beings devllop these soclal feelings

would seem to depend on how frequently dnd ho"ur JAntensely the ecological’

structures, the synomorphs they inhabit ,‘ Dave toéethernéss and‘il\l:erde‘
-‘pendgnce as a part of the program. The donsense song~with-gesture ‘in the
'l ' . "

rit ‘calls Yipon all participants to jo:ﬁ‘n their verbal and motoric (behaviors.,

to act:[vjy share a play form. The exchange- of .looks qn,d grins—responses

to the p ogy‘:qin environment-~indicated that the overt, indépendept,“eco—

. lqgicaf prov,:[sions ifqd succegsfully elicited psychological reactions of

mutuality. ’nonpsycho;ogical part of .a synomorph pr;'ogtam"had yielded a

4

psy¢hologicad sense of. tggetherdess. < . , {
{ Another aspect of citizen ttai'ning fould probébly_inclﬁde an appre-
= [ . 3

_ ciation of privacy--one's owrr and that of others. @'I_,‘he reading program

-

er}lcouraged ail to choose theiri_qwn.reading matériai and to pursue it to

Il ’

. suspend attention to teacheérs or peers, and to follow som‘el;ﬁing not ':ln\g\

.

- : ot .o .
. the immediate .s%tuht:ion, something requiring one's own thought and imagery

to appreciate./’l‘aken together, the agsembly and the reading .petio.d seem

to say: "Being bc&:h a congregate person ahd a privste person—and helping -

LY N . “n




ot sl

:’ its duration or its occupancy time and learn the extent to which particu-h

| < S
SRR ‘ ' . t
. ) i - ¥
/ ) ‘
w1 N ’
* . ) - .
‘others to be the same--ig a good way to be.” "
i v * N N .
. The idea~o¥ balance betweent interest in\gocial connectedness and
. £ . oot .
concexrn for privacy points to the larger contern of how to conceive and :
N % ;— \ ) i £ - ’ .

. 3 B . <+ . c
represen£ the whole of agilassroom or a school‘s“%eraqion. Since syng~-

’

morohs edcompass arrays objects, persong, and'behaviofs into bounded

units, jnd since they*are ubiquitous {behavior is occurring in one syno-

K

morph o{ﬂanother all of the time), these units can be used ‘to map class—

. £oom days (Gump, 1974). Or 1f 1arger ecological-units are employed

(such as behavior settings) they can be used {0 map an entize school's

« ‘.

operatidn‘hyarker & Gump, 1964) . .

v
- . ¥ .

Once a comprehensive set of units(I;vemployed to descrihe a school

-environment one can describe each uniéialong dimensions of interest and

v"'\_f/ - *

lar qualities pervade the total envirodﬁent. For example, in six rela-

tively traditional ‘third grade classrooms,,students inhabiter interdepen- <j_

L4

L4

¢ .dent stall group environments ior‘only 11% of theirsgchool time; on the

"privaty-requiring” synomorphs
. N ' ot
took up 33% of the pupils' time (Gump, 1967). Another dimension (degreé '

other hand, completely noninterdependent or

- . v

o;,;agtivi‘ty req'u‘ired) .shofd that synomorphs asking for, attention oni')f, or
attention:and sedentary tasks required’about 70% of student time; those
: N nusip,iganesy took about
The proporcions or balances of environmental eﬂphasesl;n other
'dimenaions can be meaqured. One could ask, for‘ekample, how much occun:ncy

T

requiring active, doing modes (making things,

-,

* 9320

.

’time' s spent in synomorphs which opergte:with students in positions of

N

%




‘ . .
some power and responsibility. One study of four elementary schools, -two

’

of which were pfesumably "open” revealed that occupancy time in student-

led synomorph# was minuscule (Gump, 1974).
Regardless of the form taken by citizen education in schools, it  will
be neceasaéy to learn more than how often sfhgmofphs with a citizen train-~

. ing label_ operate. Syﬁomorphs vith curricular labels such as "arithmetic”

.\I‘ i m -
or "langyage arts,” when their formats are examined, can be seen to offer,

little or much student interchange, and frequent or rare opportﬁhities

4

. for student decision making and exercise of power. YMeasurement of such

‘qthities and their balgnca,in.the total school environmental operation
' o

becomesd bossihle.with the use of environmental units such as classroom *
R 1 : N K .

. : -2 .
synomogphs or school hehavior 'settings.. -

. ) . .
< In eialogical psychology, we have endeavored to learn what we can by
', .

observation, measurement, and conceptualization of naturally occurring
| LY

phenomena. We.have not intervened, to create synomorphs which“@anifest

pré;umably poéiﬂivé qualities;- Clearly, this kind of engineering of the

educational environment needs to be dong, and is beiﬁg done. Educators
ire introduciﬁg milieu changés (e.gi, open deﬁign schoolg), human compQ-

* nent changes (main streaming), and program changes (turricular games).
g ' '

»

Researgch efforts which iﬂt%oduce.synomorph programs designed to
' ) ! v - . w a
improve children's social relationskips are being published with increasing

<0 ffequency. For example, the Tecent.text, Social Psychology’éf Eduﬁ%tibn "

(Bar-Tal & Séxe,-&gzﬁ) provides a number of cﬁhpférs“devotéd ta attempts

/ ¢ to manipulate pupil<pupil and teacﬁer~pupil action relatiorghips and

W™
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thereby improve bhoth academic learning and the elings children develop

L3

toward one another and themselves. Another receft reference in ;hi; :
« . .

general area is the Fall, 1978, issue of the Jouwnal of Pesearch
Development which bears the titley "Social Interdependenée in the Class-

. ' . ‘ -
rooms Cooperigion, Competitien, and Indtvidualism.” ’

-

- . . : .
- From the point of view of citizen training, the development of ‘young

people whe have positive feelings towarh themselves and toward one another,

¥

is essential.

+

one” {s the only feasible motivation in society will probably ‘exhibit

Children who really believe that "1ook:l.n‘g out for number

11pited;citizep‘behavior. {The issue of prosocial behavior in children
N 3 B . . X . .
has been ‘thoroughly explained in another RBS document; see Staub, 1978.)

Tﬁbéé_étudents wha have suffered repeated defeats in competitively -arrang-

ed ‘school synomor phs=~the,"losers"--may not be predispoﬁed toTsupport the ~/.

Lo |

out~of-gchool seitings. 4 'final prﬁblem relates more to 1earning than to
moti;ation. There are situvations in which deperative effort-is,.realraﬁ
tically, more efficient than individualis:i;.or'competitivéﬂeffort. It
. is'fg be hoped that students ir an exémplary schPol‘environmént might
learn how té identify such situations End how to operate successfully
within tﬁem. ) . f
if one eiamiﬁes'the‘manf 5tud}es on cooperaéion in the ciésspoém, !

what does one lear® about the meaning of cooperation, the effects it may'

. v

a

,.involved in establishing clhssroom]cooperation?

*

e

»

-

»

)

/ produce, and what-arrangements, formats, and program conditions‘can be

H

A simple conception of cooperation,deals‘withnrewar&s& a sitvation is

”

PR
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cooperatiireqhen rewards are shared, but competitive when one persoh's

reward requires another person's loss. Although the word "rewards" here

could refer to psychological gain during the -program operation, (the ' . "
reward of sharing ideas, for example), the praetice has been to emphasize
outcome rewards. A thorougﬁ\ar;alysis of various outcome reward arragge-:
ments has been developed by f!CClintock (19'}8). While examination of out-

- L ]
come rewards would seem essential and while it does lend itself to neat
analyses, I should like to turn attention to "rewards," or lack of them,
in the process of synomorph operation. The general position teken is
* ) . -

that these in-process events are also very important. Setting arrange-

mentsiwhich'arrange for shared end results bhut v‘d'hich provide little

:lnterdePendent action priof to the. outcome would seem Telatively weak
. contéxta for develoﬁing cooperative benefits. , ©\

A .
L & PRI

For our purposes’ here, let us leave aside: outcome analysis and
. . E

consider what can happen 14 the settings designed to maximize cooperation.

1 - . - '

‘If we examine th7 'jig/éw" format proposed by Aronson, we cam appre-

ciate the import&ﬁce of in-process -activities and their implicit rewards .

- G;{ .

 for cooperatiye‘ cléssroom synomorphs (Aronson, Blaney, Stephan, Sikes, &

- “ - -
! - \' B LS

Snapp, :_1978). [x,-j ’ : . . v

0

Briefly,/'rhe jig-saw approach involves four action structures over
¥ . ]
- . » L. »

. ‘time? ! r

1. The Learning G pt _First Meeting. "The class is @ivided into groups

\

hl

v
L

of five or sik students each. Each memb:er‘ in each group will become

. . : - Ed
"tésponsible for learning about and for teaching fellay group members .

e W .
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about his or her -section of'xhe material. Feor example, the lessen

!
<

".might be the life of Eleanor Rocsevelt and each member is to become

the teacher for one phase of that life. After each member receives

' the pertinent assignment aﬁd after looking over the material, the .
/ﬁwz)second phase of jig-saw 1is establishei.

2, The Counterpart Group. All} students from each group who, for example,

are to teach Eleanoé Roo;evelt's early 11Ee meet in one countergroup;
those whg were assignéd her years in the White éoqse in another sﬂ
éqpntergroué, and ;o on. The job of the countergroup is to prepare
members successfuily to teacﬁ others in ;hei} learniﬁg group. By
emotional support and cognitive éxéaange, members ciagiff and stgeﬁgth-

en one Jﬂgther for this ﬁext cruciai step.

3, The Learning G}oup: Second Meeting. Reassembled In their qrigiﬁal
T . . "‘ - - ' -
groups, students now fit theirdﬁ}ete of the Rleanor Roosevelt jig-saw
. o . .

pﬁzzlé into the larger picture. Each shares with others what he or
she has learned. An important aspect of the arrangement is the meonop-
o ; : .

« ~ 0ly members hol&lon‘their regpective pmaterials;and information. .In

w

», any one learning group; only ene child has the information on Mrs.

- ‘ .
< Roosevelt's White House Years; if ‘athers are to learn about,this

piece of the lessén, they_must‘learn from that ¢hild. '{ .

4, . Later Quiz cor Teacher Check on Individﬁals"Understandiﬁg. Students

“

I ‘“hj> i are latdt tested or otherwise measured on their comprehension of the
. i )

lesson. Clearly their success is heavily dependent on tji/adequacy

.
L3

of their fellow-members' presentations.

a 7

* 1 s .
- o
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Results from the jig-saw method‘Sarbnson, Bridgeman, & Geffner, 1978)

have beetl encOuraging.‘ Learning achievegentsewere imprpved——at least for

] 4
1 - )
ethnic suhgroups yho.were jJepeated losers in traditional classrooms.
Further, attitudinal compariaons clearly favored the jié-sau ag opposed

" .

bo the coﬂtrol gEOUps. Pupils from the }ip—-saw experience became more

’ oy .

positive about their own academic ability they felt closer to peers in

their gronp&,‘even when those peers were of a-difﬁerent ethnic‘grouﬁ, and

they expressed more favorable attitu&eﬁ towa;d school. ,

' &Aronson was the fact that the jié-saw participants were

- \ LY

' tive skills and ateit

0f importance to °

learning.coopera-

es which, it was hoped; would survive when ‘the.

[N

’

" ] 3
children were in competitive sityations.

The hopes for coopejative formats in school are very relevant to the
P N L
deve10pmen£ of, individuals who -can qppreciate the values important in

v citizenship g ‘ﬁ wote humane’ futur‘e society.. The jigsaw researchers ex-

PR [ AT -
L press this idea well, -l

s -
-

\ 5
For moat American children, Teared as ‘they are on a-
. fairly steady diet of competitiveness, the strategy .. .-
., ' seems te he:* When iIn doubt, go out there and beat
s the other person. Frankly our “ultimate goal is for ~ T
, children to begin to learn that cooperation is appro- «
’ priate, functional, ekciting, and humanizing in
’ ! many more situatioﬁs than they might have realized. -
. It 18 even concedvable bhab as more-and more children -
"begin-to txperience some systematic cooperation as '
part of their educational experience and social “
development, then perhaps the valuea of society might
" shift away from the xelentless concern.with winning . ’
that currently pervades it. ,( As has been -shown, high .
4 standards and good performance are not necessaril
. P incompatible with support, friendship, empathy a
. ' tolerance for individual differences. ‘(Aronsédn,
Bridgeman, & Geffner, 1978, p. 26)° ‘

\




»
- -

With the specif,ic operations of\jig-ssw synomorphs before us, and

with the evidence of results of significanlﬁvalue that have been achieved,

.

we might ask about the variables behind the obtained results, Jhe re-
] searchers emphasize the ideas of Mead and Piaget as they relate tp role
taking and the expanded social view that flexible role taking enables

(Aronson, et al., 1978, p. 24). Our own interpretation, while not.coptra-

L

{. J\mtting the views of l;hese authors would place the emphasis a lit le
v, differently. Consider the usual experience of, say, a lower class
Mexi.can-ﬁmerican child i;l an integrated but otherwi/tradit 1ona1 class-
room. MNot only do thesé children "lose" “many academic encounters; they’
\ | . .81'90 #have no valuable function in the tynical academic’ settings. But

" when they become specialists in one period F;f Mrs. Poosevelt's life, they

become individuals with function. The importance of having a function

- , + *
v f in3d Setting has been discussed by Barker and Gump (1964), If one h»a-{
- no function of importance, others may ask- "h’hat“kind of person is with

us?"  Attributes of dress skin color and personal mannerism become im-
. - LW a ¥ ™,

¢ portant. But when a person has f\mctiml the’ questions are, "Is the

- .,

func‘tion being performed? Is the job coming off‘?” If 'J'.t is an important
e . ’
job, the person takes. on the value of that achievement no matter "what

Yl

. . v '
\/ . k:l.nd of person' he or she is. (l@gll that in.the jig-saw arrangement ‘

: eac 1114 possessed a monopoly on’ his or her information. Each was, -

1In eco ogical not just‘psyehologi'cal terms, important' each child had an

t . ‘ ’ - L]
- - esse.ntial function. ) Operating with.fundtion also effects how one views

onéself. k‘ithout functiqn, the question of "W'hat kind of a'person am I?';'

]
b

.
I *
. . ) ' "’ ’l ) \‘:"’j
. 3

Y
¥




becomes related to egocentric evaluations. With important functions, the -

question shifts from "What kind’Ef a person am 17" to the more objective
/ LY . .

interest "What am I éefting done?” And if one is getting done things

vahﬁrlby others and oneself, one becomes more valuable, Thfs self-
* esteem éan occﬁg'QOmewhat regardless of variety :f posiiive and negative

"

perspnal characteristics.
I have selected the jig-saw example from an extensive 'literatyre on

.+ soclal Interdependence in the classroom., I want to refognize that inves-

-

" ' tigators such as Johnson and Johnson (1978), DeVries and Sl#vin (1978),
BuckhdMit" and Wodarski (1978), and Weigel, Wiser, and Cogk (19?5) have

developed classroom forméts to increase cooperative action and shared o~

rewards: Some of these fqrmﬂgs involve stralght cooperation while .

. others require within-group or team cooperatidn but between-team'competi-

“

tion. Basic to most of these arrangements is, an increase,of individual ~ ,

'funs;iog. The analyses emphasize the reward systems, but examination of
wﬁa&.is actqgllf.hone will show that the performances of individual
) ' \ . \
;/1 children becomL significanf\and valuable to other children. A major func-

tion-;s that of tu{gff the child changes from a kind of passive educational

* "customer” to an educat
-~

peychology, we ha

-

al pérformer or operative. In ecological
developedocénsiderable evidence that this change from
mere épstomer br men o op;;atpr or functiqgfry brings along with it’a

‘number of gther changes relevant to social values and relevant to citizen-

ship. (t is 10 this evidence I wish to now turn.

-
+

When childreg enter high school, a whole new cluBter of synomorphé
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or bgpavior settings beclomes available: Often labeled "extracurricula®' ,

or "cd@ﬁtricular: activities, these settings provide both consumer and
.y .

functionary roles in athletics, dramgtics, journalism, politics, social
— [ "
service, and partying. .
\. ~

The eigIOgicéi weight of tﬁ?seisettings In the total high school

. "%
epvé%?hmeﬂb can be quite impressive. Our.own investigation of small and

*

] ' * . - -
large schools shqged that extracurricular settings accounted for about

one half of all the settihgs in the small school (150 students); 1if

] ~ : o
athletic settings, which are sometimes physical education classes and

X,

other times are extraclass events,-are'inciuded the percentag% rises to

\

£y

70%. Large schools {1000+ students) showed almost 50% of the settings

were extracurricﬂ!srqaﬁd if athletics are added, the amount rises to 60%.

< .

In terms of psyéhol&kical significance to students,

-

\

our dafda would -~

-

feelings in their extracurrierlar activities; more of ‘this later.

also show that students experienced quite significant perceptiggs and
%he

point for now is that the extracurricular school arepa has considerable
ecological weight and ;%ychdlogical consequence. . .
The nature of this realm of school environment differs in important'

’ '

 ways from the academic settings of the elementary classroon.

The extra~

*

curnicular séttings manifest the following:
-

*

Sl

-

+

1. Rewards are less ciearly outcome and more ltkely it-process, L
2. Fhen rewarde are of the outcometype, they are based of _percep-.
N’tions of successful projects and affairs not on points or grades.Ae
’ 3. of

Much student cooperation is required “in the very nature of




~ ‘gettings and their mission. N?pec:!.al definitions or arrange~
&

*
. ments are required to establis cooperative stﬁcture; putting

-

out a-newspaper or putting on a musical manifestly requires the .

ks ‘ o -
. Integration of ‘many volunteers and their efforts. . .

« 4, Many responsible foles or functions must-be assumed by students ..
L b ’

if the extracurricular settings are to operate succepsfully. In #

[ . LS J ; . .
/ the academic sefting of elementary school, social interdependency/_ﬁ R

. L] .
- arfangements such as the jig-saw yield special formats which r

-
- -

increased the number of functionaries. In the extrachrrieﬁlaf,ﬁf

high sch,Pol settings, these many functionary slots exist natur-

* L)
* ]

. ) ' alky To publish a school annual, some students must jco'me.- N ;
salesmen of advertising- spa&e others will be‘photographers, Ad o

& \\
* k4

L]

. still others will be layou experts and/editors/ 1 . g .
£ 1" * * -
N . [ . .
- In this high sg q " reality.As functiqp.ary _ ‘

. « 1 T -
N positions must be f11l4d b ents. Teachers arm\staff do not just

' s % .choose to ‘Eave it so; /Af there is to be & flourishing engax.lrricular \ t :
- . - { L] . .

sypport it. Studefit reeggusibility becc%é\no jan ideological aspiration Y
FERS

- but an ecolOgical necessity.

.

) . o e ]
- ) The’»extem: to which stud\euts actually become functionéiies if the _ ° {( .

s - e / -
/ : extracurricular realm is very much related to sého;:l sizs, ecglogical >

/‘
’\ychology w?/have developed a theory of undemnning pert ent to the,

issue ef acti\lt ies and experiences of :I.ndividuals :I.n institutions (such

1) and communities, This theory is. thoroughly desc‘ribed by Roger ..




L |

.

»5\3. When there are more people awailable per setting, tﬁere sre

Lk

)
v ) . .
Barker (3968) and updated by research and conceptudl development accom-

< ' « - I

El

+ plished by Alan Hicker (1979): I want to describe just enough here to

clarify the importance of ful:tion for ch:l.ldren and youth in school. The

the.ory for high schpols may Be sk.etched as follows' _\‘\

1. As high schools become larger, their studen.t population increases

.

* Data:r In Eastem Kal::sas, from the smallest schoo{‘to the

lley———

° '\ "largest, popg-lation inereased 65 times but setting in- *

£l .2

creased only‘fB fold. . . -y

. ' ‘ .
more rapidly than the extracurricular settings available to them,

-4

-~y ” ’ BN . \
2. As schools hecome-larger, the number of people avajilable per ‘

LT .
- . “

\ setting also becomes larger.

P

. “ b . . L
" Data: The average’number of juniors available per ‘extracurricu-

PR

4 : . '
*  lar setting in a group of small high schools was .5, in

a large school, 4.0, PR
h ' ]

fewer (forces) pressu::es and :anitat:l.ons on any one to t(ke on

responsible functions with the result that . . .
: , N LI
4. Students in larger schools engage in fewer responsible extra-
. . o 8 o v . .
curricular rol_es ('are‘ less often in functionary positions) than’

. ' LY ’

~ udents in small schools. LY *

\ { ( s ' .-
Dat&: . From 'Sep_tembe‘r to Decemb'ef', junior students in a large
- * [ i
‘1311 school had regponsible finctioné in an average of
N _ n’ L i .
3.5 settings; students im four small schools, in 8.6

i ' settings. Further, 292 of the large “sehool’ students weré

; - - 7
. .

“ ) . N 'g ’ u :
. [ E .
. ‘ 4 L 7 8 3 ‘\ ' .
’ - /3 . A .
- P . *

P

g




1
B - ' ; L} -
. L - " | ) . /:)
- . ¢ ¢
X S AN S
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N - never in s functiona positior in that four-month period;
T - v ' . <7 W "
.- T . only 2% of the smail school persoms never expérienced a v
L - funé¢tionary role, . . s
- . - cL . ) X - ; 5 . \.
’ 5.'\;Beeauae experience in settings is very mich influeﬁc‘ed by posi- .
~“tion in the eetting. large school students will report extra-
- ~ \
urricular satisfact :Lons different from those of small school
students. arge school studentg w:l;ll als rejt diffdrent
]
' ‘pressures .and :I:nvitat ions for participation n sett::l‘.’ngs
Data: Large school participants 'typically report satisfactions"‘ -
‘ " i '4,‘ L B .
_ in: vicarious competivions; excitement and affiliation
with large groups. Small school students report more o .
o R . . - :
. . . - - . - i
* ' t{iaetions dealing with: expanded competence, challenges,
: S ' >~ ‘ P |
" P . Zg jobs or tough"‘competitions,' being valued and suppo'rted ' g
. ' .
by others and being part of a small aection group (a team,
t. . »
. N é
. . or, 8 cast- for a?lay) ) .t R .
s - ¢ 7 - /
. " In terms of actual quotations, large school students were more likely
ERE > .
to say that they. found a particular sett:lng, and their participation m - -
it worthwhile because!? ) J:c , : ) '. Tt o e S, .
. . . . v » - .i ) . ;‘- a '.I . ) - ) . -
"The fall eleetions have ex(!itement to them," - = ‘
) ,“—; ’ /"I like to 1iiratt:l'n a hard-fOught game " o A . v 7
» ) Q( - -~ ¢ Ry . N 1 ' b .
. "1 like the eompa:ﬁonahip of m:ingli.ng with the crowd " - ’ X
Small school student ght eay' AT ’ . ve o 7 R
(‘# * * bl i ‘“ + %
£ . "It (Junior Class Play) gave me more confidence '\ . B a
o ' "This (Junior Clags Mng‘zine Sale) gave me a chauce to s]ee 1whether ;. .
or not I am a goqd salesman. I now believe that I m." y ) s
’ . . . (. . - " . 4
. P L] Ll ..- . .’ L] - , ‘-
\ - ' . -~ Yo
{ - . A
t - ¢ - 77 - * 4 - * . .
. {. _ \ '_J’."
84 b [ ] .. . - . . “ F o .
* * ® ‘c‘ . | {! . * ’ ”-’:. ". ‘~ —
v . ‘. y i ~ - - P 'i )
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"It (Homecoming Parade) also gave me recognition among che people

« and studehts at the ‘school,™

actice,

"During the clags, play
at very much "

group and 1 e.fnjoyed t

’ Clearly, the satisfaction,

N . , A . . 4

schools® extracurricular arena w?t.e of a different quality t
- i N « -

Is it just that,

‘thellarge school stud@ts.. Why these differences?-

s

“the class worled COgether as a .

the rewards of students in the_small

han those of
o

lik.e

the title of the bodk, Small is' Beauti¥ul? The issue can be examined

X
L)

]

\

shortly; onle'ﬁno*e get of data is :meortanc in understanding the psycholog- IJ
{(—- : P

I R

. S . .
. ical.effects.of the small and large schools,

LN

"/a

'

~ L

- 4

§ . . Such losers may ‘or may not experience success and inclusion in

N

-

¢
: ppci;ion- who reactivély assume an apat

-

fail e‘v/ed more certainly becaust of this actitude.

‘
in the academic game is “thus established in the schools.

»

+ ex,grac%ricular game,

A group of “losers"

-

* ¢ One of the criticisms of the competition strudtures common in clags-

I S

‘rooms is «that they produce children u\m&:uffer repeated loss #n the com- -

tic approach to school, and who

E 4

AR

L4 L 3
. l..

o’

»

K
.

:attending varfous extracurricu _r}etivi,ties?" Willems discovered that,’

Willems (1-967) investigated youth whose I Q., ~
academic agd family backgrounds gave them only a?marg{.nal probabi‘ity of
( » . '

.-success In school- tourses- he alLso studfed a comparisow group of students

without signigicant aced'emic dia@vantages. He 'l.a‘le.d these groups

marginal ‘and regula ' -and he examined their‘ attitude o exKCracur"ricular

»

' events in both large and small gghools. _Basically, Willems asked all

] tudent Q "What

if any, were for yhu real rea‘sons,' for, Lor pulls toward,

\.:verall, small school studehts reported significantly more pN 18 to

£




N

" . &

-

)

P

N . .k

¥ ex er:l.enced as msny pullsg, Las m.sny tugs of respons.al.bility', as- did their LR

;’\.E;\ ¢

. activitie§ than students in the large schools. Especial]:y interesting

s
. ]

l vere the findings for the&arginal students. These di.sadvantaged youth

7 L]
.-

A
*, in large schools seported significantly lesg pul].s than difl regular large

sihool studen%r, in the small school marg:l.nal students reported

q -t

just’as many pulls to, participation as did regular ones, Commitment to

school affqirs was most precisely ‘measured by a count of"'{esponsibil.ita’

4

' answers.® Students wDuld soinetimes repqrt'that Teasons for participation
. - & .
”were: "I should gor to support my class." Og "I.had a responsibility for .

-

:/”'\" the part; Both small school regulars and small school ma

A

.

e same t,)fpé .ofs

1

}‘ mﬁginal to the school"s social events:.‘ However

students in sﬁall school d:l.d oL feel margifnal'J on I:he contl;ary,,they

h £ —— =

. . T
are estab:lished. students in lartger schools, on. the avera%? experience

- k.
®

competit:l.on and being ivslued and ’ suppo(ted. Fu:ther‘ large sc ols

" W 1

% exert a weake{ claim'on tl,ir studenh\ than "33, small schools; aliena;ion .

of marginal st;udents seemo relativeoly absent in\\g smsll— schqo'.l.s and
LI L r i

‘ severe.in the large ones. Lo -() I ' N\, e

more vicarious ,sstisfactions aud f’euer satisfactions relating t:ghallenge,;‘

- \-. 5 - v -
/ " regular counter—parts.‘ ¢ . " ' . R . s 0.\ ‘“
"/ . f - - . Ve . .
- The data reported 'hire have proved quite robust many of the findiugs
- 3 * \- ; ‘
X have been repl:l.cataed (Nicker -1968, 1979; Willems, 19,6?) Several thinga

.
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o . Now we wish to return to the more basic question of why guch behav-

- - L3 " .' *

]
! ioral and experiential differences shéuld occur. The small Achool obtains

& *

> ‘ ' ;' -, its results’béqsuse its extracurriculaf ‘arena is undermanned. 'i‘his ‘
undermanning means that there 1s more pressuré and invitat‘iqn on available
¢ students to take over important functions Once the small school students
' ny' ’ engage ih important functions, they perceive the situation as needing
‘lthem;- they feel valued and iinportant in the situ_etion. An :I.nterna’l analy- oo

sis of the Xita demonstrated-that the op'portutfity to hsve\function was s

- -

. ' * indeed the major cause of the big school and small ,school differences.
- ~
et .  Por example, students in the big school who exercised functions in settingsx

. a - * -

reported satisfactions quite similar to thos} of smali school studentf)

\\
. - -

h . Coe Or in a parallel analysio wﬁen the individuals in both size scmols

,_“\” " ‘ pertic:l.pated in both nOnfMCtionar'y and’ functionar? posit,:l.ons, it Was ”
h _ - Eoundfthat the nonfun ty"pattern of setisfactions’differed from.the‘

. ‘-s --.1 '?;Pction.ary one in & fashion similar to overall sﬁ:-;;.l aﬁd lawge school -

diffe'rences." Willems results on responsibil"ity rest on the faet that

. narginal students in -the small schools occyp d functionary positions o
>

- - while such student_s in 1arge schb‘ols did not. “joth ecological thgory and .’
) . e & . i N 'I, } -:‘ . .
"‘ « JSdata ptish us to’ the conclusion that pressure 1eadin‘g to,significant Lot
‘ k3 \ - 4 Toa

R . function is tha k.ey variabl un-derl',y:l.ng engaging in such function and in g
.- T ’
oo 4 ‘3 D ‘d

experiencing the kind of satisfactions and’ commitments described above.

,This 1s not to say-thae size :(s not importanc' }t is to describe the way..

L I | E
s . . p . . ) |
P "+,  gize works, Putting it- over-simply, \largq size -if not cOuntered in some
“ay""ﬂl make some P”Ple 11'¢-'-':lla!r!.t‘lal'1t. Oft.en."thEse pecpl,e are t_he 1ess ' -
N . . ’ ‘
. o : L
L L] ’ ‘.
— .
» -
. Hd » -
N g . A Yy
. ‘.$ . ™ - ' N
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';favoted° the margina],, the young, the old, the handicappe:!), or the )

! "different,[" When there are many errrterp*rises requiring mdny persons in

-

. functionary.,positions,, these people }re used and their ljmitations or.

. differences fade 1n comparison to their contribution. Ce : .
- I - . ‘
Throughout. this paper attention has been directed to the "school \ : ,

E L .
synomorphs or settingsp young people.occupy and to the effects different -

]

* settings, ‘and different roles_‘in settingf;, might ﬁa;e u/pon the ;youngninhafb_
= 1itants., Specif’ic measureab le milieu and: program qualities ‘can produce. .

inter’- and intrapersonal effects which seerm pertinent/to citizen training. © .
}.t 1s presumed that.achool. syno:or;t;s, e'ngineered so that partic},pants* o

’ come to feel their own rth and the worth of othgrs ‘are- heneficial k4 )
-.‘ 015:;3.11:111;138 to Iuture citizen.ship. Further it is- assumed that a :onuit- " \ ] .

L] o

men! to the even.rg and, aifairs of scheo‘-r--the p,redomiﬁant beyond-the-home

societal institution forithe yol,mg-- ro\zides better cit‘izen.experience ' ) >
‘eharralienation fram kthalt institutfon, ¢ 7, L ' A
\, - l 71 -~ * to. T ) ‘:

® :’er would"like, -finally, to phint to' a.fyrther sallue inherent in taking' K " .
L o e

responsib}'e part in a variety of school set ings. This' poinr. has more ta S

ry ' R ‘ “““. i

* \th écological learning than with the £ee11'ﬁﬂs ofrwor'th or caring e

I ; "‘)‘ . ’ Lo - . - . ‘(- N .:‘;-:.'l’_-j
élpha ‘us-\f>ar. ) : "o A R & o

’
f importapce ‘here relates to setting operation and even

bl

Settins cxeation. Although, fwe have-no research to test this idea it is U ._l

*

.
& * - -

- éasy to be.lieve that &hen studqnts help 'fun things,",they are leaming

3 |da

"how thin\g‘q run.", -The quﬂity of modern 1i£e. pilMepe d upon the vigor A
., agd responsiveness &f many types of setting.s. { ent .eitize.ns s‘hou,ld ‘“‘k\. yol
& ' A .\ ) - " \ - " a f. ) ‘ ‘. i IO-;‘

- . ‘ N . .. ) \ . ) “ - "

. . . -.’ . % : ¥ -
E - - 1‘ . , ¥ . : » - M .

‘» v . . . s [ Y ' 4 - L] .
* v X . o, f. - 3
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e, o know'"how things run;" they. should havé had-experience in functionary o
) /j _poaitions' and they qhould have faith in_ their gapacity to help a volun- ]

»

seem to‘be an important,

- -

-~

raining 'ground for citiéenship.

l

Hhetheb this settin array should be 1:|.tnited to the schodl or in-

* ?

-clude many beyond school 1s an open question.

Colenman and others (19?4)

have given the matter gtholarly and imagimative attention,

In any caée,

! became control not beneficiai and plef,a?‘reabte act ivity setr.ings. In the
_'_I

what we have seen in, schools _sugéests sdme possibilities for training . %

- . , - Lo . .. . e
- L} . " - .
. socieg N . e y . “‘//1
I - T ’ - ".., ~ - . ’ & -
v " y

lgading to idp

. atd‘toriumﬂ.,kéd up, traﬁsit in and out: o’P classrooms and throug} hallwa'ys .

-,

citizens who ‘can {telp maintain 4nd even create settings ‘of benefit to

& - '

Recént developments \in high schiosl enviro?hnts often show an ero-

- .

»

sion- of - t,hose very settings which might ‘yield. the social interaction, the J> .
p-:Q'sihool feeLing and the exercise of responsibilio)( thhat eo.ha.ncé’s ) '
P Y . .

citlzen educagcion. P.eporting on a large, récently integrated high school,
Schereg‘ an?‘Slawski (1978) show how both the de-sign features sup?dly e
ad

ements in the- quality of student l:l.fe‘and r.he tfaditional =

L]
F . -

'extraclass ooc.ig settings.were abandoned. The key to school management

e

r s
name of control tive lunch hour was el:l.tninated an auxiliary gym: closed \

o-.

the- %ous nedia x:entgt divided into more superviseable spaces, the
7

. W 0.

v "

A A
t}.ghtly supervised and entr:j.nto and out bj-at'ﬂe“huilding madg difficult ~

by ].pcked doora and a pass tem, ~The augtlors deny that this siﬁuati«on .
. " g . . M ’
‘ ] N - ' N (-J - ~ * o
: = i 1 f“’ ~ ..
N F‘ 82 - .‘ - ]-
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- L '

is unique; quch a 'retreat to comtrol” may be quite common. ~ Instead of , ‘
,inviting youth to exercise responsibility 4n a relati\;efy open sehool. -
.environment we are elﬁninating those ecologic.al niches where such re— :
spongibility is required, Ye- are taking away functions i.nste:d of en-’

larging them. . o \ .

Young 'people‘ rreed functions: in settings partly 'jnst to leaorn\what is
‘ﬁnvolwed in successful eetting operaticn‘.c JThey'need to haveasett:lnghé ‘

. td;pend on their effortle; they need occasionally tro‘seetthat withoutr their
- ej‘.forts‘ set?:ings can deteridrate or even die. '.I _ . . . ¥

.

E’Lffther, ‘the Ie.arn:l.ng about settingS, and foles within them needs to

!
T

be graduated in difficulty #.l'here are pesitidns which can be eaﬁily o

[

understood. ;The xole of admtising solicitnr for the high’ school annual

1s often mdleled by an oltler student ‘to_an acdompanying younger one.
-‘ [ " ‘ L Q
- e\{any, extu:acurriethr sertin-gs continue yeax aftfl\y{ar s8¢ that incoming

. »

. L

generationg sli eaei,ly in'to positions ‘vag ed{by pfécedin& ones, -

W -

Hoi-‘e Elif ult-is the refof'm of dysfunctional settings, and even

—_—
r exrerie.nces g:ou'id also be en neered for the young.

. misghalle ging 1% t&e creation of new settings. One would hOpe that >
: !

thesé™laty _

the re.sha:;c«h on certain school settings has_ centered ont
‘_ +

ta!\and on(‘psycholo:-gical or, feeling rewards. Bus the

R i? (\hob useful settings arg created maintaineds, and used for >
- . B
the benefit ~o£ self jnd others. ougBt L0 be' another target of researqh ~-
P
i
2 Perhaps a future .day will see a science of "setting-leaming;" it might j
) Pe & frudtful seudy, . ., . .. cu LT e Tl '
* . - ;: ‘ - Lo ) . - " - . i -+ :. "‘
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v ’ INTRODUCTI?N TO'CMNTARIES ‘ON POLITICAL SOCIALIZATION ) "

. _ ; .

. Joseph J. ﬂ'Aﬁico;’Fi 1d Specialist
Citizen Education, Reseercq'f Better Schools, Inc.
- . . e s ’

The effect of sgfiool governance and classro?m climate on the poli-

L3 ] . o i ' , * . .

<. tieal socialfcation of children has been studied from a number of per-

spectives. In re-examining three classic perspectives and outlining, '
- i - .

some salient issues in school and classroom Wvernance associated with

. L B * . .
» each, Judith Gillesﬁie and Mary, Soley provide a useful framework to hElp
. ¥ Y, ]

¥

practi}ioners andergtand the complex phenomena of political socizlization.

. . . - i
In addition, they alert ﬁractitioners to some gpecific difficulties in

L d

adopt:lng any ope perspective excluaively. They suggest that an integrat-
.ed ecological approach to uﬂﬂerstanding children 8 political learninL is

necessary in, order to minimize the effects that adoption problems have on
- g v . “: ® ‘ . -
L the effcrts of practitioners. They believe that applying such an ecolog®s .

"

ical approach vhen examining scnool and classroom environments will enable

- . ™ .
\\ educators to make more effecti@e;vuséful changes. In the following

e responses, Murry Nelson oﬁ;the Pennsylvania State University and Nancy

4 r v’

Wyner of whedlock College reaffirm the need for this kind Jf integration ' {

and offer additiipal cqnsiderations-forfGillespie and Soley'‘s ecological
- - ’\ . . . J
approach. ) “

| L]
N 4

I
Ay

i Pointing to other disparate fields which ﬁaveosucces;fully adopted ‘.

{ . : . e
an ecological approach, Murry Nelson predicts that “educology"” may well
’ ) /

s

play an imﬁdrtant roje i relating children to schooling. However, he ° '

i
.

raises what he believes are three other important considerations for

LU




those pur%ping an ‘ecolpgical apprqach: philosophy, culture, and change. .
Nelsop‘Suggests that a'trul& integrative approach to political social¥za-
T v - .
" ~etoh shoudd address issues of educational philosophy as practiced by
* ] ]

] a . . N » 4
. schobl personnel, political enculturation as it occurs both in and,out of-

scboel, such as pursued in cultural anthropologY. and social change as 1t
""""-:- N s B ’ - '
affects both the indlwidual and the instithiion.

Nancy. Wyner also views an ecological approacgfhs a potentially

L] -t - v mt = i

valuable analytic ‘tool. Like Nelson she would Fike to see it broadenezg/s .

g0 that it wij}l be of greater benefit to those whose responsibility it

to plan governance learniyg, for children. Specifically Wyner would like

an'pcological approach tolexplore social de@!ﬂbpment in greater depth, j:
She believes such concepts as social gognition, perspective taking, and

developmental interaction are crucial issues to be investigated and e o,
understood. She recommends’that Gillespie and Soleyis ecological approach

' ~
be.expanded to address these consid;;%tions and include an examinatimnéﬁP’

the part that children' 8 earliest experiences with gove ance and institu—

Lee Ehman provides an: historical view of citizenshi education, .
" v
- T * .
‘Particularly focused through an examination of researchfin political spciali
AN . .

¢
ization. He addresses the ffective concerns'of cﬂhssroom climate and the

[ E ol

methodology of iustruction that resehrch suggests is effective in serving'

’

k?ese concerns, Ehman draws a distinction between knowledge and attitudi-
e . * ® - / < 4
nal outcomes. He discussesf organizational aspects *of classroom climate
. .’ . . . . , . ‘} .
and issues such as freedomlof expreasion and toleration of various poinks’ -

4 R
. I 2
! . * « - - 2 - |
. -
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of View. ﬂy and large, Ehman offers ih—depth/shggestigns for many of

. r

Gillespie and Séley's ideas in their ecological approach. However, he

also suggests it wiil be difficult:;if not impossible, to achieve béth

knowlbdge and attitudinal*gains'by means of simultaneous instruction.

.
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: . L g >
) - REFLECTIONS ON - . o ..
‘ _~SOCTALIZATION PERSPECTIVES FOR SCHOOL ‘ ‘
. , . . GOVERNANCE AND .CLASSROOM CLIMATES - : -
. o 5 ’ e’ . '
. . . . ' . * * -: N
’ T s ¥ " - \ : ‘
: - SR Murry Nelson o .
. v The Pennaylvania State University \ 2 . ' »
s ) -\ X . ' *
- . - ' o . . . / N s ~
-t Judith GiPlespie and Mary Solay have admirably sunmfed up thl_'>cur;:ent y
% 5 . - [l

- status of political 5

ization aswit relates to school governance and +
. oclassroom,climate. By e ing c#refully their synthesis one is struck Yoy ] _"-

- b : . + SR -

_b/a number of't:iatters. First is the relative flimsiness of political -
,l
5L sacializat{ton research. Many stud%s have never been ?elalicated many
RN :

1- . -

-studies have been inconclusive, and some studj.es have been repeated with

. J} . ™ N ’ . i
; .~ contradivTrory resif{ts. - . . , ,\J >

[l u " - bl
L B “
,\‘? ‘, Second 1g the very limited di}icussion of ﬁco cpncepts that “demand I ,!,.

‘i“. . . - [

mch ful.ler attention across all three apprbachea-—-change and the media.«

ﬁespite Gillespie and ‘Soley consigning these ideah to only one approach . Lo
each, the:l.rf:[m?;ct is clearly broader in scOpe. ’\c X .
e ' A third point thst wa'nte notice is Gillegpie and Soley's idea of
M * ! ’ [ W - ! 4 *

,» chbiqing viewpoints in their ecolcgical approach to political sociali- ¥ 1

" P . . P -
zation' Their tripartite division of the various studies should be seen ,

5

7w
“for what. it truly is-/-{a heuristic sttempt to- c].assify diverse examina- s
tions of socialization, none of which could totall.y exclude any of the
three ident:l.ﬁ,ed perspectives. ot o, .

i : L 3

;1 . a - - ‘(;-.. ! . B ~ - "<'




‘study indicgies that sheer awareness of sociali2ation procesdes by - -

A fourth point that I feel should be considered 1is the whole nature

of so;ialization Ehself. Can 1t be studied without commensurate studys

of encultutration and the broader context within which they both lie?
Befdre returniﬁg to these issues I should note the very positive

i&bact\Fhat th; Gillesple-Soley paper made on’ my thinking. The authors

clearly synthesized th%nking in the field, noted implications for re-

T
search and also noted the yoid that is present in each approach. In a

*

manner reminiscent of a legal brief, they then fill the bréach with
their version of the best way to study the politjcal -socialization of

Susie. ) ’ . R

!
Some of the excellent points that they make, often in passing, .

certainly warrant further emphasis. One of their most important points

concerns the decisions that teachers and administrators make to improve

- LN

quality education. As Gillespie and Soley note, "their perception of
what 1is huality education could vary depending ®pon the particular |
socialization’ approach that they (the teachér or administrator) used."

Unless this is known and understood clearly, all the Models that we -

-
n~

create and recreate will be of 1ittle use. Again, Gillespie and Svley

. .
are well aware of this. They remark that, "In terms of practice, the

school personnel is important. Once awareness is cteated, however, it .
is important to see socialization not as 2 static phenomenon, hut Tather

ast a dynamic one.”" This 18 much harder to put into practice than itwis

to-percéive. One way to do this might be to encourage school pergghnel ]

rl

“ CoN7 :




~ knowledge ©f various curricular postures could lead naturally to philo-

‘ing for social problem solvind and growth. The difference between -this

" from t:hat. . . . N . .

matic.needs for corrective action are offered. The roots of essentialism

.
- ¢

to recognize and ci;:ify educational philosophigs as they relate to the
school cugficulum and then to see the approaches of Gi}léspie and Soley ’ ¥
as extensions of those philosoﬁ%ies. Most schooi/persoﬁpel do not have
a well-articulated philosophy toward the curriculum and the sch;ol.‘ AS

.

sophical approaches to political socialization. L
. j . .
Cillespie and Soley's approaches might be. seen as extended analogles

then of ekperimentalism, social reconstructionism, and essentialism S -
(Tanner & Tanner, 1975)., The developmental perspe¢tive would clearly

relate most easily to experimentalism which encourages reflective think-

thrust and a devel?pment that is totally asocial is neatly summed up by T
Tapner and &anner (1975), “As Dewey oBservéd, when personal fulfillment
is severed from intellectual activity, 'frqedom of self-expression turns
into something that nmight bette;‘be called self-exposure' (p: 17).
School persconnel muSt_be aware of the social contracts implied ir a -

developmental perspective:and not see it as a'hércissistic enterprise.

4
-

By recognizing their, goal of schocling to be reflective thinking, they

can mére easily understand how a political socialization approach follows

An agents' approach would seem to rely ﬁorg on the idea of recon-

- ~
-

struct ionism whereby a‘critical analysis of societal flaws and program-

would aleo. be utilized here as they relate to the basic tenets of the bt




C

.social sciences *thdt impact upon the curriculum. If.ohe sees‘tgfse
‘philosophical appreaches to the curriculum and schooling as ngilér to
od%is own, then an géht approach would seem consonant witl} that,

Finally,SQ systems appfoaéh would seem‘to be also rooted in social
recoﬁstgyction but with a more technological undercurrént which resembles ‘ -
the analytic style of Orlosky and Smith. With these philosophigs famil-
iar, an understanding off the approaches to political socialization might -

' be‘more easily accomplisgpd. Folléwing that, one is then free to reorder s
those approaches, aqd thearesult mmight indeed look like the ecological

} approach of éillespie and ;ley. «

Lt Tﬁe;ecological approach is not‘unwarrthed in this examination off
politiqél socihliéé%ion by dchools and other';gents. Other Seemingly
dispayate fields have been ded with ecology to form new experimental

~  appr Qche; and there 18 no réason to believe that’ education cannot also
be jpart of such a‘ﬁarfiagf. ;For example, Paolo Soleri has combined his
é chitectural de;igns with an| extreme concern for environmental issues
o %5tmathe neyw and exper§men al field of archology. In a similar vein,
ﬁ~pducétidn;mightlexpand and dee&en its scope ag it relates to important -
g isqﬂgg of gchool environment\ The field of ";ducology" may well be an
important factor 1in how schooling relates 'to youngsters. In‘additior},
it would ingorporate thrusts that Gillespie and Soley voice conce;ﬁ fox,

namely what Yoles churches, places of work and other coﬁmunity agencies

play iq\the overall socialization process. _Essentially what Gillespie °

and Soley advbcate is a true holistic approach~-no earth-shattering

'

" S ar . -




"ecvlogical) approach to the broad concern of scggoling and soclalizatisn.

It was clearly a long, arduous (albeit enjoyable

A
-_ ® » LS
proposal {jffhgpry,'but a very unique step In practice for s¢hools. . ‘7
In many ways the ecological approach resembles and draws its method- ‘
» & N . ¥
ology from the ethnographic approach education has borrowed from anthro-

' . X

pology. The focus on individuals and their development as-well as the
TR .

harmonious or discordant nature ©f schools and communities has beeqﬁjf

concern to cultural anthropologists for many years. Jhe cultural bor~

rowing of educators of anthropologic methods can only broaden and strﬁngth3

TG

en the understanding we have of political awareness of otir children. ‘This

concern with method, however, is important. ‘\-

Advocafing such an ecological approach implies agaln that most

school personnel and/or researchers have the prerequisite skills to )

¢

-

gather, analyze aﬁd draw conclusions from the universe of available datéa

—_— L4 ) T .
That 1s:simply not true. Most good school ethnographies have been d&heﬁ*

.

by or with anthropelogists, That fact does not preclude educators from

s
such a task, however. Alan Peshkin's Growing Up American is a fine’

K]

example of an educator who has used an ethnographic (or for our pdrboseé,

n~
i ¥ .

B >

1

task # but the results ’

were rewarding. (It should be nogéd that Peshkin had studied comparativé

1A
A

modes of education and schooling in other countries and considered his- "

stady in the light of that experience.) The point I am trying to make ist
! |‘ _‘_ o

. that educators can do as Cillespie‘and Soley propose, but it 1is not easy

*

>

and 1t {is very time-'consumi_ng.

Cultural prdﬁlemsuthat evolve from the research may not be understood.’,

4 » ' *.
3 L +

-

3




¢

ture of the process of 'events and ind ridual interaction on those events.
This anthropologic perspective guts the whole process of sociaiiza—
tion in a different light ;nd may mgan that political enculturation] a
broader concept, is really what Gi,.eSPie and Soley are concerned with.
Socialization focuses on learning fhat is éuided primarily by group’ norms
and expect;tions. Enculturation'is gimilar but involves more familiar
: and often more informal learning patterns and processes. Iﬂe way youths
are encultdFated and, with gr--lng political concept-horrowing; accultur-
P ated phy ge as appropriate forg study as socialization. -
Farlier in these comment® I mentioned that more attention should bg .
paid to soci#l change ;ﬁd p-iiticgl soéialization. Gillespte an& Sole&

% .

deal with it only from;the fystems point of view, but the very idea of
- . L4

.

¢ ® socialization implies a chpnge, a shaping to societally proper courses of

thigking and actign. How/one approach changes is another issue that will :
affrect socialization. Appelbaum (1970} presenta\four;diverge theories of
social change. In ordef to make choices to politically socialize, theories IS

-

of change must alsgo be fgrasped. ‘ L




paper.

-

#

i

rMy-renarks have in a-way skirted the issue of the Gillespie/Soley

4

The authors of that paper haveé presented a model‘based on

-

existing research and their own theorettcal constracts, and for this they

i+

3

.

shqpld be 1auded highly. It shou

be moted; however, that their

£y

- ‘ éhoicés require adequate preparation and understanding of anthropolpgical

> perspectivesg and overriding theories of soeiak change. In, addition,

school personne; might be we11 advised to find a philosophical frame’ for
f ' :
their ideas of schooling before attempting to make inferéntial leaps Co

*

into political socializatibn. As fillespie and Soley note, Tesearch

- from all approaches has beéeen inconclusive and there ﬁre many redearch

-,

. L .

\ questions that remain unanswered The ecological apﬂroaph may indeed be - T T4

. the best approach to examining political socialization,:bpt-gt-thisI_' . . .

A ’

L e

'junttnre there is ho way that other approaches can be categorically
- ' LT ¥ . . .

] ’ s : . * .
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o e  moves to interpre.t the dynamic interactive nature of socialization and e N

Hy . . N * ,
t . . ’ .
" \ ' * ) . ‘
q - * . . " "o
. . RESPONSE T0'
- ' SOCIALIZATION gERSPEG'rWEs FOR SCHOOL GOVERNANCE /
- : . .. AND €LASSROOM CLIMATES
8T oL . c - 3
T, . . O Nancy B. Wyner . .
& . oy . ..‘ . . ,‘.\ ~ - -
R N rNheelock College
boo- ‘\ "Sbcialization Perspeﬁtiyes for School Governaqie and Classroom - f‘\ o

ke -

Climates" hy* Judith Gillespie amd Mary Soley provides a map of recent

. research in tHe térrain of‘socializat%on. Although there are forthright

N . . 'n e T , ‘ . ‘ . -
. indicdtors tﬁat tﬁe’cartographersf work 13 incomplete, the'esrlorations'

. are intriguing. L . e o S <t

»

Authors*Gillespie gnd Soley explore three perspectives within the T
socialization field that help in examining socialikation processes the

. deveélopmental approach., an aporoach focused on socialization ageﬁts, and
the'democratic systems aﬁproach. 'follgwiné a review of these, perspecgives: ey
H *. ' .
the authors propose an ecoIogical approach that intends to combin®
\ i

v perspectivestacross various, almost arbitrary, divisions. Their proposal

offers a higﬁly,responsible challenge to'the validity of much‘}esearch that
. . T

f} builds on falsé dichotomies 8nd unnatural diqisions . e e T

o~ v - —r

As_analytic tools, the perspectivss examined py ths authors move us

‘closer to the iésues‘and'eﬁencs-involv!ﬁ inasocialization‘prooesses Com~

plexities and contradictions that slude iqgerpretation in any single

" * L *

/ fo&us make us even morq mindful of the immsnsjty of the problems we are

¢ considering and the 1nadeqquy of Rresent-ways to analyze interactions.'
* - . - . : * r “




)

K looﬁed (Furth 1979; Selman, 1975,

. . . .
. approach will focus on students as individuals within’'schools. e

patterns."

- Thege ideaa link to-the Piagetian notion regarding the aocial milieu of

. I the Gillespie/Soley discussion ofsthe developmental approach, ap

accounting of emerging theories in social development is missing. As
. . . ) R
presented, the emphasis is on the individual; significant research in -

r

socia)\co%nition, social-perspecttve taking and the growing child's

- knowledge and understanding of social institutiona is shrpriaingly over-

L

19?7) A more balanced portrait’

éhbuld also inciude the developmental interaction viewpoint formulated by

Barbara !iber and colleagues (Biber & Shapiro, 1972). . Knowledge of\

Bibeér's ideas enlivens our efforts to understand classroom governancé and
school tlimate particularly in focusing on growth as a transattional

r . - r .
process, From this viewpoint,'lhe'child {s seem as an active informati%n

proceséor interacting within his or her so¢ial/physical environment.

.

Gillespie and Soley propose that "people who.follow the deve&opmental‘

-

. . ! ) h .
Governance will be determiped in ordey to influence ztudents' dévelopmental

i 4

Recent research in sonial-development aﬁd the encompaasing

.
»

ideaa prbpoaed by ﬁ?e developmental interaction positidh press us to move °

An inclusive view

.

beyond the dualism of individual;and aocial groups.

-

builds atrongly on acceptance of socisl interagtions--governance learning‘,

and prosocial behaviora--aa social experiences that nourish cognition,,
. /

»

mutuality indicatéd by respettful teacher-child interactions. Such-

-

relationahipa tend tb empha'iie cooperation and provide a climate uhat R

-~ t.o

promotes reaaoned inter ef nal responges, thua increasing the capacity for

4

[}
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In sketching out the developme tal- perspective, mention must also be .
™ 1

i i

made of research that'Substantiates the qualitatﬁvely unique mental -

capabilities of children younger than age seven or eight. This distinct -

emphasis. i particularl$ important in relation to the child's construction

-

of a governance concept, for rules specifically. From & Piagetian view,

L]

the communication 8f rules and the qflality of adult intervention in

*
-

ﬂfveloping,‘conveying and enforcing rules are critical psychological and

*

moral séartinh:points for the child's attitudes aboﬁo,dnthority and justice--
w . ( * . .

-
»

key.elemﬁnts'id any plan for school -governance,
.Esgeritially, .the concern raised above is for -a.fuller, moré compre-
e i . . . ¥ - v .
- b a » b - K
hEnsive accounging of the developmental approach.' The author's,disggfoion_of;

L .
- L3 - LI ’

other approachéb taise other points Edr reflection. ThE section of this .

. - - z‘ . -

papex on socialization agents has particular immediaty and provides an

RNy - " 1\.. =

el:ernative way of examining.the 1nterplay of students» schoqls families -

nd coMmunities in. relétion to political social learning. R
| The~socialfiation agents‘epproach calls for v;dening the concept o% ‘
" ’”.edueation to include cftizen agencies-—media buslness, law en;orcement, for
. &ql example;:r;cognizing these representatives o; the communi as adult ’ .

i

. socializero involved in the schooling of students becoming citi ns.

r' S One ‘of the ﬁroblematio aspécts of the aOCialization agent's role in

o

~'

the’ modeling prooess is an but of focus view of ourgglues as socializing
‘;‘“ a.-aggnss, adults-who are actively.modeling, influencing, and conifibuting to
T student s Rerceptions aBbut the’ pbliticalflegal System. In this crucial

* interaction of teaching and learning, educators often do not think about

» - .
K} ' . »

-

-




-
£
L]

children 8 perceptions of authority, the use of power, the management Gf-_

B

-

conflict or other related matters
., " The very isolation of the classroom fromucommunity.life perpetuates

- " - - .
a pexvasive myth and maintains angther false dichotomy--that educational

L]

. and:nolitical environments, like work and play, do not mix. Our a1ternative//

- -

is to search for. interrelationships as powerful conceptual patterns that
d can guide citizen developmept and help us 1in, our dialogues about schooling

" in democnacy. Isolation denies,interest and involvement.’ In contrast, thee .
interactions of - learners vith socializing agents; who incorporate anyd -
develoﬁ an understanding of the child s growth and*devefopment, encourage
‘H active e}berience based learning and firsthand ohserv?tionfof citizenship

w

. - tasks Suéh interactlons hold fhe potentiai for impactingfﬁhiaingiculum

and changing the political edpcation emphasis from learning idealiStic : -

\\” . aspirations to oBservatiot and investigation of aetual behaviurs, In

K

addition, they also may bring abogt increased perceptions of the importance

" \r ~

N
of obligatiOQ dnd responsibility, of governance and.prosocial involvement .

N -
- T . o -
- ™~ H

N in democraCy L. IEREREE L ‘
.‘. -‘. , R -_‘ . - :.,ﬂ, ‘.. . % . ;, .
- fw‘ The influence of researeh on practice muSt be carekflly drawn without
~ P " i . . -‘:'
: losing sight of- common sense and the uniqueness of local settings. Proposed -
' oy (3 o

= ' » P

'“Q‘ schemes fof 8 hool governahce ultimarely should respgnd to 1earner needs and -

Il hl

capaBilities. In pldnqing gDVernﬂnce learning for young.children, apﬁects

of a11 the approaches migbt ?eadily contribdbe td constructing experiences
L 4

that eﬁhance understsndings of demooratic procggses and values. Careful
A .‘l J'O\ .
" - attention .to- the activq young learner s ways oﬁ copstructing knowledge are
¥ . e . \
Ol 'Especially impartant in this cognitively oriented pr&cess for.learning about .

tthe social/political environment.

. .. o ]'3F7 . o .
. ok, . . . U - . ~
- v ‘, . - ¥ .~ - . i

o d "a - “ - .
k " . LI - ]
¥ ) - - i
-t %, . wt . * 3 A " »
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F Jq;
What does governanée look like in the e gmeﬁtary schools? What are

/ ‘ - " f . -

the varlant patterns that promote prosocial demoeratic behaviors and
€ S ‘ ‘ !

political *learning? When are children not learning . gbout governance? In

o L

the gym when they are playing group games? AY qlassroom meetings that are

dominated by an autHoritarian teachervor one who only allows the bright or

" k - ¢
_'"good" children t share?‘r is' it when children interact at meeting

time, plan learning experiences together, and listen and communicate in a .
 cooperative social context? -

- H

There are, according to the authors, a muititude of questions not - Yo
A &

*

. Taccounted for by the socialization perspectives--the impact of different"

[

M

governance strategies, the types of participation that matter, key roles

individuals might take, and the roles schools playa. Indeed, Gillespie and

“

Soley conclude, “we will only know through- long-term studies whether , -

student eﬁtry into the process of gbvernance has an impact which m;kes it

worth concentrating on in cl;%srooms. The 'same applies to school '

governance." What are respon:}ble, icators to do in the absence of such
'évidén;e? ~ o«
. . - , )

When we think about the ;%cialization process, school governance issues,
and school climate, ng; we‘analyze:persppctives and summarize these
findings, we realize that we are dealing with invisibles, like Socrates'
metaphor of ‘the wind. To paraphrase: the winds themselves are .invisible,

\r yet what théy do is manifest to us‘and we somehow feel their approach.

At best, We seem to have little in‘Our grésp but. perﬁlexities

kS

to share

.

with one another. 1In considering the problems of school governance and

4




*
L}

L R cligssroon ¢limate, pgrﬁaps we will conclade that thete are no answers—-

b . -

o onl} variations of 6ur.questibné. Perhaps we will lose the incligzglqh to '

-

— “find solutions and tecognize the importance of the search as critical-te

the‘tgé%hing ‘and learning hrocess.f Practiqally_speakfng, each time we

"u @

« N are confronted with some new approach, we will have to make up our minds to

f +

. think to examine anew. We will know more about what we do not know. °Then

. we might ask what--not why. What makes this issue of échool governance
*and classroom:alimatp important to us? Doés it have §ome£hing to do with

our inténsion to remain loyal to the fundamental expé}ience of,democrdgy?

o

» L] ° ‘
- . . .
) \
+ ) . . . ! v
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"POLITICAL EDUCATION RESEARCH AND .

CITIZENSHIP EDUCATION

- Lee H. Ehman

Indiana.University

Whose job is citizenship educatlon? Until about 1925, it was con-

sidered the task of the entire schooling process to socialize ﬁouth inte

citizens. With the advent of a wew curriculum pattern, called social

studies, citizenship education began to be equated with the goals of’this'
new school subject. At the present time, moot would agree that the main ‘
purpose of sacial studies 1is the development of good citizens.l Other

prominent writers in.the aocial education field remind us, however, that -

3
responsibility for citizenship education goes well beyond one Subject

- +

%area in school, and transcends schooling itself. Many other.agencies,

from the armed services local institutiens such as libraries and police, = .

share this job.2

.

In this paper, howeéver, I will analyze the principal ways in which

.
the schooling proceas has been shown by researchers to impinge upon ~

' ' . . -
citizenship education. This broad research area, labelled "political -

cializatlon" research.3 Findings from political education research . .

.

qualified both because,of the relatively weak methodology of much research -

.




‘Four Traditional Themes of Citiﬁenship.qucation
. seem to be these: 1)} Political loyalty; ‘2) Political knowledge; 3) Demo-
‘theme, political loyalty, refers to goals such as’ obediencé to laws and
_state, and country. The second theme follows from Thomas Jefferson 8

. the political knowledge theme suggests that knowing more about history,

Ed l . )5 . , . a» R " 'i
Nevertheless, some impartant generalizations can be stated And implfca—

~
-

tions drawn from the stuoies condqcted:on'tHis topic. After Teviewing

four main’ themes of citizenship education, we will discuss those general—

>

1zations and implications.

The four main themes oT desire& outcemes, of citizenship education

c:atic attitudes and values} and 4) Decision-making‘skills. ‘lhe first

- 1

—— %

political authority, and a sense of duty and lealty to one's community,—

3 ~

prescription for good citizenship == learn history. Somewhat expanded,'

» L)

society, and especially about political institutions, will lead.to gooé
. ].," 3

N *
-

citizenship.

.

The'de‘ocratic attitudes and values position holds that heliefs are

the key to good citizenship. Belief in majority rule and minority rights;

‘tolerance for dissent; belief in political participation; sense of

personal political competence -~ these atéﬁexaﬁples of such beliefs.
Finally, the fourth theme is that decision-making shills - the ability 4
to understand social and political problems, to collect and analyze data
that bear on these problems to sort out competing value positions, and

finally to make an informed personal decision about the problem --

constitute the most important aspect of good citizenship. ~~ ° '

\ D112
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‘educafiog; Parenting and family education; Careerleducation; and Multi-

In addition to these mainstreaﬁ {deas about the desired outcomes of

. ’ . ) <
civic education, thére are a substantial number of contemporary "interest
e v A
L}

groups'" which clamor for their'partipular goals. A simple listing will

give an i{dea of their range: Political action skills; Legal éducation;

Motal educztion; Glaobal educatiop; Economic education; Environmental

-~

cultural/multiethnic education. Suffice it to say that citizenship

.
b

education has numéroué proponents and positions!

Political education research has by far the most to say about the

‘second and third main themes, political knowledge and democratic attitudes

‘on school and classroom "climate." Put another way, emphasize whatsyou .

and values. Research ahs been focused on some 6f The OFRET mMaim—and - .- -
M " - g S

speqial‘interéét themes, but the findings do not

< - W
to generalize as in the case of knowledge and attitudes. 1€ is to these

add up" to an ability

generalizations, and-their implications for teachers and administrators,

that we now'tﬁrn.

Content for Knowledgg and Climate for Attitudes ‘ r
i

"The thesis of this paper is simple: If your goal 1? to increase

political knowledge of students in school, focus on teaching specific,

well-developed content, through direct instruction., If, on the other

. . ¢ - . ., . “’

hand, you want to promote democratic values and attitudes, concentrate
E . '

teach for knowledge outcomes, and for attitudes, how vou teach. The

, ' ¥

two different goals seem to have somewhat separate paths leading to them.

u W

What 1s school and classroom "climate?". This refers to how things

are done in the whole school and in specific classes. Rather than what
- v )

. @113




- ’ L)

1s done, it is the way in which they are done that {% crucial’for the .
[N [ . - [
L "climate" aspects of schooling. How much student involvemeént there is

-

e in school decision making, and how'extracurrth‘ar activities are conduct-
~ ' % : . .
ed, are examples of school climate variableﬁ. If students see themselﬁgs
" * “ I b . LI N el
as involved in,s;hool dpcision making about school tules, for instance,

or if they view extracurricular activities as ways in which they can
participate meaningfully in_ st¢hool affairs, then we woﬁld say there 1s-

s . 9
an "open school climate." Likewise, 1f in the classroom students con-

[
*

P . sistently have an ‘opportunity to e¥press their opinions on controversial “\_
topics, and the teacher 1s not always dominant, then there 18 an "open
* ¢
M- classtrogm climate." Researchers have found that climate makes a differ-
L) ) - — " ————— . . _ ,
* - - — .
ence in attitudes, - . —_—— ]

" — . . \
Polit£:\1 Knowledge as Citizenship Education :

Befdre analyzing the "climate" research, however, we will examine
politica¥jeducation research findings for knowledge outcomes. "
H ?‘. LI * -
For ten years the work of Langton and Jenn:l.ngs5 has dominated our
» L]

a

knowledge about the impact of civies courses on political knowledge of

. s, » , .

* senior high school students. Using their .national sample of’ seniors in
1965, they showed that a number of civicg and history courses taken by
these senlors during high school was not related to political knowledge.

Several other reséarchers confirmed this finding with smaller scale ~

d—

studies;6 " v

* This research‘had one major problem, however. Thé test of-political

knowledge tended to be very peffunctory, often consisting of two or three

-

low-level knowledge questions. A more recent 8tudy, based on much more
- !

. | e 11
i “f:;,\o’[ SR .




&

extensive and cufrent national data, and using much more sophisticated

¥ ’ - :

.and sensitive pglitical knowledge measures, has shown that the, number
- . L - b ’ M . . -

of courses, and the study of specific topics within these courses, are

relatively powerful predietors of political knowledge.7 Based on the

most recent (1976) ﬁational Assessment for Educational Progress survey

-
[

data,‘tﬁese conclusions would appear to have more validity than the
earlier finkdings of Langton and Jennings, This 1s especially trug

because off the much higher quality of measurement of political know-

L

ledge 1itself. Therefore, ‘one generalization that can be made is that

taking mgre ébu:seS, and studying specific content within these courses,

- .

/.-4
does imgrotve polftical knowledge.

Byt we can g0 further than this.\ The National Assessment finﬁ{

—_—_—

—_—

also, s oq\thatﬂthe use of so-égiiga"“hI;EEF_IEEEfﬁGtiUn"-ggggég these .
' coursgs also Tgkes a'positiéé differe;ce. Three pedaéogica}ﬁaspects of
TMdirdct inStrdptioﬁ" were included in the fihdings:} Tﬂese included the
use oq'a textbook; theé use of lectures; and assign;ent

1
. of homework in civics-related courses.

emphjasis on and
Apparently, according to the

Na§ional "Assessment researchers, the more the teacher tries to teach
. Lo L .
L ]

content th¥ough these instructional practices, the m&ie knowledée will
1 .

be gained by students. " " .
Other, more specifically-aimed studies have’shgwn the same thing.

!

For example; Patrick, in his extensive pilot sfudy of the American

Political Bahavior curriculum materials, showed that with a 39ﬁester-long

<

course in civics having a special focus on political behavior, student

knowledge made impressive géina.s Attitude change, however, was not

-

-
15 .

"
[
4
L
* .




. \ C .
) ’//;/’/found " This was not surprising. as .1t was knowledge, not attitudes,

that, WHS the object Of the speeial materials. Other politieal educatipn

"

researchers have to come up with findings similar to those of P'atrick.9 .

e -

. R \This 3eneralization isnintptesting in light of the overall kpoy—
| ledge ‘declines shown by the National.Aﬁsgssmeht frém }é?z t6 l??buf With-'
out describing these déclines n detail. Suffice'ir to say th;t'ppliti}af
‘kﬁ;wledg; has decli;ed signifiégntly for both 13-year-clds aﬁ&'l?-yearl

olds in such areas as knowledge of vonstitutidnal rights, understanding of

the strucﬁpre and function of government, and understanding the political

< -
i

10
process. . . .
5 . . .
- . . . ,

-If this.decline 1is real, and there is every‘reaspngfo believe that-
it is, then it would appear that there has been a recent decline in eitaeri
the number of ciVics courses taken by studen%s, gr,the amouna of direct .
—_E-__*h—__;‘*_IE§E¥EEEISE' practices— fﬁgé“Uf“textbooks-Lectures, and bomework), or r -
a decline both of thesg factors. Lookiqg back at the last decade of
change in the secondgry social studies curriculum, it is not difficult to
believe that a deqliﬁé in doth fact%rs has-occurred.

The emphasis during the late 1960s and early 1970s on.electives
1
rather than required subjects, on a variety gfiinStruétional media

*

rather than the single textbook, and on inquiry and discbvery rather than

-

exposition and homewdrk, might account for at least part of the political

* knowledge decline in the early l9?Os.tr§ced b National Assessment. The

implication seems to be that Iif we de-emphasize knowledge in our classes,

3 13 ’ ) - \ ’
knowledge declines, perhaps to the bene?it of whatever it is that we

-

E emphas'iz_e more. ' ‘ 116
. ) - .
’ -
- m
. . I'OV
, » - -

.
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Political Values and Attitudes as Citizenship Education

-

There are a. few examples in the political education resedrch liter-

-

ature of successful attempts to change political values and Etbitudes o

through direct instruction aimed at that goal. For instance Goldenson

tonducted a three-week field experiment in two high schools tﬂLt sé‘wed

S

quite convincingly that a_specific program could change twelfth graders

attitude; toward civil liberties.11 Other réseirchers have demonstraged

- . 4 1

similar, but limited, results for other values and attitudes.12 However’,

more studies have shown the opposite -+ that a number of courses or
’ . .

specific curriculum units do not have positive attitudinal outcomes, The

center of gravity of thesg studies suggests that more ofteg than nqt;?

- o - ] . - ?',
direct instruction does not change values and attitudes in a desived.
di.rectiit:on.l‘3 M ., *

= . f i » -
" Furthermore, there is some solid evidencp that direct inStructioh
o"‘—'-"--__h - “d
can have negati impact Oﬁ_ﬂttitudeSw Forney, Oppenheim, and Farnen, in

. reporting the results from a ten-nation study conducted in the early 1970s,

shows that across all countries, such school practices as the uyse of printed

v, - . ., N . * 'r- .
drill mgterials and stress on factual aspects of subject matter have a ..

negative relationship with attitudes such as, tolerance for. dissent and a

-

- » . - a2
positive relationship with authoritarianism.14 This may be one example of

the trade-off between knowledge and attitude outcomes di;cuseed above.

Knowledge gains might be accompanied by negative'attitude shifts. Unfortu:

2

. nately, the Torney study did not examine the political knnwledge question
) -

with enough precision to determine if that was occurring in theqr research

-

. To contrast with this rather confusing and.ambiguou97picture, we now

\ . P . -
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. . s e T g
‘ "+ ~examine tﬁe r"elat{onships of school énd ciassroom climate factors to )
¥ : student attil:udes. -The overwhelming conclusion is that open cMn/-na:E s - ¥ &
_ . o, St
. - 1in schools is r.elated to positive attitudes of students.ls _ _W\“’ . .
L e .

\

}
LS - T

Schgol organizationa]: climate is related Lo positive attittide%'.@ d % {f .
i

o
L4

An organizational climate charac‘terized by reciprocity within the : ‘7 ‘\] N

> . decision—making process, and a0t by a strict.ly pierarchical, top-toﬂ’ Lot
B *

bbttbm decision and c@nication pattern, is'one likely to have si:ue,é e, |

- ’, " »

y
dents who are more gocially trusting .and politically interested an& who -

believe they are politically competent.16“ Particfpation in mtracuf):iCular !
A %

. -

activities is similarly related to positfve politica'l attitudes. . -7 - s

- E i -

j
Classroom climate has also ‘been found ’l:o be connected to” atudent.. b

al:l:itudes.'l? The extent of controversial sdcial and - Political iaq_ues' ﬁ: o e

¥
¥ . 2 \

- .
1s related to positiVe aztitudes such as political confidence and in'lse.r- ",,

d‘iscussion is one aspect of an open\ climate in l:he class. 'I‘his factosr '

! * \&.“\j;
sent. Another, and relat,ed t}spect of opeh E R

N -

\ ' est, sr\nd tolerance of di

.
m——m e e -
-

classxoom cli;nal:e is the dqgree to thich st’u‘dents believe” fhat e,g can -

2

* express openly thelr views in classroom sestings. Again, related td}/‘ T

"

"y gt
this, 1s a third factor =— the extent to ;(hich teacl‘i‘axs activel)%ﬁcofn'age,. L

- ¥ - 8

a.range of viewpoints being considered. Both of these latter two c-lil;late .
h " . E :
- - & I

" attributes have also been linked to positive student attitudes. T ”,,;- "

f

For attitudes and values, then, how schooling influences Qtudent _,)

h‘-

- . -

' decision—making involvement, and how classroom teachers ,involve the stu~

Lo * o L

- i dents in considerinE polil:ically pertinent subjec: matter Q:atheiit)han the - .
-/,.1 . content of this subject'cma‘tl:er, is w:!‘l‘at nwbters. In light of .this. :Ln’ter-' “ ‘
* pretation of t_he climate research, :Lf is again Fin_teresting to Col}?i,‘_l“m,,
[ - g - T i . IS ¥

‘. . " oo . ) _ .
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what National Asseasment % /discovered to be the across-time trends 4n
k . .
From 1969 to 1916. they found that .

-

-polifical attitudes of stEdents.

ble to in{luence government increased for.

*

stulents' sense bf being ¢

national doncerns,_but decreaSed for lécal concerns Unfortunately , fewer

’ in.1976 than 1969 qould explain specific wﬁzg of "influencing governmental
processes, ' : : .
i -

Tolerance and respect for otheé@' socio-economic and racial differ-

ences increased over this time perivd. " This finding may well refléct an

~ _:-i‘. -* e ' ‘ .
3 Ancreasing concern in the late 1960s -and early ¥970s with just such atti-
) ’ ‘ - - ’ - w - .
tudes in the school curriculum. It also.may signal the efcht‘Bf less

! authoritarian teaching practices and open school siimates,jas suggested

above. Whatever the explanations, these attitudinal findings underscore
“the point made earlier that there may be a curricular trad -off operating

I“

{
f c1f it 18 true that there was a major re-emphasis in the s cial stpdios
f
]
f
!

curriculum during the period under study, then National Assessment is

finding*what it should find -- decreased knowledge 1evels and somewhat
-~

more positive attitudgs as a result. If the current shift toward basia

skills and a beefing up of the knowledge aspects in social studies

&

cdntinues, then the next National Assessment in”Citizenship and-Social

Studies should contain a mirror image of the 1969-1976 change findings

' Whal thuld Teachers and Administyators Do? .
- Hhed wejstand'back and take stpck of our findingg, a few features
stand out ‘from the rest. First, what we should do depengs upon what our
. Eaff?enship_education goals are. If the; center around students‘ acqui- f

sition of political knowledge, thea we should use direct instructional

-

.

\_Q

f
i
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.

- ’ practices such as 1ec¥ures and homework assignments and textbooks

These should be,uaed in conjunction with specific curriculum objecti‘es e

e

‘ geared taward Ihe:easing Political knowledge.. D “'w -

K}
¥

- 1f, on thg'othgr hégd,'OQt goals have td do with fostering democratic

nglues and aEgithdes, then the school and classroom climates appear to be

Yt . . - .o
‘ ' the most powerful lever$ that we cam manipulate. AJMInistrators and
counselors should make the school a place in which students-have a role

iﬁzﬁhe decision-making and communication procesées. Tﬁey.should be

\Q\\ ) encouragéd to participate in meaningful extracurriculur activities.\\\N;\\
' . . . , ’
. \\‘ Classro6;.geaghers should engage their students in the discussiop of
. \\‘hv controversial socia}l and political issues, ép that students feel able to

1 ot .
_express théir -opinions openly. Furhter, the teacher should encourage a

s . . . .

range of views in the classroom. . ¢
f .

But, there is reason to believe that we can't have it both ways.

- -

Knowledge or attigudéé, not both, it wéuld seem, ca& be achieveéd. In ™~
. chidying success in one area, we may;iose grourid in the other. The
ﬁlné}e the: instruction 1is direct'qu-pointed‘at knowledge autcomes, the 1;;;
. opeq~the_Flassrooq_climate will tend to be. PFrhaps the: best we c;n do
is ﬁake bur‘Fhoice-f%rmly, one way oT the other, and stick_with it. There

does not seem to be fgsgarch which suggests an optimistic synthesis which

will lead to both goals simultaneously.

-
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1See Robert D. Barr, James L. Barth and S. Samuel Shermis, Defining
the Social Srudies” (Washington, D. C.: National Council for the Social
Studtes, Bulletin 51, 1977). .

zFor a comglete analysis of this idea, see«Richard C. Remy, "Social
Studlies and Citizenship Education: Elements of a Changing Relationship,”
Theoty and Research in Social Educatioh 6:4 (December, 1978), 40-59. -~

-

3The term “political education" in this paper is taken to mean that
subpart of the political socialization process which constitutes instruc- -
tion in schools; both direct and indirect, which is aimed at shaping the L
polirical attitudes, knowledge and behavior of youth. "¢ is noted thar,
this conception of political education differs somewhat from that of
Pattick, who characterizes political socialization as a subset of politi-
cal education. See John J. Patrick, "Political Socialization and Political
Education in Schools," in Stanley A, Renshon, Handbook of Political Social-
izarign: ATheory and Research (New York: Free Press, 1977), pp. 190-222.

4In forming the' generalizations used in this paper two recent reviews
were psed extensively. .Lee H. ¥hman, "The American School and the
Political’Socialization Process," Review of Educational Research, Vol. 30,
No. 1, (Spr}ng'iQSO); Lee H. Ehman, “Research on Social Studies:Curriculum
and Instruction: Values," in Francis P. Hunking, Lee H. Ehman, Carole L.
Hghn, Peter H. Martorella and Jan L. Tucker, Review of Research in Social
Studies Education: 1970-1975, Bulletin No. 49 (Washington, D.C.:, , National
Council for the Social Studies, 1977}, pp. 55-96. Several others were
consulted. Dean Jaros, Socialization to Polirics (New York: Praeger,
1973); John J. Patrick, Political Socjalization of .American Youth: A
Review of Research with Implications for Secondary School Social, Studies;
Bulletin No. 3 (Washington, D.C.: Nation Council for the Social Studies,
1967); Michael P. Riccards, The Making of trhe American Citizenry: 4&n
Introduction to Political Socialization (New York: Chandler, 1973)} and
Robert Weissberg, Political Learning, Political Choice, and Democratic
Citivenship (En lewood Cliffs, N.J.: Prentice-Hall, 1974). The general-
izations are based almost exclusively on correlational, not, experimental,
research. 'This means that 1t 18 not legitimate to draw causal connections,
and-~to assert that changes in one variable cause changes in another. We o,
can only note correlations among variables.;/ If all "non-causal" Tesearch
findings were excluded from congideration, Ave would be able to conclude .
only that some speclal curriculum rreatments, included in the few valid - .
field experiments in the political educarion literature, can influence, . i
polirical knowledge. This paper 18 not restricted to such a rigid cor-
atraint. Instead, Knowledge from valid cdorrelational studfes is used. The
language of these generalizations and implications is cast in rerms of cause’
and effect; this error is necessary if anything is to be said on the topic.
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12See Robert John Ellison, A Siudy of the Effects of Value Clari-
fication on Pblitical Attitudes, unpubljshed doctoral dissertation,
University of Rochester, 1974; George ‘Levenson, "The School's Contri-
bution to the Learning of Participatory Responsibility," in Byron C.
Massialas, ed., Political Youth, Traditionall Schools (Englewood. Cliffs,
N.J.: Prentice-Hall, Ine., 1972}, .123-135; David D.. Marsh, Education

for Political Involvement:~iA Pilot Study of Twelfth Graders, unpublished
doctoral dissertation, Univérsity of Wisconsin, 1973; Michael Jerome
Rockler, The Effects of a Junior High School Course in Political Behavior
on Political Socialization, unpublishéﬁ doctoral dissertation, University
of Minnesota, 1969, .

13Fbr\a more complete discussion of this conclusion, see Ehman,
op., cit. .

laludith V. Torney, A. B. Oppenheim and Russell F. Farnen Civie

Education in Ten Countries..(New York: John Niley, 1975).

I
lsAgain, see my more extensive review oOn this generalization ’

(Ehmah op. cit.)
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Children's Perceptions .of Authority: An Opén and Closed Case," Urban _
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" ed., Political Youth, Traditional Schools! National and International
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.INTRODUCTION TO COMMENTARIES ON HUMAN

‘ GROWTH AND DEVELOPMENT

o .

Nicholas M. Sanders, Research Coordinator
GCitizen Education., Research for Better Schools, Inc.

In the two commentaries which follow, there is basic support of

David Elkind's focus on the psychélogicaafrights of the child as a Litizen.

In facE, one commentator congratllates Elkind for providing practitioners
with such a "driving idea,” in pleasant contrast to the "bloodless
theorists" usually presenting papers at this tyﬁe of colloquia.

Both cgmmentatoré, Gegrge French and Jeanette Gallagher, agree with

-

" and elaborate on one of Elkind's specific areas of'concern, the child's

. rigbtvtp grow aé'a totality. Prench points out that as a curriculum ~

-
-

developer he is concerned with the extent to which most curricula are so
. fragmented as, to violate_es!entially this right of the child. As one
il&ﬁsgration, he focudes attention'on thé current popularity of a return
to "basica,"” which means to most people stripping the cUIriéulum, espe-
s, cially in-the early grzdes; of everything but reading and arithmetic.
Jeanstte Gallagher elaborates on the waya in which labelin‘he child
violuéqp the éhild‘n'}ight to grow as a totality. Sh; refers ‘to recent

writing by Bronfenbrcnner, who chtractcrizcs ‘most human development re-

search and appu‘ation as being based on a "deficit model.” The deficit

h .

podel resylts in children being labeled relative to particular distur-

‘bances in thnir development. Once identified, the particular deficiency

5 125 .,
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is the focus of treatment, while other-aspects of the child's life are
ignored. Ggllagher notes that those applying Piagetian conceptions of
development to education are often among those who engage in the deficit
model labeling, even though there is nothing in these concepts‘thagvfmply
use of that model. A "growth.mbdeﬁ" alterﬂative which encourages the
child's growth a8 B totality is then described by Gallagher.

The commentators raise some issues with specific aspects &f

Elkind's presentation._ French cautions that Elkind's concern reéarding‘

the acceptance of differences in the limits of various children may easily )

be turned into a justification of limits Imposed on children of'certgin
backgrounds because of preconceivéd notions about their natural limits --

!
an interpretation basically inconsistent with citizen education in a

-

democracy.

kS

Another issue focuses on Elkind's warnings not to base curriculum

[

development on the fieefgpg affective interests of children. Frenéh
suggests that the variety of advice of?éred by learning theorists con-
cerning thé relation of the cognitive and affective domains in ‘the learn-
ing préifss has served only to confuse curriculum people in their attempts
to understa Bhg lgfrning process,

There 18 a positive reaction to the implications of Elk}nﬂ;; positien

that citizen education is more than a set of courses. French finds it

gratifying that a connection was made between the developmental needs of

*

children and the classroom climate,.which he sees as conditioning citiéen

behavior and not merely providing inptructionfl context.

w
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, _  RESPONSE TO

THE RIGUTS OF CHILDEEN: . CHALLENGES IN TODAL'S WORLD

. \ ~

at
-
. » . 'n

- . Georg\‘ W. French .

The_ School District of Philadelphia

=

» - L J

-
o

My resction to Dr, Elkinq's paper will be governed, of course, by

3

ny pos;tion as 8 curriculum director in s 13:53 urban center. ?his-in_
volves the responsibility for the prepsrstion of curr;culum for 13,000
teachers st every grade' ievel }o use with all the people's childf?n. This
responsilyility doesn’'t besr on the sccurscy -of Dr, Elkind'"s observations
so much as it influences _t;he manner in which I éha‘ll tespond. .\Spe‘gifi-

cally, I shsll look first st the curriculum 1hplications for citizen
o

educstion of Dr, Elkind's developmentsl concerns and;aecdnd,}l shall ask

Dr, %lkind to clayifyaiahe‘areaa of confusion generated for me by his

paper. '

4
First, it ia gratifying to see the comnection made between clsssroom

climate and the developmental needs of children and ci:fézh'education.

So often, citizen education is relegated to the socisl studies where

-

experiences in American govermment, American heritage snd related subjects

const itute’ young people's preparation for citizenship. Aside from the

. o
fact that it-is’a very restricted view of citizen educstion, this appreach

3

overlgoks the significant processes in the claasroom that condition be- .

havior much more 80 than the contant of the instructlon. Dr., Elkind is
‘ ) - o \‘\'.

correct, in my view, when he agaerts that young people have i:syclwlogil_f;_al

s
~

M
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rights that should‘%ot be violated. The violstion of these psychological

.rights undermines the two basic principles of any citizen education, the

concern for the rights of the individuai and human dignity. “ You cannot
- b *

superimpose content on a foundation where such rights have been violated

and expect to attain the desired behavicral outcomes.

Second, there 1s the }iéht to grow as a totality. Speaking as a’
e !
curriculum developer rather than a developmental psychologist, I would

- L}

reaffirm that right. In our zeal to return to the "basics" wé have too

. often stripped the curriculum, espeg¢ially the primary unit of the elemen-

tary school, of everything but the so-called essentials: reading, writing

. and arithmetic——and often there is very little writing. Children are

reduced to paé%g i“;? political and bureaucratic game where standardized
tests measure skills devFl?ped with;ut references to any context ba;ed .
aithe:son the'i;terests of children or on profess{onally developed curri-
culum. There seems to %; a feeling abroad thatfexperiences iﬁ sciencé
and‘hdhan behgyior musgrawait‘t‘ cquisition of prof;cient@;kills in
;eading ;nd'cbmputing.~ ?Bg argument adjgnced is that the good citizen is -

the literate citizen. But the overemphasis on development of the basic

skills to the exclusion or neglect of pther areas denies the child at the
-, / -

- most «crucial point in his education the right to grow and learn as a )

totality. .
‘Beyond this violation of the_;hiid's right to grow ss a totality, we
must inspect existing curricula and their purposes in most schools today.

The curriculum of too many school systems reflects two procesges that

123
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educators have not yet arrested or corrected. The two processes involve

-

the fragmentation of and additions to the curriculum. The elementary
school curriculum, yhere the ‘idea of growth as a totality is crqcial, isg

perhaps the most fragmented in spité of the self-contained nature of most
: .

{ elementary school classrooms. This fragmentation is reflected in an over-
empﬁésis at éhe very early stages on skill devélopment without an acco;—
panying conscious effort to build a foundation for development in cognitive
areas other than the basic skills and in affegtive areas that have been
pontinuously identified by developmental chologists as important for

the healthy growth of young people. The school gives an occasional Slimpse

of surrqunding reality but without any unifying theme or purpose. A

o *

2 g2e 7T T 2t - )
Alttle of this amd—a little:of that when time can be stolen from the

L

"development of basic skills is the school's response to the explosion and

implosion of information with which.the modern chiid muat contend. The _

* s L

W world has moved into a modern neolithic stage while_;hélséhéols remain at

* ¥

a modern paleolithic stage. . * : o &

Occasionally, when this disjcinted state of affairs is recognized,

4

- action is taken in the form of adding to he'curriculum. The additién ig‘.
often a reséonse toda'sit;ation that has grown sharply and critically
prob}ematiégl. The process for suLh additfion is uquall; simply to add.
the“m;ssing ingredient to the existing theme}ess stew and ex(:ct it to be
taught or, more probably, ignored. The picture prehenteditQJthe informed

observer is. a fuzzy one of uncoordinated purpose sharpened only by a

dedicatiohqto the development of skills and processes the value of which

*

P 22 o \

*
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changes with erery technological advéﬁ!b.

The right té grow and learn as a totality in an increasingly complex,
" [ 4

interdependent world is imperative, and citizen education must take néw
' shapes and an exgandedﬂdefinition‘ﬁﬁ“ﬁgfgathe demands of this imperati
. ' Today's world demands a modern feﬁefiding of the Greek notion of paideia.
Citizen education cannot agsume that the learn?r can step out of himself/

herself to enter some fragmented school process which produces a.citizen.
1}

The learner is aiways,'as Elkind states, a growing, knowing and showing

individual. He/she communicates in a world enormously sophisticated in its

neans of commumication. He/she learns in a schoolroom setting of discrete,

- - * ~

experiences that is faridifferent from the real outside world of simulta-

&

i
o, Deous experiences. He/she is involved in a ngceaalof accepting tremepdous:

1oéds of information,aqﬁhe/she seeks to make sense out of a world that often

R -
e,

seems irrational to his/her adult stewards, He/she seeks the means to give

scope to that fundamental need of humdﬁ‘beinggltc be expressive. It is

therefore 1mportant to heed Elkind's warning that children have g right
[} /

to grow and a right to grow as a totality. It 15 therefore important to
underfine the understanding that fragmented, unidimensiconal citizen educa-

" tion presents the danger of producing detision makérs without wisdom,

+

technicians without human understandin s’m/‘rﬂ citizens whose psychological

rights have been ao violated as to render them~Ihcapable of the new human

’

shapes necessary to survivi:and find fulfillment id a world receding into

human indifference. .
n-a ;
Third, Elkind maintains, there is the right to grow at one's own

o w130 . a




1
~ N -

. - .
rate and pace. Again, I am in fundamental agreement with Dr. Elkind's

“agsertion that the artificial acceleration of intellpctual,,emotiqnél and

social growth is a violation qiifhe child's psychological rights, and *

génerally iz a frﬁitlesg endeavor.” Today's students have.greater demands

-

on them than students in any previous generations. -

The amount and depth of knowledge necessary to undérstand'the every-

e

&ay.world has tempted parents and educators to accelerate intellectual
and social processes, Very often,.as parents and educatéﬁ?‘we transfer
our- anxieties to‘our wards and turn theIfl into machines whose o‘n]:y human
expression 18 that of anxiety. One must note, however,mthét‘th% call Eor
an undérstanding of limits-is a‘two-edged one. One.nust question the’
use of the phrﬁsg‘ “pisconstruéd egalitarianism¥ espectally at a co;fer-
ence on citiéen education. And; one must b; concerneq about Fﬁe danger;'

- - x
lurking beneath the statements "equal under the law . . ., equal access to

education.” . . ‘

‘ It is important that we understand that children have 1imit§:at'\
glven stages of development, but.if is.equally important to understand’

the day-by-day process by which limits are imposed on some children |

because of preconceived notions of these children, their - limits, and

their right to know, express and expand. The notion of "misconstrued’

2 -

egalitarianism™ used as an argument for establisﬁing limits for some

Hsk{iﬂren is often an expression of dwindling faith in the democratic

- ereeds It 18 a departur2 from that basic notion that education serves to

provide each generation with the means to establish the real equality of .

a

o




. which history informs us of, as instructive sd that we do_not burden

‘overemphasis on the cognitive domain in years past. ‘The learning Psi- v TR

peoplé and to prevent socieﬁy from becoming increasingly stratified both

-
3

intellectually and social.ly. Sucli notions, along with the state.ment

‘eqpal access to education," often hide an implicit view that the bellél. ‘1

* ! ] B ] ::
shaped curve is a reflectiou of’ reality. In our concern for the psycho- T

logicaL rights of children, we should see the shifting views of reality,_. . !

. L ¢

? . . : .

cﬁildren with the conceits of our times. - . . - X
r o
I must confess perplexity regarding Dr, Elkind's remsrks about the e .
« ’ A
af fective and cognitive interests of, chiidren and these two domains in .

* : w._/

the learning process, It has been my understanding ‘that'the emphasts on
. -

the affective domain in recent years has been a reaction to a previohs

~ -

chologists I have encountered in discussions about such matters have -}_ "
'assuféd me‘that'aﬂy differentiation’between the two domaids was purely . '
for practical purposes of investiggtion and diSCuss£5l2 The cognitive . =

o

and the affective domains had been described as the gaaoline and fire of

- .
‘the learning process, To neglect -or to oyeremphasize one or the other‘ oL

was to rob children of the naturalness and intrinsfe jcych Iearping.. I - .

understand and agpreciatejip; Elkind's warning to curriculum peaplesto.

exercise great care when developing curriculum and to.maﬁe‘sure we are

aware of-the fleeting interests and the status-seeking nature of our,
rl Q‘ ' RS
learners. But curriculum people need fewer confusing signals from learn-

ing theorists about the learning "bcess and about the role‘of the cogni- . ’:
tive and affective domains in that prqté}f} . , o
Y - ’ . ’
. i . L
/ [’f .
“ ¥ o




N

—

*

-

-

‘
-

!

[

. f
- |
!

Finally, I pust offer Dr. Elkind my heartiest congratulations | for .a
-y

message conveyed wiﬁﬁ a driving idea. It sometimes seems to the pﬁacti—
/ )
tionérs that Such conferences as these are too often peopled by bldodless
- i
theorists whose presentations reek,of manipulative notions or conditioners

of behavior which belie the basic message of Dr. Elkind. The idea that

-

LN

children have certain inviolable psychological rights including the right

to grow as a totality, the right to grow at one's own rate, the riIht to
know and to show, 1is an idea equal in importance to its political tounter-

part and the political rights that thus ensue. Thig idea providesta

) r :
foyndation for good citizen education, It can help 1ift the teaching
. \ E

professien beyond a whimpering dismay about the inadequacies of itJ

wards, beyond a search for tools of e;;i}hlation to bring about precon-
ceivéd notions of desired behayior to an understanding of the power of
educ;iion to free and expand teacher and learner to create a c¢ommunity of
learning that enhances real citizen éducation. The histo?& qf American

education informs us as. to the consequences when we neglect the totality

< LA

of human growth. . ’ R .

Y

The mixture of religion, romaﬁticism and rationalism, ;long with

w

+
nationalism and utilitarianism, that has characterized citizen education

.

in_American history, has been punctuated by sharp and often 0pposite

- - ’iﬁlctions when one of};bgse forces 1s overemphasized. This is-the

3

historical correction for ignoriﬁg tw€ total growth.ef the individual, but

tHﬁJ;rice for such lessons is too high for educators to continue to

+ k] * -
accept with good consciehce.. Dr. Elkind's driving idea reminds us ounce

more of our task and mission as educators. . P
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PIAGET'S GROWTH MODEL VERSUSA DEFICIT MODEL: “
, EDUCATIONAL IMPLICATIONS FOK THE PREADOLESCENT -
i i“‘ ' , .
, . -

. Jesnette McCarthy Callagher
-

- Tenplé niversity .

L]

In Bronfenbrenner's (1979) The Ecology of Human Develcimgpt we are

; ‘presented with a challenge to sttidy children according to a new blue~
pr:l.n't: the analysais of the layers of the emriromnent that have great
influence on_ the ch:l.ld. 'I'his is precisely Elkihd's point in the pr;e-
vious pape.r. the chﬂd's Yight to be tr‘ateﬂ as a tatal pereon. Bron=
5¥nhrenner °°'ﬂihﬁﬁut;knlk4nd" theais by pointing out the problems “of

a “"deficit model“ that peryades both rdsearch and practical -application
iu the dtscipline of human development. T ; )

Consider the meaning and petvasiveness of a defictt model. Such a’

N .

model is based on the aaaumption that when an inadequady or a diiiurbance

. igs found in human development (that is not obviously organic), there
- I

.certa!.nly@uet be =ome deficiency within the child or within the child's . -
" immediate environment, First ong lopks for ppaéhy, hyperactivity,
learning disahiiities defense mcchanisns and so forth. If such probihg

fails, then one logks to the parents-surﬂ.y there mﬁst be a lack of

cognitive atimlat:l.on an :Lll-balanced mrital ralationeh:lp, or personal-
, <

-

itie= fixated at the preoedipal leYel. Suppose one fails again. Then

one may turn to the eehnic group or social ‘group. So we hqve millﬁons of




L

vdefieits.

*

R ﬂ\f\vw
professionals who are at this moment looking for deficiency and hoping .

to.Eorrect it. But how strong 18 this hope? At the level of the soedal
group; wve ask Yo these people really‘ﬁant to change?
We are 8o surrounded by the mentality oi”a defieit¢node1>that at

times it may seem difficult even to consider alternatives.- In simplest
' : N .

terms, our thinking procteds as follows: a child has a problem; there-

fore, there is something missing within the child, or within the child's

-

' neighborhood. One 1s especially struck by the pervasiveness of the

deficit model when listening to teacqers and administrators in our,

C

schools. Problems seem almost insurmountable because they are gafl to
.be’rooted in deficits created by drugs, ﬁarental apathy, excessive tele-

"¥dsiom,. and faek -of discipline; Little attentlon is'focused upen a

< . w

"change model," that is, one of growth and‘creativity. Much psychic

energy may be wasted, for example, in focu;ing upon lack of parental
“{nvolvement in the school. The roots of this noninvolvement may be so

. " ~ - . v
cSmplex that no one teacher or administrhtor may effect a change.

*

+ A teacher who is notivated by a ehange model however, will con- .

Btantly evaluate teaching methods and interactions with studente to
' determine if he or,she sparks interest.in thi subject matter. This is

the teacher's area to effeas change. A highly mbtivated teacher will

-

focus on the positive charaeteristieo of students and not on their

- J
»

' : . >
‘Let us coneider.in some detail a trend in the application of

- E
.

- Plagetian theory which is linked to a deficit model. There 18 & movément
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“ ’ + e
e to label junior and sendor high school students (and, in some cases,

college students) as aifﬁer concrete Br formal operational thin%erg. '

Accordiﬁg to Piagetian theory, a child (roughly ages™ 5 to 12) thinis .

s =

- ‘about reality and solves problems from the perspective of the concrete, ‘
" the hére and now. At sround age 12, the preadoiescént b;gin; to solve
problens‘fr;m the perspective of -the possible or even the impossible as
. in Plaget's iatesi emphasis® (Piaget, 1976k, '
o Unfdf;:;ately, ;he original-work by Inhelder and Pi;get (1958) Sﬁ

' the development of thinking in adolescents was almost entirely centered

- e L

~ upon science expefinents, especially physice. Now it is known tﬁat
ghether or not an adolescent fails to solve a research task designed to
inves;igate thiﬁiing at ths‘Tormai thougﬁ; i?vei may depend upon many
factors: knowledge of science, the séoriﬁg.qistem usé¢d, cégnitive gtyle,
or the indiv{dhil'arﬁnique QPproach to Ehélprobrem (‘allaéher & Nopp;, »

1975{ Callagher & Mansfield, in press). - . . :
-

\ Researchers who checked the original protocolé st the Archives de

Jean Pfhget foung that there were_uniqué solytionJ to the problems‘first ,_"":”:\ R
; - / ;

gﬁtativé’protocolq vere

- .
E

- - .
given by Inhelder. But because only a few repres
~ 4 . . !
4 - . .
selected for publication, these unique solutiong or strategies,; even

- though advanced and certainly at the gormal le s were filed in the

‘ > archives.
- -

However, if a student 1s given a “formal thought test" today and T

» .

does not 'pasa"\\Ehms accerding to the test cqrstructor'g standards, he . R

or she could be labeled "concrete operatiomal."” To lsbel an adolescent ot

-

. M . .

-




" goncrete and opepdtional students. OQur concern should echw E%kind'si

-

¥

- ‘ - \ F
[} N
as conc(;te béergsionaf and provide curriculum materials to match is Y,

"

another example of operating from’a deficit model. What 1is implied by
. ‘ ' i

b

the "concrete operational® lshel? Fiyst, such adolescents certainly are -
b . n - A
b - .
not sble to handle abstract concepts such aa’the settipg up of pdssibi%-
. . " L -~ .

ities or the separacion of variables, Secondly, such adolescents are to

-

be taught new concepts by starting always in the concfete, that is, haedls~

T

]

-on manipulations and diagrams. Carrying this labeling to its extremé; 4
1t might %e assumed that these adolescents could not handle the abstr:!{:t/‘_,

concepts of justice and democracy which are basic to any citizen educa-

tion effort.,

-

Why- 1s this lpbeling'a corruption of Piagetian theory? We all need

hands-on, concrete examples of difficult. concepts. In such complex - - .

-

areas as the study of electriclty or the structural analysis 6f literature,

i

we are aided by diagrams,ﬁhodels, analogies, and "hare and now" examples. ..

r

Without such _aidJ:w:egnay not be able to grasp bésic?uadamentals.'* To
need such aids for understanding, however: does not make a person "fix-
ated” at some lower iepel of cognitive development.

Ye should be deeply concerned about this false div?sﬁon between ¢
. . .

*

stress upon chilldren®s right to be treated as whole Eﬁfsons. Th;

e

fallacy in the .dfvision is that the criterion is based upon golution of

*

problems drawn from science. But Plaget never meant that formal thought

a

& - ™~ T N
was to be bound up exclusively with science~(Gallagher; 19?8). Such 8
- " . . .

concentration would be a fragmenting of children's wide ra gé of interests.

k3

.

\
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A related concérm 1a that we will ignore the Efgnsifional period to -
forﬁal-thought, dbproxii:;ely hetween the ages 6f 10 to 12. There is
' growing evidence that thig transition period Js one oE rapid and impor-
tiﬁt cgange. Legvus briefly consider two research areas to highlight |
the!gramatif ;hift in thinking in‘this traﬁsitional period. - . o
The first relqeai'ch erea.is that of self~description (t!nﬁtanayor & .
'Eis;a,.1975). Su;poae ve ask éhildréﬁ{betﬂeeﬂ the ages of 9 through 19

te give 20 answers to’ the question: :Hho am I?" A surprising finding
. + »

is that.an ll-year-o0ld 1is more likely to give answers that sound more
. g r -

like a 17-yeatr-0ld than a 9-ye'ar-6ld. Younger children list a set ¥f

elements such as "I like to play baseball™ or "I like to play tennis.” ¢ }

Stgffing‘at preadolescence, the children are more likely to start listing

supertrdinate categories sucheas "I like spovts” or "I like athletics." .

In addition, the young¥ children in the sample gave many descriptionk
s N " -

" ‘of discrqté elements such as brown eyes or bair. In the‘transition g‘/}

periéa, howeve}, a shift c0uld'bé found to interpersonal and personality

- ¥

‘.- traits which are more significant in self-description as compared to
. ] " ‘, -
. discrete elements. . ) v )
. g ' - . ™~ ‘ -
A secqnd research area that clearly points out the significant ghift ~
Y 4 . - ! - : -

in thinking at the preadolescent period is Ehatﬂof the sdlution 6f anal-

ogies. For the past tho years, I have been involved in the analysis of
” - )

written reasons for why childrgn select a3 certain answer to comi:le—te a
verbal ‘analogy (Gallakhbr,,l978&,b;IGallagher & Wrighe, 1979). Ato;nd

L]

the age of 11 or 12 may be noted a8 flexibility of stru(é\gre almost tétally 2
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missing at earlier ages. For example, consider the analogy: Motor is

to a car as man {s to bicycle, which 1s of the form A is to B as C 13 to

D, Younger children have to spell out the reason in their written state-

ment:- ‘!ﬁoto}' helps drive the car and the man pumps the bicycle." At

the transitional period of preadolescence may first be noted examples of

the %tatemenf of a rulé and true inversion.of terms. The rule may be:

-

"They are the energy receivera or "This is where the power comes from."

An example of a true inver;&on'would be "Mdtor and man }rovidehthe power

for. car and bicycle" which takes the form: A is to C as B is to P. Ngte

Z(é: guch answers relate to the su'ferordinate categories of the self~

L3 J
pérception research. L
that is Fvidﬁﬁt from these research areas 1s ;he'sig;ifiegﬁt shift
~ 1in thelquality of thin}c:lng at the timf of preadolescence. Therefore, *
) ':I.n'stead of emphasizing wh:at preadolescents c‘ann.ot do or placing them in \
-

- iy L
categories, the more productive position 1s to capitalize upon the new
. Y »

foundations. of thinking tQFt appear at this age level.w Again, instead.of

a deficit 0dely we need to opt for-a changé or growth model.

¢
During .a rzcent interview with a jun:lqr high school c(;lnaelor, ™

- - A

asked what was the most frequent frustration named by the students who

-

came to his office. The counaelor replied that teaeherg are too prone to

+

Even bhough the con-

L

present topics in the same way as in 3Iade school.
tent may be more complex, when a topic quch as the Bill of Rights is

presimted the studenta feel it fp more’of ‘the "same oli stuff.”

These

i

teachera then, my éot be tapping :lnto the new abilities and intereats of

-
.

1°9

R
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this level, Junior high students need opportupities for such learning

activitie; as lively deBates, dramatizations (an “imaginary country”
with no Bill or Rights), mock television news programs, and interviews
with citizeus who have lived under rastricted freedom,

Piaget' s.tHEor? is basically one of growth accord%pg-to aﬂspiral
Eacﬁ stage opens

model (Gallagher, 1978%; céilaghe: % Reid, in press).

up new poasibilities. ‘For the preadolescent we may sdd an additional
need to Elkind's list° the need to cha{;enge thinking!
\} ' ) . ’
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INTRODUCTION TO COMMENTARIES ON
‘ ) INSTITUTIONAL ENYTRONMENT ‘ . -

o Barb'a:ra Z- Presseisen, Director - .
Citizen Education: Research for Better Schools, Inc.

.

Joyce Epstein considers Paul Gump's paper on ecological psychology .
. aignificant to the study of children and £o the planning of schooling for .° .
ci}:izm education. She indicates that Shis i;iéws_ show the various perspec~
.‘. tiyen brought.to educatién from several social sciences: psychology,

sociology, and anthropolagy'. To some extent, Epstein underlines Lee

u

&

i M'a thesia that the environment is concerned with the way tasks are "
T organized for :ln‘at:t.nctim':l and need not be related to the curriculum itself,
. . .* These various organizations are, the structures of the achool el_w:l.ronment.
¢ Epstein_u':aintaina that research at-the Center for ISocial OfganEzation '
(of Schools at the Johnﬁ Hopkins University can -be rel;ted to Gump's work.
She compares Ftudies 5f variggs reward strqétures in schoéla to his
| cooperative leami;g sypomoi-phs and provides answers based ‘on empirical

L3 I

‘  gtudies to Gump's quest oﬁs concerning-'the relation between climate and,

\student achievement. _Authori;y itructq‘es. the central concerns of school
governance.pabterns. are didcussed by Epstein and related to chénges in
. both teacheér and student behavior. Student decision-making roles, which

are related to pedagoﬁical style or milieu, influence atticude fo}matioﬂ N
‘amqng students, says Bpstei'ﬁ‘.: She advocates '.'vari.e;:l ;truceura]: designs"

*in schools seeking effective citizen education.

%
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“. Finally, Epstein «calls for a better, clearer definition of citizen

_7,(5 . ,

education. She suggests some synomorphs which can create environments

capsble of Eacilitating‘aﬁch education. She calls on researchers and

practitioners to aesist in the definitionsl endesvor.
‘ Jeéﬁ Dresden Grambs finds that many questions are being raised about
citizen education but few snswers given. She comments on how significant

inati tutional environment research 1s for educational practice and policy,

but how little information about auch research is communicated to practi-

tioners. Grambs raises questions about the quality of learning when stu-

P

dents attend small schools with high involvement patterns, She alsoc con-
siders the cultural indoctrination role of every school, regardless of the

specific institution's environment. ‘

Grambe rsises the important question of the role of the school aystem
* » -
» in Gump's ecological approach. Included in her definition of a school

system are the perspectives of the administrstors gng the teachers who make

&

the schools work. She alludes to .the influence of unions and the absence

. of females in,leaderahiﬁ'positiéns, and Fouches upon these concerns as
part.pf understanding the real power stgucture of today's educational
egtsblishment. Inéluded in her discussion are topics such ashthe grading
system, student selection snd reward, and motivation for teaching in what

she considers. essentially s nondemocratic éyatem. Grambs reststs the bell-

shaped curve and suggeéts,kin agreement with George French, that neither

citizen edqcétion‘ﬁor schooling-at-large can afford to be enterprises with

- ”

built-in failure.

- . ' 1

John DeCecco and Petra Liljestrand present s pragmatic model for

- »
+

Ce~—. “Yog 143 - -
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resolving school conflicte on the ba8is of negotiation in tne school

| environment. Conflict in their model is seen a8 the dynamic force that
both threatens to deatroy the learning environment and offers the driVe
that can transform the environment 8 dysfunctional tensions. As Elkinﬂ
maintains, the student 18 seldom|treated as a total peing. .DeCecco qnd
Liljestrand similarly suggest the scheol is an institution often app{oach-
ed in fragmented, non-integrated ways. Negative conflict contributet to
this fractionalization. Vioplence and vandaliém, rising incidents oflcrime,

. -

and generally disruptive student behavior are specific school concerns

Tn

e prevalent in today's educational institutions about which conflict nego-

tiation can be organized. h
DeCecco and Liljestrand preaent alternate modes to resolving 9chool
conflict and compare the benefits and deficits of each for influenéing
positive citizen education. They point out that negotiation as a . le of
resolution has been relatively neglected.in the school. They sugéest it

. I|I
ie the most productive tactic for building the positive, creative!forces

®

of education called for by Jean Grambs and stresaed by Jeanette Gallagher g
J
"growth model" alternative. A six-step model “of negotiation 1is Putlined
_and.qxtensively discussed. The steps of the model are examinedfwithin the

context of desirable rights in a civic or citizen education program. The

model suggests a living lesson in citizen education to be carried out

within an institution that seeks to be democratic, as well asjpducationél.

' ‘ ;
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' PSYCHOLOGICAL SYNOMORPHS AND SOCIOLOGICAL STRUCTURES

-

S ' - %
. ' Joyce L. Epstein

The Johns Hopkins Universiéy

In the past, dociologists and psychologists have enjoyed a cold war,
taqpting and harassing each other about whose research is more basic,-
whose terminology more accurate, whose implications more generalizable or

more applicable for solving human problems, Paul Gump, a psychologist ’

with new tetminolﬂgy’for school activities, could be the target of socio-
logical sallies. ﬁdwever, Gump's pgﬁer is too important fAr its similar-
ity to current emphases of sociology of education research to play games
of academic altercations. Indeed, it is the isomorphy--the similarity of
forma of different ancestry--of ecological pasychology and sociology of
eduqation on the topic Gump addresses'that deserves attention.

The ;imilar enph;;g; will bg‘apparent if I describe a résearch program ry
ai the Johns Hopkins U;iversity Center for Social Organization of Schools.
ln-this.prograuAQVB examine the effects.on students of contrasting struc-

teres in educations]l envirorments. Ve have selected for research structures

4 *

that are @anipulable by the classroom teacher and that are likely to
impréve atudent achievement, attitudes or behavior. We have defined the

task, reward and authority gtructures as the manipulable bailding blocks

-

- of plalnroon environmenta that ara under the teacher's control. In other

words, teachers can change the way tasks, rewards and authority (decision

4

L] - - .
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making) experiences are designed and dispensed, withOut-necgsséfily

* .

changing the requireﬂ curricula for students. In this approach we) like

Gump, are placing Emphasis‘on the identififation of positive aspects of
- . ]
the classroom environment that may create positive student attitude$ and

behavinr?. . . &

For example, research conducted at the Center or new -reward structures -

is similar to Gump’s descriptions of cooperative learming synomorphs.
About 14 studies have been completed over the past eight years on student-

L

team learning and rewards for team performance. Teams-Games-Tdurnament,

(or TGT) classrooms have been compared with regular classro *Bnd have

-

been shosm to raise étudent achievement and improve race felations in
deéégregated settings (DeVries and Slavin, in press; Slavin and DeVries, - .

i . * N
1979). This basic research led to a useful product, Student Team Learning,

< -

now available to teachers. TGT provides curricula in several subjects

across the elementary and junior high grades and also provides a process

- -

for restfucturing the way rewards are dispensed. The classroom is reorgaﬁr”
ized to encourage‘cooperative learning as team members of &ll ab;liti;a v

study together, learn basic skills, and have equal opportunities to earn
points (or rewards) for their teams. . -

L]

A second example involves research on new authoritly Btruc;uresrthat'l

ig similar to Gumﬁ's observations in the open environment- achool in Denver.

~

Longitudinal research -conducted at’ the Center shows that student self-

*

reliance and satisfaction with school life is increased if?tegché;; shaf;‘ )

I L

classroom decisions with their students. Interegtinglf“gtudene academic - °

. A S

. ' . ]
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achievement is not significantly changed--positively or negatively-~by the

-

revisec authority structures. Structures tﬁat encourage{more gtudent ) ’
R : |

participation in classroom deciaion making also alter teaching styles and

peer processes in ways that improve atudents' attitudes and beﬁaviors. ;

In classrooms with‘more teacher-stu&ent aharei decision making, teachers

were perceived by students as more trusting, less dpfensive, and more

- [
¢ L4 . |

encouraging than teachers in regular classrooms. Teachers placed more

importance on aad.rewarded gtudents for original ideas and seif-expression

(Epstein and licPartland, 1979; McPartland and Epstein, 1977). 1In these ;
classrooms, there were fewer students left out of friendseip groups. More !
students could find and make some friends in classes where they could ‘

choose to work together at Learning Centers or on projectp‘ or where the

physical. instryctional and psycholfgical conditions encouraged contact

+

.among greater numbers of studentsf(Epstein, 1978). It appears that when

the‘puwer to make academic decisions is shared, the ideas bf'all_partici-

-

pants--teachers and students--are more ﬁidely appreciated. In our' research,

#

many of the student outcomes that Cump cites as important for effective

citizenahip were influenced by increased student participation in acadEmic s
: decisions. - ¢
A‘racent.field search shows that teachers in all.types of sthool ‘

bUildinBB (open and traditional architecture) offer students opportunities
L 2 L L) -
to practica decision making fram first grade through bigh school and expect

*

a variety of positive behaviors and attitudes. to result. ghatedkteacher-
i - )

student suthority structires are selected by teachers especially under two

’
i N

e
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conditions. First, when there is.great scope and variation in the subj}ect

dhtter, shared authority structures enable the teacher to permit the

" students-to sample and share‘a range of topics that otherwise would not

be covered ‘in oﬁE/:erm or one year. Second, when there is great:variatién

in student abilities and/or interests, . .these structures enable teachers to

-

-

‘Igeal with individual learning schedules and problems (Epstein, 1979).

>

‘This field search and other research on the relationship between open
] { .

*

space architecture and open educational programs (Rpstein and McPartland,
. . . ¢
1975)‘suggest that Gump's definition of\synomorph may be-extqpaed to '

include not only a fit between a'éhysicallmilieu and patterns of action,

4

But also a fit between a pedagogical milieu (e.g., curricular scope or

&

demographics of the student population) and patterns of action.

Cooperative learning ana%;hared teacher;giudent dec}sian malking a
based on revisions in the reward and authority structures in classrooms,
respectively. These two structural’ reorkanization; may e@phasize the
development of difﬁerent student dhtcomqp, a&h each may be more apprgpr}ate
for different age levels, or for different academic subjects or units

within subjects. There may he an optimal mix of élternative structures

L . .
or synomorphs for the development in students of particular achievements,

‘“attitudes and behaviors. -

+

-

The research Sump reports and the‘reséarch we have completed suggest

k)

strongly the importance of a mixture of structures or synoﬁnrphs in schools

and\claqsrbomsi Some structures selécted for the classroom may emphasize

- "

[

cooperation, group goals,.and the equal contribution to common goals made
. ’ e

[
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by students with greater and lesser talents. Other structures may

’ - , N
emphasize leadership, creative.and criticalithinkin&, and the importance

of 'decision making by ‘individual's about their own learning activities.

-
-

Without a purposeful mixture of classroom structures that lead to leader-

L] t
ship and cooperation, and that reward Mndividual initiative or special

e
talents and group c;ncerq and common goais, the potential of school _. f}*
‘envirénm;nts to positively influence student ﬁ;velopment will not be met.

wesearch on reward and authority st}ﬁctates suggests that teachers
. sh;uld hés be lured into adopting single structural' designs for ‘every
A\

subject, at every grade level, every day.

-

alone, individualized instruction alone, shared decision making alone,

Neither cooperative learaing

teacher-directed lessons alone, programmed ’learning alone, nmétery learn-

'ing alone or any other single Elasproom structurhl design can produce the
necessary hixture of abilities and talents needed for effective citizenship

* by sfgdentE or adults. "Good citizéns" are those who can advance neu
- . N

.

ideas and solve ﬁroblems because of decisions they are able to make, and

* €

who can cooperate with others to reach common goals. Both skills are .

-, . .
necessgfy and neither is sufficiendl for education. \\5\

-

. - -
The aim 6f the research program at .Johns Hopkins and the implications
of the work described by Gump 1s.to make many alternative structures
available to teachers along with well—researched informafion on their.

. ’ ¢ . ‘
likely donsqufnces for students. Ye are reaching for that time when the

mixing of classroom structures that give forh to learning environments is‘/

- * s

'ag we

11 understood as the mixing ‘of nutrients for effective individual

v

L

*

*
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growth and.development. With additionhl research on the effects on

. o
students of structures ,or synOmorphs, teachers and ‘administrators will be

able to arrange school enviromnments to maximize the effectiveness of

N . N - 4

education.
In closing, I‘would like to raise some questions for discussion that
are‘'suggested, not by Gump's paper, but by the topic of this colloquiumd

[

1, It 1is not yet tlear how citizen education 1s different from
N Lcltlzen

.Y
F

. .

education, good education, or education of citizens. If the label "citizen !
education” {s Just a useful handle to point to something as importaﬁf as’

mothertwod, apple pie and basic, skills, -then we ghould sey so. If someone

-

asked for a definifion.of "eitizen education” would it include everything?

F

2. Are we talkingiroo much about cooperation and not enough about’ ' P

leadership and excellence because schools are afraid of difersity in
&, * ]

students? Are we as-guilty of keeping pdvantaged students from progressing

* [

beyond the basics as we have been of keeping disadvantaged students from¥

gaining basic skills?‘ What 18 the effect on citizen education whpn‘
- . - - . -

schools "Iet the children leard bnly a certain amount," or when they "let

the children le’l as much as they are able'? Lo

3. It is not clear that enough emphasis is being placed bn systéma-

tic research of effects on students of copntrasting school environments. ’

Is it suffiecient to implement new forms of classroom environments or
. © ¢ [
} "W \ o,
school governance, or do we need to pay attention to their effects on
’ . ¢ A . T
learning, motivation, and the development of diverse talents and compe-
* ) “,

teficies? - -~ =
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If by “citizen education " we mean coopexation, schools can freate

Tt

| -
\ X/structurés or synomorphs that ‘encourage togetherness and iﬁrerdependenche

-

%

E We Can measure how well alternative structures do that job for students,
i . - . - ’ i -
E and.whether the cooperation is 1ong-1asting‘ﬁnd/or generalized to other

,Kactivities and settings. If by “citizen education" we mean critical

&hinking, careful choice, creativity and leadership, schools can create

learning environments that. encourage these behaviors. We can measure

iﬁﬁw well different structMYes or synomorphs do thig job for students, and

"

whether such behaviors are rewarded and lasting. Of course, schools can

N\

also create enﬁironments that discourage leadership, creativity or cogp-

erétion. .But it geems necessary to measure Fh? effects on students of
.‘. -’ 1

bhe}al ernat{ves that are created if schodls are ever to maximize the

compiedentary contributions of'ﬁaleiple structures or synomorphs. >

I&he ;hallenge for research is to define the terms better, and create
the nétesgary measures Of environments and outcomes to test contrastiné
theories and models. This requires both cQPperation and leadership by
resparcheréignd practitioners. It-is interesting that these are the very ¢’

ﬁitizfns. Jb\\\k_ -

skills we say Qe want to develop in our student
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éRITIQUE AND RESPONéE TO THE SCHOOL ENViKOHHENTe -
| ] * ', '

.‘ " AND CITIZEN: EDUCATION \,

Jean Dresden Grambs , ' o
' T University of Makyland
" b

. ' ‘ . *
' As the last speakdr for this symposium, I have an opportunity and a
a

L4

-/

chilienge; Y dan comment on all the bfeceding papers and discussions
. - ! I * . . N
without fear of contradiction, but I\flso have to add something new--and

s - .
. . ’ *

after the expansive presentations and critiques that have preceded me I

had some worr} aBoﬁc'whether there was more to add. However, do not fear;

L

I fhink there are some additional comments which I can maice which I hope ~. .
. . t ' ) 1Y - ,
will move us forward in the area of citizen education. .

Theré"is in fact almost éoo much to be commented on. I am Feminded
‘of a scoryﬁﬁhich was going the rounds in Washingtdﬁ the last ?aysxof

4 o 4
March. Question° "What 1is the five day forécasc for Harrisburg?" Answer:

"Three ddys." For citizen education I wguld ask: "What 1s the five year

\ . forégsc?" and the\answer #ould be "Fifty years." I believe that this"®

.
colloquium has provided‘;@ple evidence that not only 1s theme a great .

* &

- deal of/asearch relevant to cic:léen education, Chere is even mote Chac

ve do not know. I think-we will be in’ business for a very long timf .

- ' ..

- " deEd . . . »,
. * 4

r - Ic has been made very clear that ve do not k ry much.abouc HH;E .
v : . : 1

goes on in claesrooms, and that we do need to learn more in this field if ‘

* we are to develop suc(essful and effective inCervencionf-\ Additionally \-

: i . . —-— . .




. areas, and playgrounds.

- . does not seem to make a difference.

,recept:iv_e, or 1f he had just ndt.done 80 for other reasons.

"we' do not know nn:ch at all about what- goes on in the interstices of the

schaol--such as school lavatories, hallways, cafeterias, buses, locker

We can all agree on this.

. L]
What is possibly mgpre distressing, however, 1is that what we do know
N ,

t For example, in preparation for this&
] - . L - .
colloquium I obtained a newly published book bf Rudolf Moos, The Evalua-

tion of Bducation Environments (1979).

review of tl;e research literature on the impact that man}," kinds of class-

1 was iﬁtfigued by the extengive

room environments have on student interaction, student attitudes toward

é_chpql work;-*d' student relationships with teachers. Most ;:f the fe-
searchl,""kf“fealized, I did not know about since it was published in
journals that I do not read fegularly.‘ I was additionally struck, Rh,en 1

checked the bibliography, Ry the fact that Moos himself had not publighed
. - ~ ,
any of mﬁis tesearch in any of the "mass™ education journals—-the ones that

go to practitionmers. ‘So I wrote him a letter, out of curiosity, to find .
— .

out i{f he had tried to publish in such journals fnd they had not beeny

He replied

-

almost instantly,'\to my gre.ht‘gratification, and said in response to.m}}

inquiry: ° p - o -~ »

I had considered ptfblishing some of our. material in
what you call the "mabs™ educational journals, parti-.
cularly Educational Leadership, but I simply never
found the time to do it. Since our funding is primar- :
1i1% from research grants, our .first priority necessar-
ily needs to be oriented toward publishing our work
.» .in researeh-type journals. Bur. I do-.agree that our
“*'work has significant implications for practice, and 1
“try to set.out some of these implications for practice . . .

- r \

.. A
L * :
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y * .
Let me say that I would be delighted if either you or
one of your colleagues yere-interested in writing an . ] ;
: article on the practical implications of my own an 67 .
, other investigators work on classroom learning en-
vironments,

.
El *
r

Such a response 'suggest one of the real problems not only in citizen edu-

~cation but in education as a whole: the persons yho have done basic re-
search,-who have gléqged a few insights Into thg’procese of schooling,

' only speak and write to and for one another.

-

. : N .
Practitioners are’not consumers of scholarly research. So much of

what 18 known about socialization, for example, that could be applied in

. clasgrooms, is never communicated in a meaningful way to those who might — 4

profit froﬁ it. The dissemination problem has dogged educators in almost

L4
r

every area including 578earch.

£

. ,Theré‘may also be some questioﬁe about fhe resanrch th&t we ao learn
about. . I was an early reader of the Roger Barker-Paul Gump research on

. big and ﬁﬁall schoolh. I was particuiarly fascinated, since-hy teachin& . }
L

experience was finst in a very large junior-senior high school in a big

ICity and then in a four-year high school in the foothills of the Sier:as' .

¢

with a total school population of 150 studepnts. I certainly acknowledge
that the.small school provides substantially more teacher-student contact
. ¢

than the big schobl. and the small school ‘"needs" all of its students to

&

undei;ake'ény of ‘the usual school activities;{ Every boy in my small high

+school, fpr example,.was.on. some varsity team, because there were 8o few
y i .

boys! But because students SEt more opportunities to participate  in non-

T 4

academic activitiee doee that mean they are different? Befiter? Did the




=
-
,

°

,

' size of the achoal make a difference in the students eventual behavior

as citizeas? My hunch is that they all end up as Americans-—whatever that

means. In my class in the‘small school I had the son of the county sheriff,

who told us with pride that wheu }he evacuation of the Japanese from the -
G

West Coast was announced in the early days of World War I1I, his father had

astationed men at the .county line so that "none of those Japs could get
- * - r
into our territory:" N

. . (
T have not seen evidence inj the research that products of big or

small schsols are identifieble in adulthood for greater increments of

- .

"betterﬁ citizen involvement: I would suspect, too, that the individual

"

1 visibility which is an asset in one sense, in the small school could also

-

be q hazard. Such visibility-—the Main Street syndrome, if you will-—

- L]

inhibits the student-who would be different."Interes;ingly, the riots

°

" ‘and disorders of the late 60s and'early 708 appearEd to occur with far

-
* 1

gregter frequendy in-large than in small schools. Also,_mkny of these
school disorders were prompted by highly 1deal istic expectations. In my
amall high school the students threatened to strike because intercolle-

‘giate‘sportq were suspended for the duration of the war. 1 cannot imagine

[

thei caliins for a strike for peate, or for civil rights for anyone.

B

/It is dmportant to remember that schools produce the kind of citizen

L

consistent with that culture. Japanese schools produee Japanese citizens;

¥

German. schoole produce German cicizens' French schools do likewise. The

series edited by George Spindler, Case Studies in Education and Culturp

o

(1968-1973) provides vivid documentation of the varfety of schooling which '

-
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disparate cultures support. Thus far we have not clearly iéblated and

-

%ifntifieﬂ that which is peculiarly "American" about American schools-~

-,
-

" that which does, in €act; produce the American citi;én who is :ecognizabie
. at 20 yards in any foreign E;untry.
Another sigﬁificant factor in the development»&f citizen educat%jg/;s[
referred to in Paul Gump's paper. He notes in his opening section that
F g "staff]also live in this Bociopoliticd! organization™ and that "we plan”
what happens within the gchool. 1If I were drawing a diagram; I would
enclose all the elements that he had noted-;school student and teacher—-
+ in a8 large all—encompassing box 1abeléd "the system.‘ Paul refers, at

. the.end of his paper, to the problems of reforming "dysfunctional settings."

N A major‘omission in this colloquium is any discussion of or attention.to
’ -

‘the school-"system™ and who runs it, or to the teachers who process the, ‘
. sysfém's m;ny meesagee regarding citizen b;havior ;nd education. $r
Anjimme&iate’question.arises: why don't teachers do all the good
;hings&;ﬂat we know about? The Teams-Games-Tournamegzs

w

TGT) proEedures

developed by Johne Hopkine are exciting and _proven fective iﬁ both the
- s

achievement dimension and in the reduction of interratial conflict dimen-

sione. Yet few schools have even heard about them.

°
L N

’ Twenty-seven years aao, when qsfa young and hungry aesistant pro-
fessor at Stanford, a co;léague and.I wrote a textbook, Modegn Methods in
Secondary Education. The fourth edition was published this spring

LY

{Grambs *& Carr: 1979) . It has had a good enough xrecord of student accep-

N tance {and sales) that the pubiishers agreed to'a fourth edition despite
Fl R . ‘ ’ ' .

*

Lrl

W
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dropping enroll‘ents in teacher-educagion. So you can see it 1s a good

*

T, - ~ . - .
book! What was most Q%pressing about the new revision, however, was that

; ] " e .
several key chapters--notably the one on the democratic classroom and, the

one On sﬁall group proceases-phavé remained substantially.the same Since
.

# -
the 1952 edition. What we said back then is just as valid today; the

Ls

only problem is that the education profession still needs to be told
- these things: Students, coming to us today are as unaware of democratic

¥ ~
school pgﬁctices (because they have never experienced them in their pre-

* W
college or college environments) as were their counterparts in 1952, And 7
] £ .

- they are equally innocent of experience with small group Jork. What we’
- - - ‘
Jproposed.then, and what I.also incorporated in a monograﬁh\for the National

Conference of Christians and Jews in 1953, bears a family resemblance to

- the TGT‘procedd%ég of Johns ngkins.‘ We too claimed that such processes’

e

» would reduce intergroup tension. I‘can't say that Johns Hopkins is rein-

venting g wheel we diséovered a quarter of a centur% ago, but I can say

that their procedures are nat ali that new, either.  Why have these in- v
. sights into schooling been.so marginally accepted? Why are "scholars"

- ’ discovering what practitioners recommended years back? .
. v “ » . .

e complex problems of dissemination and diffusion of educational
. ' . F]

iﬁnovation cannot be addressed -here. I might suggest, howev;r, that in-

-sufficient attention has been given to the social system of the*sqhool:'
iiﬁ question of who hds the power in the classroom and the perceptions of

' . .
how that power is utilized (Grambs, 1978). Teachers, I believe, are .

so¢ialized by the system into a state of "] earned powerlessness" by the

- 'n
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hierarchical structure of the system., It is 15/:;5 interest of admpinis- .

trators for them to induce these feelings in teachers. Despite the

s

teachers' union activity, powerlessness over' their infschqol academic and

-

instructional decisions appears to be an enduring attribdte. of the teacher

role. Maybe the people who bechme teachers are ones who want and like
the paternalistic {most of the adm;ﬁistrators are men) dictatorship en-
trenched in the‘s%stem (Crambs, 1950). In most cases, teachers enjoy
g}eat power over Sstudents, and in turn transmit to the students a sense

of powerlessness over their in-school fate. Is this part of the reason .
~why teachers consistently resist sharing decision making with students
and resist efforts to enlarge the aréas of responsibility that youth need

to develop mature e¢itizen behavior? v

Teachers perceive, to;, that the psychic rewa;d‘system of the schgol '
y ‘ .

militates Bgainst-the kinds of practiées research has shown to be effec-
tive in developing citizen behavior, Adminis%ratorglgppear not to reward
teachers who promote cooperatiﬁe behav{or. In part; of course, this is a
reflection'bf the inability‘of qdmistrators themselves to share &ecision
makiﬁg and develop cooperative problem solving among .faculty. I will
bel{eve thgt students can learn democratic citizen behavior when I find
a school wgich can.work ;ut’; ﬁéocedure tofkeep lavatories ;pen,.functional,
and clean without the use o} uniformed security guards. That administra-
tors do n&£ appreciate teachers above the primary grades who promote coop-
erative behavior should not be';urﬁriéiqg. Teachers who follow such

-

deviant classrcom practices do 8o because théy know the practices

" 1

/s o C
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work and believe in them. These teachera are sufficientlf‘autonomou§ not
to need administrator approval or support. - ) | .

We need to re;urn to” the ﬁroblem of the dysfunctional system an& its
survival thgbugh thick and -thin. Who géts the paygff from the syste??,‘i

if we can answer that question, wefmightlhave a.clue to Quf dilemma.

-

The schoel 1is siggosed to work as an essential sorting system on the
bakis of earned merit. There is no true :I.nherit;d social ¢class status.

* §
Therefore there is no assurance that those who ought to benefit (the
v ! \ " )
doctor's gpn) will benefit more than those who ought not to benefit (the

welfare mqther'g.daughﬁér). As & result, the system must be manipulated
' .

so that meritocracy in fact will not function. A careful study by James

+

+Rosenbaum £1978) onp;hg sorting procedures of a relatively typical high’

school showed how those who "qught" to go to coliege were effectively

.. -

tracked in that diFection, and thpse who "ought .not" to go to college

were effectively (and. covertly) deflected from that goal.
s . N R
There 1s an "X" factor in our educational system that underlied and

L

subverts every effort to achieve genuine democratiec classroom practices.

»

* . "
Khis' "X" factor 1s the fhilure-ﬁ%ge grading system. ‘It 1s accepted by

all who organize and parficipate in the educational enterprise‘that some

W,

students must fail. Prgblems'havé arisen with any educational innovation

which proﬁisea'that all:gtudgnts could learn and pass: Blcom's mastery’

£

learning and programmed learning are but two examples, I sﬁsbéct the

Johns Hopkiﬁs mﬁﬁe;igl w;}l meet th; aamelfate if_it résulfs 1ﬁ:raising

-

hfifj/ifarning level of all students so that failure {ig eliminéted.~ The
3 : . . . [5:3 lﬂn
. N D\..r
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. dore access to the reward system than others; and some must not be allowed

system requires failure. '
{
The payoff from this sorting process goes, of course, to those who

already have social status or access to social mobility. The system is
.wholeheartedly aupported by parents of childrén who succeed, who were : >
themselves guyccessful sohool achievers, even*if the sorting process has s

to be,diastorted to get the desired results. Some Qynics even suggest

that our social order requires a subclass which 18 more or lesgs permanently
undereducated {Bowles, 1972). how can expect appropriate and effective

earning environment is go antitheti-

citizen education to ocecur when .

cal? The essential egalitarian core of the democratic process is denied .

within a system which says some are more equal than others; some will have

et

to.get thtough the system successfully. v
W . \

The dilemma this gorting process poses for.teachers must not be undar-

estimated. And the current school cXimate aopears to be makfng things

worse. An article in The‘hashington Post for May 28, 1979, quotes a report
iﬁsued by the Feirfax\ Virginia, sohools regarding the shortages 'in cer-
tain teaohing areas, despite the we}l-publicized oversupply of teachers.

The report noted thati"teaching is one af the most 'depressing and unprom-

r

ising’ professions. As one official put it, "Teaching 1is not a fun . -
P : . ‘ .
thing snymore. * )

-
“

As a’ tggcher trainer, I know that most of my students approach their

&
;

E

first tg¢aching podytions with joy apd’ idealism. Why then do they ¢hange

in a few"yeursh  Whyldo they nof do in the classroom the 'fine things which,

- R . - .

n
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» : -

& we and they agrqqd before they went into teaching, make such good sense t

¥ x

and nakekteaching fun?’ Because the systeﬁ; they soon learn, does not

#

reward them for such practices. It insistsa that they beceme judges,

1 L1

failing “}"‘\‘i” ought i;o fail and resisting methods ;r—)\iéh might be
failurg~proof.

The sum total of the way ‘the system operates would appear, on the
L 3 -

surfaée, to be coﬁnterproductive. How can such a sysiém produte the

*

f LI
democratic Sgitizen which we desire? The miraculous thing, the amazing

.
thing, 1s ‘that in fact our student do enter adulthpod as Americans,

committed (often passionately and mostly irrationally, but committed none- -

. - P f
- theless) to democracy. We fear the commitment is/p’fragile thing, which -

may break under the impact of devﬁStating economic criéea or the seduc-
. ,

w o

- “tions of a charismatic demogogue of the right or left. 'We must, there-
. fore, continue to expend e%ety effort to ensure that the cltizens our
schools produce--despite the‘Pondemocratic system which they endure ‘in”
‘ 5

N ‘:thoaefschools--Will‘be committed td.democracy, behaviorally, rationally,

LY

and forever.
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The purposge gf this paper is to preseﬁt 8 pragmatic mddel for re-
3

. solving school cgnflicta which €an be uged as part of a citizen educa-
i - -

L3

tion program in the achool. The paper explains the theoretical and

conceptual bases for conflict and negotiation; offers s ratiomale for

uaing negotiation to resolve achool conflict; and describeé a negotia-

L3

tion model and the research on whick it 1s blased.
| 1

It also discusses

-
.

"the relgti&eshiﬁ‘of'the model to civic education and makes sugééstions

for t}atning-in negotiation in the school. ’
y .
. L 4 *
Conflict is a phenomenon that occurs in all institutions.

w

It may

[

- be defined as one or more incidents in which one party was perceived bv

the other as threatening to take or takin;\bgtion against the other

hd ’

“An example of a conflicEJas described by a high school student
follows: ’ ‘ ' B
1
* Student X was selected as-g member of the basketball 3
team, The coach made a rTule that students attend ’
" practice otherwise student would not play in matches.
Student X misséd s rumber of practices and explained
_ to the coach.that absence was due to fact of mother
* « . not allowing her to stay for practices after school.
Student X was, in spite of missed practices, still
the strongest player to fill'a vacant spot on the |
team. Other students grumbled that coach would be /M::/
v R /

[]
*

cop .




~
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» N

breaking her own rule by allowing student X to play
in match. <€Cosch sent letter home to student'’s

" mother to explain situation and ask 1f student could
remain after school for praftices. 'Coach also talk-
ed with other-members of the tesm and explained
student X's apsences. Coach played student X in
match on the derstanding that she would be able to
attend’ future pragtices after school and all prac- .
. tices during the lunch breaks. (De Cecco & Richards,

: . 1974 p. 27) v , . )

-

: The example 1s a conflict in that there was an implied threat by

. ) ~
the teacher to take action against the student by not allowing her to.

play in the matchas if she Bro@e the practice rule. The conflict con-
taine seqeral key incidents: the occasions when the student missed *

practice, the . student explaining;the reason for missing practice, the
other gtudents grumbling over the co;}h’s reluctance to enforce the

‘G

practice rule, and the coach sending the letter to the student s home.

— -

Conflict is not alwavs megative. Coser (1969 P, 31) fbr example; .

M

‘points out that*ﬂao_groﬁﬁ\ggf!Z:;:ntirely harmonious, for it would then .
" . _
be dévoid of process’and stru ,' and describes a nuqker of positive
. functions of conflict: (1) it establishes the individual's ego identity
e ¥ .

N and autonomy; (2) it strengthens group comsgiousness and coheeivenessg

“(3) 1t stsbilisgg}functions through the resolution of .tension in rela-
tionships; (4) 1t results JAn creativity and growth by posing new chal-

lenges; and (5) it results in the‘developnent of new systems by ques-
. . » ! *

tioning the stptus quo. . : ) . ;¢_

* Conflict, then can be viewed ae a "central explanatorv category

‘<% for the analysis of social change and progregs“ (Coser 1969, p. 16)..

It also, ‘however, may he destructive. Deutsch (1973) refers to destruc-

~ . ¥

. . ' ]Sﬁi f&) . Wt




(tive conflict, which is conflict that is unilaterally resolved through
aggression,or physical violence.. . ! v o -

“ ‘. .
[ «

Both students snd the school as an institution may be caught up in

““destructive conflict. The school may contribute tof destructive conflict

L . ’ '

in several’ways. Pirst, it is an environmend whére students and teach- -
: ers of "different ethnic, social c&ass, religious nnd political back~-
grounds mav clash, Second, the school does not give students a chance

!o express‘anger'and‘disagreement over their treatment by the schgol

authorities. f\EPE'is little opportunity for students to express their

- ,-/
side and hear the other side of conflicts, but such an opportunitf'is

-

necessary if students are. to develop the ability to view conflicts from

the point of. view of others a3 well as themselves. Third, by passing
. . '. ) 1/
© out high grades to relatively'few_students, the school encourages stu-

dents “to coupete. Comoetition ause some students to cheat,:to give
up attempts to learn, to develop hostile relations with other studeiits,

and to channel energy into destructive behavior.- Fourth, teachers may

handle problems Hftﬁ’students by blaming the students'’ personalities for

their attitudes ah0ut school or by resolving conflict through the use of“é;)

foxce or avoidance. ! L. ’ A
1

& -

-

The students may,glso contribute to destructive conflict in a wari:
ety:of wsys1 failiné to attend school awd classes;_using prohibtted,'
sdbstances, such .as alcohol and drug8£ disruptiﬂg classes and aasemblies;o
sexual acts} stealing and destroying property of the school, school per- g

sonnel and other students (De Cedco & Roberts. 1978).

//" . e .. )
) E * # » - i} - *
. . a
. . o Eﬁr ., _
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The iﬁciaence of destructive conflicts in the school has been in- .

crez?ing. A sttu by the Senate Subcomhittee on Juvenile Delinquency

reported‘that van *"”TET;;Eiic schools cost taxpayers $500, 000,000 a

year (De Cecco & Richards 1975). In a five—year perio& (1970 through

19?5), th&re ‘were 70 000 ser‘bus assaults on teachers, an increase of

* - -

77.42. Afsaults on studeﬁts increased by 85.3%, robberies Qy 36.7%,
L3 .

rapes and attempted rapes by 40.1%, homicides by 18%, and wgbpbns con-

s

fiscdted bf 54.4%, In a study of Chicago teachers, verbal and physical

conflicts with studdnts were ranked among the ten most stressful events
. » = .

(American E&ucator, 1978, p. 3). 1In a third study, 1:5% of all large-

\ ¢ity high school teachers reported be!’!’at;gcked in one month (Rubel,
: ¥ -
1978). bThe same study suggests that two of the four best Ways'oﬁ ;ei

¥
'

$>Eucing violence in.schogls are (1) to inqreas; efforts in student gov-

erpment and rule enforcement and (2) to treat students fairly. and
: e e

. b Y
equally. s . . °
Rationale for Using Negofiatidn to Regolve School Conflict V.
b " There are several modes of conflict re301u§ n: 7use of authority:_
- . = )

avbidance, force,‘aﬁd né@otiation. Conflict is resolved by authorityﬂ

when one party in the conflict imposaes. a resolution on the othd® party
through.the uee of power inherent in its instituq;onal role. Tradi-

5}onally, conflicts in the school have heen resoived through che use of

¥

- authority. The use of authoritya however, can have destructive eff!cts .

* .

on students who are parties to confliéts: it cam escalate conflict to

¥ . - B ]

> : . . p
c;isis, it can result in gtudent violence.- and vandalisem, or it can

—
. f
'

1
- . . *
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groduce student apathy (De Cecco & Richards, 1974). ?

When one or both parties make no ‘efforts to deal wf!h the conflict,

s
- .

the conflict may be resolved by avoidance. This mod&:msy take the forms

“ \

7~ of compliance denial or removal. WCompliance occurs when one party

" s 8 to the denands of the other party. Denfal occurs when one or
both parties ignore or refuse to recognize the existence of the conflict.
Remo;al'occurs when the parties have no further contact with eacﬂ.other
a;ter the conflict has bDegun, Avoidance may have negative psychological

effects on the individual such as depression, anxiety, guilt, and loss .

LI

of self—respect. In the 1ong run it ma?~.35° escalaue conflict and re-

b
P

sult in physical expressions of anger. In-schools todav,°howeve} ¢
| avoidancofmay be the mode.of conflict.resolution useo most often by -
teachers, and studentsi, . ' . L, o . A
T : Conzllct is re olved by force when a partyroﬂher'ghan an institu-

tional part§ use

olution o”xe other party. "1t is a mode for resolying conflicts used
9

v

) currently by individuals and groups of students to resolve school con-
'

. (ilicts. The use of force can have destructive effects .on both scﬁgol
- .
P

i 3

ersonnel and students: 1t can escalate conflict to crisis, it.may

L]

lresult in the soread of violence and vandaliSm, snd those who are vic-

,\‘

. timized may use force in retaliation. - "

When Bot parties arrive at and implement their own coqpromisesgtézﬁw

conflict is yesolved by negotiatien.' It is a mode of resolutfon that

may be relative‘y neglected’in the school,‘evan thoﬁgh it may have .

. . u s

hysical pr verbal threats or actbon ‘to impose a res- -

£y




pfevent'escalating conflict into crisig.

'. oped.o
<<

sgveral positive results.g First,qnegotiation can channel anger, into
/—! L) » o
energy for graabimgsolutions to problems tha%?neither partv,alone could ’

have pfoéuced. These solutions may result 1n both‘individual and insti-

tutional changes. Second, negot§ation can clari‘fy, the roles, relation- - .
“ . ,

+

ships, mutual ‘expectatioms and values of the parties, 'Third, it may.

-

Foutth, neéotiation‘might en-

F

courage the pafties to commit thenselves to the resolutions they’devel-

.

Finally, using negotiation provides opportunity for students to

learn how-to resolve cofiflicfs within a framework of'protecting the
o, - - i ‘ ) N I
rights of all parties.

-

democrat

Conflict negotiation inevitablv hﬁs 1imitations, and is oftentimes

{

not even a;tempteﬂ by the parties because the opstacles seem insurmount—

able. But 1f the parties are willing to attempt it, the process of

-~

negotiation Tay channel the creative epﬁfgyfof‘both parties. Issues

that originally appeared nonnegotiable are transformed into potentially K

&
.

. negotiable ones, N

LY

. * .
Description of Model of Negotiation ‘

.

-

A six-step model of negotiation for resolving school ‘conflict has S

u

beeg developed (De Cecco Richards, 1974; De Cecco & Schaeffer, 1978).

The six steps are: ”.b . b | r

Step 1. Stating the igsues, .
’Botﬁ.parties express their anger, venkplly arld face~to- )
.” face, o;er specific incidenta and, issues, 53‘ N
Step 2. Analyzing the issﬁes. “ | .

.. C 189 -
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A

Both partie? analyze issues in termfof specific conditions

\

' and behavior in the school, and in terms of democratic rights,

Fl

Step 3. Agreeing on what the issues are. -,

The parties together prepare statements that include the

« _ 1issues of each party. ¢

L' b

Steﬁ 4, Bargairiiu& for an agreement.

- i . i
) Both parties make propogals for resolving the conflict and

reach agreements that balance the gains and losses,

Step 5. égree‘ing on' the implementation plan,

Both parties agree on their respective rporisibilitj.es

. . &
f s * -
. for carrying out the agreement, P
Step 6. -Agi:ezing on the evaluation Pplan. . - '

-

) - Both parties agree on the persons, methods and ®ime for

evaluafing‘ if and how well the agreement has been irliulg-
- . :

. " ) :
mentéd, st

] - Ly -

‘e« The first step of tﬁis mrdel is baged on the definitions of conflict, ‘

5

incident, issues, and modes of angty exrress‘ion‘that»lare given below,

. . o

~ Conflict, One 01; more ,iucidé;'lts :li; which one party_was plerceived by
¥ . "y \ I L] 4
. 1he othier as threatening to take or takimg action against.the other party.

C Inc:ident. A. aingle event ,occurring at a particular time and place
g & ' - f‘ . ’
and involving particular iudividuali. . v

. Issues, Specifiic conditions and behaviors in the school thatgyare

L

challenged, .These pértain to the reality of phe‘.schorol's social and.
“* .t . .

: ph_vs_ical( environment and he_we been, typed by Deutsch :(19?3) as follows:
? - 5 ‘- :

v ' . i b

;L _ .‘ .o | .
. ‘ . 1 SN _

- .o N v f -




(1) Control of resources: the conflict is over control of time, space,
money’, power or materials.“ (2) Conflicting ﬁalues: the conflict in- . .
volves one party 8 attemnt to impose its values on the other ]:'-al.'tyzn
(3) Conflicting tastés: the conflict involves one party preterricg or

.

doing sohethigg that annoys the other party. (4) Conflicting perceptions

N

of factas: the conflict involves the parties' diffetent‘eercepticns of

.events or motivations. (5) Relationship between parties: the conflict
. N
- involves parties perceiving their authority or responsibility ‘differ-
ently. . ) ’ T
,‘ Hﬁdes of angtz_expressioh. Conflicts arouse anger that can.be

> . )
expressed in four general ways: (1) verbally and face-to-face, (2) ver-

Al ]

5all§‘and‘not face~to~face, (3) physically acd face-to-face, and -
(4) physically and not face~to-face {De Cecco & Schaeffer, 19?8). In : .

the face—to—face verbal expression, partie$ express anger in words in

~ each other's prekence. In the verbal expred%ion that is not face—tcr f e
. ‘ *
¥ face, the parties express anger in words, but not to each other., In

i

fdce—to-face physical expression, parties express anger through bodily-
‘ agsault. In the physical expressign that is not face-to-face, parties

either destroy cropetty or physically assault others who are not parties,
O -,
In order to.start negotiations, parties must. perceive that there /

is 'a conflict. T4 clarify this perception, at least ome party should -

-{ e&prcss anger to the other party. This anger should be tied té specif-

»> : » . . ! .
. 1c¢ 1ssues. Issues should be stated as concretely as possible, in t%rms

c:f.tha ’gpeciflig,incidents ‘and the behaviors &ndl iditions about which




the partie,'are angry .

Anger’ should be expressed by each party verbally and face-to-face
to the otper party for several reasons: (1) to avoid the destructfye ‘
consequenceg of indirect angry exéression; (2) to give the other party
the opportunity to expressfits own anger and - "state its own issues; |
(3) to provide each party an opportunity;to assess the relative impor-
" tance of all the issues ;tated; and (4) to express anger which, ir left
unexpressed,(cén impede one party from listening to the'cther party.

. Step 2 18 based on the definiticn and classification of iseues

*\
described above, the concept of decentering, and democratic rights.

Decenﬁering is a theory developed by Inhelder and Plaget (1958) which

-

1

refere to the cognitive ability of conflicting parties to view the. con=
fliets fram both their o and other parties' perspectives. Democratic”
. righrs are those rights set/fcrth.in the Bill of Rights. They include.

digsent, procedural due process, substantive due process, equality, and

- ’

i

privacv (Liljestgand, l678) ’
/

\In'this step‘the parties should provide each other full descrip- ¢

-

tions of the conflict and the incidents includiqg qime, place ‘parties

present, and what was said and done. Exchangin& descriptions may assist A

parties to c;hrify chues, gain perspective on the incidents, and note

. differenuﬁu-in oerception of events and 1issues. Lo

“

Each.party should identify the denocratic rights that were abridged

r‘.hy themselves and by the other party. This procedure provides a demo-

cratic framework within which negotiations can occur, By focusing on
SO

b Y
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- -
. . g.,

¢

. . .
the rights rather than the motives of each party, the conflict has a

3

better chamce of being negotiated. In the process of identifying the
abridged rights, the parties must also identify the individuals respon-

sible for the abridgment. This process ensures that the right parties
,REEF‘CLPate in the negotiation. Having each party identify their own

-

rights that may have been sbridged by the other party, and the other
party's rights that mav have Been abridged by them, facilitates the
process of decentering. . ‘ )

" Hhereas Step 1 is more emotional than cognitive Step 2 1s more
cognitive than emotional. Carryinﬂ out hoth steps may assist the

parties to integrate the feeling and'tﬁeught generated by the conflict.

v * [

Step 3 1g based on the EBncept of decentering and Deutsch's defini-

tion and elassificstion of 1issues. Té establish a cogmon basis for

‘

'

negotiations partiea must be able‘to view the conflict from each other S,
perspectives and to agree on what the issues are. - By using the classi- .

fication of issues, the parties canwﬂistinguish more negotiable from .

[ . ! v ¢

dess negofiablt issues, ' ,
! ‘There are™th ee'beneficigl consequences: of taking the third step:

-

tl) the number of 1gsues 18 reduced to thoae incorﬁbrated in.thelstate-
ments prepsred by the parties, 23 the parties recognize that, although.
thay disagree, they may still be able to Megotiate; and (3) it prevents,
tssues frum‘hroliferating at later steps in the negotiation process. .

¥

Step 4 18 hased on the concepts of decentering and democratic
. ) &
rights. = By decentering and by rEspecting each othr'b rights, the -

U e




parties can bargain on' the basis of each other's priorities of gains and
) - S . -

losses. In this step each party proroses several alternative Fesolutions

Jto the conflict that.divide the gains and, if necessﬂt;, the losses.

- A

With the possibilitj of~each party making gains, there is the likelihood

that botl}* parties 111l have an investment in resol\iing the conflict: i

-

Step 5 reduirqs that the parties develop a gpecific plan for imple- “\3
E 3

i
sa

g - menting the agreement reached in-Step 4. This plan should contéin speci-

fic statements ot wha has partitular responsipilities, when they are to be S

performed, and what action should‘be taken when one patty fails te carrv

e out its, responsibilities. The procedure may avoid new conflicts arising ' -

\

from misunderstanding and forgetfulness. . s .

Step 6. requires that parties develop a specific plan for evaluating
the implementation. Theiplan should contain specific statements of’ who

‘the evaluators are, the methods of evalustion, when it is to occur, and -

1

how the resuf&!’are to be reported and used. In 1ong-term agreements, it

!

.

e necessary to have Detiodic evaluations and\revisions of the origi-

M L o } [ L
F) +

. , - v
# o n 1 compromise. This procedure providés the opportunity to nepotiate - -
’ H v . I'4
issuey left unresolved or.ta negotiate ndw issues. - T

' Resealgh on Nagotiation

%

\“/}he model of negotiation deéoribed/above 15 based on research“on .

v - democratic rights, decentering, and the wa¥s students hypotheudcallv '
)

resolVe school conflicts 1 " ' . . Lo ’
' - Democratic rights. De Cecco &nd Richards (1974) inve,s?gated'} L
- ' students understanding of the democratic rights involved their own <

- +

Iscnool;conflicta. They identified four civii rights: participation in

-

[ . . * . . ’ : ’6’7’ ‘//////*’ - '




, Eionnairea, frem 6,783 students in more than 30 Dublic;ahd parochial ur-

~

dec{sion making, due process, equality, ani dissent. Participation in

decision making was defined as the righf to.have a voice in what rules

should be made and how the):r should be enfor'ded. Due process was defined
L ’ ) * v
as the right of a person who had been accused of .something to have a fair

chance to defend herself or himself. Equality was defined as’ the right

-

to& the same chance in 1ife no matter what Vour race, religion, of

sex 1s, or how well of f yo"nr pagents are. ‘Dissent was defined asthe

¢ I

right to criticize, protest or refuse to take part din a éroup.
.The original data were collected in 1969, through self-report ques-

ban and ‘suburban junidr arid senior high schools in the New York City metro-

"

polii:an area. The sample comprised an extensive mix of socio-economic
F 4 . .

: +gtatls, race, nationality, religion, and school entrance requirements.

.‘\-

The questionnaire was a md‘ification of the critical incident procedure

deyelpped by Flanagan (Flanagan & Schmid, 1959). The students were asked to

describe incidents they had experienced,or observed which left them or oth-

o™ . -
ers with at least two alternative wavs acting and in which the "dempera~

-
4

. A [y .’_" o
tic thing to do" was not immediately ‘cleaYy ; fAfEer describing the .ineiden_\ts

students identified the civil. :ight i:heyqbelie‘\'red had'breen aﬁridged using

tie list of four civi} rights and q.efinitions presented ab-ove. They were
A,

asked to rank the rights from one to. Eoux, as igning € rank of one toy.

the right they believed had been most clearlv < ged. ' ' ‘
- - - / ? -
ndings indicated that stud'ents w‘ere able to identify the civil

rights that were abridgeé in their*schot)l conflicts. The demo#‘atic right
4 . \ ‘. .
most frequently reported a.a abridged was decision making in both junior

/

»"

[

and senior high schools an;l in bol:h urban and suburbadn- areas.

-

1 2
""‘.:.
g&
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Diasent wag the right next most . frequently abridged followed respectively

b ualit d due process. ; .
Y eq y and due p " , .

Decentering. De Cecco and Richards (1974) determined Wwhether or not
decenyring was shown by students in their written descriptiol’s of

‘school conflict. If studen’ts ugsed "I" in describipg the first party,

-

the description did not show decentering. Decentering ability was shmm

" or 1]

when students described thé first partv as "he " Nghe," "ye, they,"

. because these. pronouns indicate, that tHe students could )tal-t'e a pc;int of

T yiew othet than their own. 1In both fitst and second ,party déscriptions,
genior more than junior high ’sch_oozl. students showed decentering, a find-
'?.ng consistent ;d.th the co*gnitivg developmeqtal theory of‘InheI.I.der and '

o

f?iaget (1958} . , . ‘ ,

Ways .et dents Hypothetically resolve conflicts. Schaeffer (1975)
investigated the differences in hypothesized rgsolutions students pro-
_vided for,the conflicts of others. The resolutions students suggested

for  their own\con&icts were tl;on.ight to reflect their actual performances
in real conflicé situations:. Hypothetical resolutions to.conflicts of

others were Eoﬁ!aiderfyto be related to abil).t;y to generate different

. I
‘types of resolutions. Students' emotional involvement in their own

“conf_licté;'it was b ved, would reduce the number and tyves of feso-

]

lutions they suggeste ,thei{ mgn conflicts., Angry emotional in- '

‘volvement may blind one party to the conflict issues as viewed by the
. 'olther pau[-ty. Generating alternative resolutiorie may be facjlitated when

each- pérty vieﬁs‘thp conflict from both fts own amd thé other party's




perspectives. [ ] ,

Schaeffer also compared hypothetical resolutions suppested by stu-
-
dents 1in alternative schools with those suggested by students in tradi-

tional schools. Merelman (1971) stated that political thinking may be

the sole function of politicall¥,related stimuli when such stimuli are

-

intense, visible; and unequivocal. He believes that. most political
A
thinking in adolescénce results from politically related environmental '

=

- factors. Schaeffer assumed that the alternative School environment

contains politiéally related environmental factors which are intense, d
!

visible, and unequivocal. Alternative schools presumably provide an

1

. ) .0
.l enviromment conducive to sharing, group work, democratic teacher-student
- Y S

¢ and student-stud‘ht relationships;'and a cooperative atmosphere. Stu-
dents learn to work withfothers and have the opportunity to become-awaree-

of perspectives’other than their own. "~ _ .

i t —

The‘resulta of Schae{fer's study were as follows: (1) The devélop-

—

' mental component of decentering was supﬁorted in that the mean score of

decentering for Sen:to; high students was significantly greater thamn-that

“ -

for junigr High students in both ‘alternative and tradirional schools.
(2) It was found that studenta who decentered more in desaribing conflicts

alsp used more negotiation in suggesting conflict resolutions. (3) Res
- LN
sults across the.entire sample showed that ‘scores in using negotiation .

LN in cghflict Tesolution were higher for conflicts of others than for the

/ - .
H
. (’/’reSOIut ons suggested for their own conflicts. Apparently, emotional

tnvolvement in one's own conflicts nmay interfere with one's ability to

TR ' . . - ) . 1 ‘v,
- gy )
. L 177 .
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¥ -

generate alternative resolutions., (4) The resultsrakso indicated tlhat

. oy
students 1in alternative schools suggested h significantly greater use of °
ne-gotiati‘on in generating'alternative resolutions to both their own con- >

flicts and to conflicts ‘of others than gid students in traditionil

+

o

' schoc_:ls. It seems that the environment of the school may affect the'use .
of negotiation by students in dealing with conflict. ) »
- . # ):
Negotiation and Civic Education
ads A = . ) . /"A‘
Conflic‘ts.' will frequently arise in democracy hecause of the diver- . r -

sity of needs and wants of individuals and groups and-their pa‘rticipa-j\j
tion in decigion making. 'Negotiation pfovides the means for r.esolvfné .
5 ]
conflict whﬂe protecting the rights and needs of individuals andz groups. - -

It would seem then that training in use of negotiation would be useful ) N

e roles as ci,ti(zens.f L ,
N ’ Y .
this paper"can serye another -

purpose in a citizen e 1cat It can pro de students with

A .

in preparing students for their fut

" Osportunities to < earn/ three-major components of citizen ,edtéatilm- K

. o ' a *
19‘37); and attitud&s (411, 1977). The.cfe\aﬁdn#hip of righrts skills . o !
' Y - ? ] _I "3
and attitudés to each step of the negotia\jon el are described below. . .
Democratic rigbts. As stited earlier, Liljes rand agO"flér as ci-— . '\( B
ates (1978) have identified five democratic rishes Mhat ? t forth - FN
‘ I . - M ' * el
d} the Bill q! Rights to ::he United States Constitution-. ese are: :

s LI - 4 i . f
dissent, proc&!ural due process, substantive due process, equality, and L
privac ' - - ) - ’

¥ -~ . . ’ : ‘ b e S

X “ J F. I ! - \_;/

' ’:” ) ) '




\ ) . )
' The right of dissent'is protected in Step 1 of the model by providing

the opportunity for both ]:aarties to exi:ress anger'over each other's

actions. It is further protefted in Step 2 by being tied to specific

. . conditjons and 'behevior that "aroused anger. ’ ~

The right of procedural due orocess is proteoted in thg first three
b ‘ -

-

-

- to hear and answer the charges®of the other parties. Step\3. allows the

Ll -

;wartieps}to., agree:on which chgrges shoukd be dealt with,

THe right of substantive due ‘process 1is prote’cted in- Steps 4 and 5
* \ .
bv providing essen-tial gains Cor eachjarty and assuring thei» delivery,

- oyt The. right of equali v is protected in each step of the model because,

/ each. step allows both part es to participate equa'lly In the resolytion '
" of the conflict.

The right of ptivacji",is: protécted‘ n Steo 3 By the parties apreeing

A
. jﬁe issues that are negotiable. Parties can re,fuse to negotia;e

1ssues, such as private se‘xual conduct that enﬂanger their tighc<of
5 _ . _ -
privacy. - A ot . v —

1. LN

Cognitive and Social Skills. Inouify s'kills (problem solving and

decisgaking) are involved in, the ste.ps of n,egotiaticm. Prob“le‘m

‘ | : sol"i

L 1 and 2, problems are explored and described as specific issues. In

i11s are involved in Steps 1 through X of the model In Steps

e
Step 3 the probl!ma that will take the highest priorities. fo:c solution
. C
\. are selected. In. Step 4 the options for solution are generated evaluated
and selected. . LT q."' e _ ' -
\ s - 3>
N . * 1 ’:,J ’ ' v
-~ - ¥ 0 . ’
Lo L 114 N
. R _ ) ; & * " ) ‘m . . \ .
- ! . s . . . - *
. ’ ' . * » m‘ » LW -
R ) + ’ . N . 3
. \l. ey * * '.l ’ , ‘,‘ - ‘0 .

‘steps of the model. Steps 1 and 2 provide the opportunity for each party ‘

%




. . -

ﬁ Decisian;lﬁakil;q skills are invc‘:i\ij]_ﬂ;eps 3 through 6 of the
* n;;el.- In Step 3 the parties decide which is;ues ahould take. the high~
' est prioritie;. In Step & the parties decide on the particular gains T e
and losses for each party. In Step 5 the parties must decide how tos
implemept the’ egree;ent and on their regpectiVe responsibilitiea,for
iﬁplem\ tation. :in\gtep Gathe'parties must decide‘the atandards and ‘
conditions for eval:}ting.thﬁ implemeﬁtition. - .
'Interper; 1 gkills are involved in all steps of the medel, Com=

o ; L. 4

mﬁnipation akills, particularly speaking and listening\ y both parties,

are utilized@.n each ste‘D. Skills in acting cooperatively are basic to '-

-

the model since the partiea muat take each step together and reach mutu-

ally sau‘.sfying agreements. Leadership skilla are involved when the

r’ Parties present d~\kfend their positiontin the gonflict and invent .
solutions that are mutually acceptable. Action skills are involfed when ‘
the parties have ongoing reaponsibility for resolving, ot just complaié—
. { - L]

ing about, problems, Particular. action skills——setting goals,. pl&nnlng )

Yy
i -..‘
strategies,_considering consequen%es and evaluating courses of\action-- . ;0

are centrelly invelved in the last two steps of negotiation e ;.‘ ' '

Attitudes. Attitudes appropriate fbr citi)zena An a democra.ey are, ‘

. 1}
involved In the steps.of hegotiation ~ These attitudes have‘been identi-

fied ag'respebt for others and coﬁmitmenﬁ’to equity, rationality, con- 3

.

science andﬁdemocratirights. “The model is related to these attitudes_

in two general ways:

* B . -

. ’ _
1)- the attitudes are prerequis{te to the uge of

the model H@cauaé'theyoane the basis for tie &illingness to negotiate ‘ ¢
-wm ' ‘ f ) : N * ~ 1 * ‘

- te

l}f\




* ‘ ) ,
“a . . J" ) . " . . » - ) .
- and (2) the explicit use of the negotiatidon model provides opportunities

L)

for students to"develop these attitudes. ' / )
. 11 ) s - . :c
~ Training in Negotiatlohn - . : j

’ ) As explaiﬁe\q shove, training in negotiation can-‘lge an ‘important e
part of‘citizé'n edupa'tion. How;ever', . Very few teache;s or stuc;ents have
an'oppor;u;ity to legn how to ‘n':egotia;:e. Teaclfe;'s are n::pt‘ tagght qego-‘
tiating skills and techniqies as (part «of their professional préparagfcn‘; o

(_,,A Stuc;ents are’ndt taught these skills at hdme or in s¢hool, Thi‘s section J
Y ' of the paper, therefo::e will suggést some wav; in which tra‘in:mg m“a" . p
) L, c;eﬁotiaiion model of c:;flict resolytion can be pnovided. - ) ‘ ) |

® » ) Training‘ may Be offered in high schoel or university cﬁur.ses,’and‘ S )\r ’
¢ .}n in--»service \forkshcfps. Participants jin cou::aes and workshops should Y

e
K

inclu:t/eachers 4nd students as well as School admmis’trators and Par- g
’
. R ent;s. It is important to include pat‘tiéipants in each categor}z, 90" tp.at

- tﬁe.v can 1eam. to’ negotiate conflicts' that occur among them, The suh% /\ . )
o . \ngstanc’&bf the ttaining should" in.cl‘\'xde- the definitzon and identi’fication
T ‘nf~democra:.:‘ic r;lghts, deve.l(.op.mﬁn;:' of-cognitive a'.i'd" soc"lél skills and
) r\ g democratic at,titud‘;s “and the ffsoluticm of . Tteal confl{cts through use "

L . a -
] ¥ -

T 'of the model 'of negot:tztion. o= AT ¢ Y
}! - : _There are Bev(ara], rqasons for usfng %eal conflicts ‘as opposed to
. : fiétitj.ous conflicts ig the i:rairiing.' First, par‘ticipap'ts are more ¢
- - - f
. ’likely to becotne involved in and cpmmitted to the training when there ia L

. \
fa * ;

a - *  the prospect «of successful Tes 1:&1011 of their owm ongoing conflicts. .

trw L - - .
T

7 3econd, the use of . r confiicts discourages a commoh reap?se to gon-
RN

- 3 - \ \' .
! * . " . Ny # v -
Y \\ * »or ) ,"h' e " \’«, R \$» . '
.t ) [ - ) T 3 : - o ) ' LI N
L "-“ . . ’ T ‘. _lng, * ’ ' T .
- . . / . s ‘. ¢, . .\_‘: ;1 R I ' e . : .‘ . ou.\.
{ T s v e . . .o 2 o,
r 1 e C: T e




. - : o® : - ' )
S Y U
LT -t : o U . . e
. flfc;—-thq avoidance of direct ‘verf)al expression of anger and attempts ' ¢
) i % " 3 ’ I ‘:' b
. l to cooperatively Tesolve the conflict.' Nego‘tiating real conflicts within' ° ¢

the framewo:k f training providea the technical assistancef antf the emo-
.- A oA
tional 3upport of the trr.ainers and other members of the group in resolv-

- [
.

; 7/ ing what may be difficult conflicts, . N el
Traiﬁe}g can provide vparticipapts 'specific procedures to follow for
0 . ) . LY ’
}, . the variqus steps of the *negotiation model. For example,_‘particlpants. ,

g . ’
)m_ay bcnait from wr_i,ting out - the specific substance of. the particular .

f

" . step they are completing, ' In ‘carrying out Sted 1, the parties can de- ,

-

N

reporta, ‘and read their va reports aloudY the: presencf - l:be oj:her .’"

"

j )Parties. This f07mal proohd)ﬂ.'\a structures"&'le conflict and reduces the - ’ .
N :
t'ﬁ.rea(t of angry expresgion. In Step 2, it may be- helpful for the parties } ‘

) to ne the.)e-ports prepared in Step 1 for identif'y‘ing,issues as seen - . T
) o, ! . ' L.

Y ' 4 :
- . by either side: . b . . Tl B

. . P [ 4 - ’ .
o -
‘.Ehe following progedures may. facilitate completing Step 3. (1)\Each <

/ . PR | - "4 ' - e
- partv, from its own perspettive, should state(in w'riting the’ conflﬂt .

N . ——,
- - u
issues, (2) Both parties\should exchange these written statements. .

¥ 4

3

. ¥
- \' *
{3) Both parties, together, should determine areas, of comonality O ’:\‘\ .
= ot

Y overlav in the., issues. (4], Bo‘h part:Les, :ogether, shcruld Jecord state-
- .

‘ments, of issues to which they both agree, (5} These statéments %uld

+

ﬁe sta'tcd.aas questions and as speci£1c~coﬁdi§ions to be negotiated.. The } , .

L. ’ LT RS T . 4 . =
-8 use of the -q'ue.ﬁtion form.presents the issues as *p(obtems to be golved,-, N
?’ L - ' ~: i . l|’ . . N :.

The'-.rgfereqce to conditiond lends to bargaiming and the avoidaoce of S o

= . X . * .o, . - ]
. L . E L
* ) ' -




" win-lose resolutions. SN <L

- . . [
. .- - .
- T t ' ' ' I
. .
. , o -

The following procedures mav ‘be used for taking Step 4

(1) Using

the common statement of issues each par;y should list proposals for re-
~

solving the issues. The proposals should be as concrete as possible.

¢ (2) The oossible gains and, losses for each party should be identified

for'each‘proposal; (3) Each party should rank the'proposals {i1ts own

assigning the first ranks to the most important

and the other party's},

‘gains (for hhe ranker). (A) Both parties should agree to inclusion and

revision of statements of the original Eroposals.

These last statements

constitute the bargaining agreement,

-

*u

1

.

.

.l ‘hear teacher and Student complaints‘ designﬁtingftraineﬂ mgdiators to -

[ e

When taking Steps 5 and 6, participants are taught how to plan the
4 . H\c,;7
: implementation of their agreements. They should Be told to specify as
concretely as- possible who will do what .and’ specifyawhen and where !t
. v ..
- will be done. The evalgaqﬁ%n progran should include sPecificﬁtion of '

&

: wio 18 to carry out the evaluation, when it is to*be carried out,

-

i standards of acceptable performance of tﬁe implementation and a descripl
-

o

Below standard Both the implemegtation and e luation plans ?hould'be

signed By the parties to. the- conflict. . - ; ' ". o f .
. \ h 2,
Itvis poasible that traiéing in negotiation -can result in the insti-

R ._,.-
- Ya

tutionalihing of the ﬂegptiation process in che school There are var="
- , -
ious forms of inStitutionalizstion——establishing\grrevance committees to -

* L

agsist psrties in using ehe.model to reaolve aontlictqi and incressing PR

)
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'grﬂm.

of these forhs mi

the pérticipqtioh of stiidents ih.ghe‘¢e§ision making of thelschoolg- Eaéﬁ
ght play an _inibortan{f role ip a ¢

itizen édpcation pro-
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~ effects on attito

méification, with extenstie exaﬁl;lnatinn of t_rhd.has Eleal power in the - : \_n

. 'SEEKING REFOMMENDATIONS FOR PRACTICE: A CONCLUSION

L1 - R w ; R

*

. - "Barbara Z. Presseisen, Director, ) .
' Citizen Education, Research for BetteP Schools, Inc.

-

Two questions were raised at the outset of_‘this ;rolume to give

{ - ,

education«preparation? . - - s ) .

¢ How does a classroom’s organization o';\i:he design of

] [N -

tl')e schoo_l's environment inflhence the perception of
’e "c,limate" of that institution and its citizen §

education progra,m‘? e ) ‘ E -

«

- = \

most’ influential politica!‘ sorcialization- agent 1mrith respect to many

LI

-

1ssues of governd’nca ‘Tule compliance attachment }Eo symbols and insti-
J
tutions, and indepe'ndence from pa.l:%san politics (Gil\lespie & SJley,

It. is not the sole instituticrn of influence and with regard to

%

s and behavior ford;ation must share its

- 4

Névertheless, school menagefnent 1mr\thout ’
19 Y -

&

regard for indiv:lduql rights aud frh.edoms ra.ises serious eoncerns for ) L

p. 9.

the community and“the'family.

‘developing modele of'democratic pracrice fcrambs  2- l%S).. Some reeearch—

“
ers majntain that the curtgnl: situation :ln achools is :ln need o,f imediate

t . .
LR *

.- . - - . -

El — -
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=

-

1

A

*
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. . . © o ) . .
“'classToom and what are the percéptions and realities of how that power

£

/1‘3 utilized. « CoeN . . .

¥ 5
s

» ’

Viewe of individual behavior and the" study of. institution'al environ-‘
. Iments‘. underline the hol.istic' approach* to understandin’g~schehj,‘sﬂas« complerx

" social or}ganiza‘tions. Ell-'r.ind (p 37) calls fo};,the-need to understand -
childrena' psychological growth-a{nd de‘velc}pment aéﬁpalst of a totelity of
relationships. Gump '(p. '57) has developed a theory of synomorphs, slmilar .

rs

relatiooahips and structures that pﬁeate the whole organization of n,

. . :lpstitution and directly' influence .educationaI outcomes. Epstein (p.]153)

suggests that an array of such alternative stl(rﬁliures can be nade ‘avail= - .
o able to classtoom teach IS along: wit% research data on their likely con— b
’ : seque;ces for etudents.‘Hlimalk can pe predicated in terms of the )
. L4
. desired results of citizen eqlucation that instructors and adnimstra,torm,
o as well as":emheré of the-,community. want. to‘ achieve. hoth il,ndi‘vidual
‘ growth'and" aslvanceul.entfof the in titution as a whole can beJéerved by ~

such enw}iron.ments,.»}hich can maximize the effg,ctiveness of the school's

e‘duc‘ational pProgram. . \ )
- * . ¢
7 The three areas of elnphas':ls presented at the May co-lloquium suggested
. . b |

o ~

‘in each research area.

many .new directions for citizen education from sdholarly research Cbut o

" not conclusiue findings.

}aleo lacking.

cato{s do not come easily T. without expanditures of time ahd energy

a

P

»

; E

"

L

>

‘Obvious‘ly,' much more work needs to’be pursued -

(-

Similarly, .clear direction for practitioners i

NelSon (p. 97) points out that changes on the. part of édu-

In

addftion, he Suggesu, ir}' a multi'cultural soci_.e’ty such as -America on the

.. '— , | f

1

4




~F
~
-

L} ’ r "
. thresholﬂ of the twenty-first century, the needs of'students in a popula-

e »

. tion so diverse will regﬁire more ethnograghic studies and extensive
preparation df educators, in advocating a Piagetian or developmental/
) B
Y approach both Hyner (p 102) and Gallagher (p 136Q emphasize a creative

*

growth model of ' educational change and more direct experiences with the

objects of Iearning'in the students' awn'communities. More direct experi-‘

-

s cnces for administrators might also be suggedtel. Finally, a rethinking
: , 75 Le

- ‘ ~ - e
of the curriculum and an end to fragmenta on', as.called for by French

{p. 129)}‘must accompany a fuller definition ¢f citizen education fo carry

the concerns for,governance.and'school.clima e beyond‘the narrow confines
. .' Kl " [

of a subject matter focus which:is basic to other aspects of education 7

.

but meaningless aldne. . s . . j

- - ' > K
The examination of school governance and classrtoom climate as

x*

important Assues of citizen-education led to a number of recOmmendations

by conference participants with regaﬁa.to what practitloners and research—

ers could_do in the 1mmediate fufure. 'These'recommendations included:

- -

- by . [
e Citizen education shpuld have.the support of the whole .
. . i . .

R * ¢ Lo '
. range of educational professionals, most particularly "

- ' .

© . district agministrators, principals and teaching staff. '
/'\ -

(ﬂ', o It 1is probable that smaller schools are more conducive

4 +

' to citizenship behavior., However citizen education in

largervschoolS;qan and . shon}d be approached by fostering

alternative nomorphs" and by providing students with

group identity within a sechool. ’ It should also be‘

- recognized that. stadents will have to cope with large

.

- o ’ . . . 18> - . f
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* ’ ' groups in adult iife, even when their school experi-
-y Y . ‘

v" . enge has been in smaller institutions.. 4 . r

e

- [

) - ) P . . N

w0 r-‘~'i:___,f_9 THeoreticians and practitioners .should develop a H .
. + 1 h - ’ - . ‘I
. . +*" collegial relationship, not an'antagonistic or crosgs- R Y

5 purposes attitude. o - S :
' \‘ LI . ' . ' . - I T .
~ ® Reséarch should be carried out on the variables thought’. -

-
* '

to. be Telated to citizenship be vior, e. g/ school .

y size, role, models, decision making, and pgrticipatory o

T actfvity. N . ' * T TTTTE T e ' f -

o A variety of "expressive" experiences should be Apart of . .
. . 0 . Loor
students' citizen education, such asyyerBal interaction, X

.4 . ~ . : - . . .

*  creative dimensiot#, and role-model lea¥ning. Suckl . - ’ L

, M C experiences ‘may be valﬁablé wa}s to '_leam fof all Co- \

T B school pérsonnel.. .- ’ v R

.. L L t i .
.- . - +e Both the cognitive and affacti}ve; domains are impo¥tant = @‘\

to citizen edtf;;ation. They should not be fragm ted

‘ T4

L i in the school program., Basic skills! are obvious . .
SN | ' ‘ réqui,remé-nté' for a'liiteraté citizenry, t.od. ‘7\ . l‘

. - "

x - * @ "Learning by doing" fe.g., community thternships) should X
be a goal of citize ‘e‘dchtion, :lespi{;e the{*pi’é’blem of RSN
’variatién in local resourcés,, and attitudes. Moreover, » .

: -, i . =, - ! L] .' . ) .Y '
\ ] school 1tself should be viewed as a political and -

: ; N

» B soc‘ial entity that an serve 'as a 1aboratory in a -

g .o comunity for deve oping the skills to deal’ with ,political

- and inat:ltutiona]:- ocess&g.} ’ ) o ! u




examination of school governance and classrooh climate.

r _‘_: , R
.studies approqfh i?d epbrace a multi~disciplinary,

" the Sense of empowerment.

conceﬁtb‘suth‘as justige and equality ;hqpld be + - *

.

-
s

The developmental level of students shotld be a key

consideration. in all'citizen edudation. stxategies.

* v

More research and testing 10 this area ate needeci.t

o.ﬂCitizen education should transcend the narrow-sdcialf

-

philosopﬁ!cal,,ﬂpd“instituéional.perspectiye. Educa-
tdon for effective citizenship is not simply a »

curricular mat te'r,
'lh-“'

- Citizeg education should:develop the skills and

-knowledge for effective (as distinguished42rom "good™)

citizenship. It, sﬁhuld deal*with sgme aspecfs of

., R , , i :
Citizen.education should foster the awareness that
- b i ’l

- '

‘e . - -

_based or® a concern for the commonwealsh, for

* 3 L4

-everyone's welfare —- not ‘on concern for‘one's own

»

or pne group's patochial and territorial preoccupa-

‘tions.‘,Skills eo develop thié awaTeness cap betaught-

skill building fn the school or the district qach

of Which can be approached as a complex sdpial

organizaticn. s >

¥-

* -
- s,

" School personnel should be aware of similar concerns “and

In addition, some commuhity and" puglic concerns were raiaed‘by the

There 1is a

-

\

-




relationships with the larger community and the signifi

r

-

-~

.-\. - ", E
concerns of making democracy real to students. 3By the

- -

. // decllnlng enrollment and an excess of schoolhouse space
i »
\ -

»

or groups who constitute the educational environment,
14 ) ! * AS

" to have responsipilities to achieve. Such involvement
: : s .
of democtg;y's scheols.

. ' KN - . ) -
\ ) . s ’ . / . -’\

.. staff cannenhance the educational environment- of a'community and win
- ‘ . . "

greater support the school'§ program and pfactices.’

general comsensus that accepts the importance of pogitive stubnnt

cance of local

same token, a

support for the sggcplé.v A holistic or integrated approach was advocit-
ed. / Secources of the community can enrich ihe cftizen education program

. ahd‘ﬁgcvide a living laboratory for the part{cipation and empowermentyy

nor'e meaningful exchange befween commundty members, families, and schook

L

-

“Such suggest

»

isolated or highlighted f; is involvement on the part of all the pers

 To be involved

-

the decision making, the set;ing of polié&, the selectien of materials -

is the ecsence .

»
[}

ions

i ' " may become more me gful in a period of high inflation accompanied by

‘The-key.to the 1issues rqifed in the volume ¥ 1f ohe factor can be

ol
-

-

. s " N
and practices, etc., is to be concerndd, to have rights to be respected,
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