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Guest Editorial;

DIOSDATIMAAOEA

Teaching, research and service have traditionally been viewed as a threefold obligation of Colleges of
Education, most often translated into their separate realities by the activities of individual faculty members.
With the recent advent of accountability within higher education, however, considerable effort has been
expended to state in more precise terms the meaning of the teaching, research and service trilogy.

To appreciate the necessity of deciding once and for all the priority which should be given to teaching,
research, and service, it should first be recognized that allocations of state money are based on student
credit hours produced. Thus, as viewed from the legislature, teaching is the only recognized and rewarded
activity of a state-supported college or university. Teaching then, or to be more precise, the enumeration of
students for purposes of financial support, is the primary obligation of Colleges of Education.

Viewed in terms of local school district expectations, however, Colleges of Education are most often
criticized for their overly theoretical orientation and their lack of service commitment to practical school
problems. Service then, or to be more precise, the provision of assistance to local schools under cir-
cumstances of zero financial remuneration, is the primary obligation of Colleges of Education.

From the vantage point of serious academicians, of course, the priority shifts again, this time to the
production of new knowledge through research and publication. Publication, it might also be added as an
aside, is a major basis of survival and advancement within the academic world, Research then, or to be more
precise, the accumulation of a portfolio of published work, is the primary obligation of Colleges of
Education.

One can see from this cursory review that teaching, research, and service are all vital responsibilities and
all three must receive first priority. In meeting this admittedly awkward obligation, Colleges of Education
have devised several options of operation.

The first option usually considered is what we might call the “campus-wide diffusion” approach. In its
most extreme form this approach actually involves the development of research bureaus and- extension
service units to assume research and service obligations, leaving teaching to persons hired to teach! This
approach has not received much favorable attention within Colleges of Education, and might be considered
an almost extinct species.

Another option, often not used because of its rational origin, is to have individual faculty members
assume responsibility for concentrating on their own unique interests and strengths in reference to teaching,
research and service. This option, of course, requires considerable overall organizational planning and is
thus for the most part depreciated within Colleges of Education.

The most often employed option suggests that each individual faculty member has responsibility for all
three institutional obligations. For want of a better name, this has come to be called the “all things to all
people” approach. It is an easy option to install and therefore has received a great deal of attention and
support in Colleges of Education around the country. However, an additional hidden complexity has only
begun to surface as accountability has reared its head. In effect, each faculty member can either attempt to
engage in teaching, research and service activities on an equal basis, the “mediocre total coverage ap-
proach,” or the faculty member can do a little of each, yet concentrate on one to the partial exclusion of the
others, the “fudge-a-little approach.” Measurement-for-merit issues create headache proportion problems
for administrative personnel saddled with the responsibility of coming to grips with this issue, especially
within those departments of the College which house professional measurement specialists who have spent
a lifetime working on comparable measurement and evaluation topics!

A relatively new variation of the “you've got to do a little of everything” approach has emerged which
holds great promise because of its basic simplicity and rigorous evaluation design. It is the last word on the
subject! Itis called the “Detailed Identification OF Specifically Defined Activities To Increase Management
Accountability And Organizational Effectiveness Approach,” or DIOSDATIMAAOFA for short! Faculty
members identify the teaching, research and service responsibilities they want to pursue during the coming
year. Decision makers then can look for “gaps in obligation.” When such gaps are identified, these same
decision makers can contact faculty members with an already planned teaching, research, and service
agenda for the coming year and ask that they modify their DIOSDATIMAAOEA inventory so the total
waterfront will be covered. At the end of the year faculty members must provide documentation which
substantiates the fact that all items on the work inventory for the year were successfully completed.

Of course, last year | was unable to cover a class for a colleague called away suddenly, because such an
activity was nol on my teaching activity list. Nor was | able to submit a substantial dollar. figure research
grant which was announced mid-year, because such an activity was not on my research activity list. And |
did have ta refuse to serve as keynote speaker at a regional conference of some importance, because such an
activity was not on my service activity list.

We are making progress nonetheless, and within one or two more years I'm convinced we'll have this
ambiguity concerning teaching, research and service well in hand.

Eddy J. Van Meter, Associate Professor
KSU College of Fducation
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High student motivation, growing self knowledge, and
encouragement of innovation are all features of the intern
program Dr. Chasnoff describes, He also points out that a
major faclor in its success is its humanistic setting.

MBO and
performance
appraisal

by Robert E. Chasnoff

Dr. Chasnoff is a professor at Kean College of New Jersey
(located in Union and known until October 1973 as Newark
State College). Prior to joining the College’s faculty 16 years
ago, he taught elementary students at Fieldston Lower
School, Riverdale, New York, for three years and was principal
of Brooklyn (New York) Community School and then Director
of Recreation of the Hartford (Conneticut) County Home. He
holds a bachelors degree from the University of Connecticut
and maslers and doctoral degrees from Columbia University.
His postdoctoral studies, in the behavioral sciences, were at
the NTL Institute for Applied Behavioral Science. He has
served as an adjunct staff fellow for NTL. Dr, Chasnoff is
Director, Laboratory for Applied Science, Union, New Jersey.
At Kean College, he most recently has been involved with
flexible field-based programs which encourage students to
mature by accepting responsibilities.

The technologies for management by objectives (MBO)
and performance appraisal in the intern program described
herein are part of a system-wide, long-range organizational
development (OD) program in the public schools of South
Brunswick, New Jersey. With the National Training
Laboratory [NTL) Institute supplying consultation and
training services, the OD program was originated in 1967. The
QD program was expanded a year later to include the student
teaching intern program and other programs. The intern
program involved South Brunswick supervisors and
cooperating teachers as well as student teachers and faculty
members from Newark State College, Union, New Jersey.

Fundamental to the intern program from the beginning was
the concept that it was an innovative plan that would directly
improve classroom instruction in South Brunswick schools.
Interns  were viewed as staff members. They were
paid a small stipend. Thus, on one hand, interns enjoyed the
status and the income and, on the other hand, the
organizational demands made on them were seen by them as
clearly legitimate.

The program’s original proposal provided for a humanistic
approach to MBO and performance appraisal, and this has
heen carried out. This article describes (1) the attempt to
create a humanistic work setting so that the MBO and
performance appraisal approach could work, and (2) the
specific  technologies used to carry out the MBO-
performance appraisal approach.

THE SETTING

In each of the summers of 1968 and 1969, the intern
program included six weeks of preliminary work. Two weeks
of human relations training and planning for work in four-
week experimental schools were carried out, with con-
sultation and training continuing during the actual running of
the summer schools. The summer programs were followed by
full semesters in which OD training and consultation
sessions and team conferences were held. Included in these
sessions and conferences was emphasis on organizational
issues, management and consultation skill development,
interpersonal relations, and the introduction of the MBO and
performance appraisal approach.

Since the federal funding was terminated in 1970, the
school system and the college have been continuing the
collaborative program during the school year (without
stipends for interns), building upon the organizational
structures and technologies that had been introduced, the
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developing management skills that had been acquired, and
the supportive, innovative climate that had been growing in
the South Brunswick schools as a result of this and certain
other programs,

The intern program now involves a good deal of mutual
collaboration, choice, and diagnosis within clearly specified
guidelines to prepare the proper setling for each semester,
Student teachers are invited to a meeting several months
before their assignment begins. . Their expectations and
questions are shared with those of South Brunswick teachers
and supervisors and the college staff. A South Brunswick
administrator identifies the role of the intern program as an
integral part of the total school program. Each intern is told
that his or her end-of-semester college grades will be
determined collaboratively with him or her by school and
college personnel. The interns also hear that four four-haur
workshops, attended by interns, teachers, South Brunswick
supervisors, and the college staff, will be held after school
during the semester. [These workshops are planned by ad hoc
caommittees made up of system supervisors, teachers, interns,
and college personnel. The South Brunswick Board of
Education gives salary credit to teachers for their attendance
at these workshop meetings and their work with interns.)
seminars for interns, but open toe others, also are announced.
Attendance at the seminars by interns is optional. Topics are
to be determined by the interns.

The interns are instructed initially to wvisit as many
classrooms as they wish, to stay in any place as long as they
want, and to confer with anyone to determine where and
with whom they might achieve what they feel they need to
learn.

An important aspect of the setting is mutual choice of
peaple with whom one works. During the first week of the
semester, interns and teachers confer with each other and
with South Brunswick supervisors and the college staff with
respect to the kind of person with whom they wish to work,
In these conferences, the broad goals the interns hope to
achieve are reviewed and the broad goals teachers feel they
have the capacily to help interns achieve are discussed.
Teachers also assess and make known what they wish to get
for themselves out of working in this program. Interns are
urged to continue to visit as many classes as they wish and
nod gel locked into a classroom that looks safe. Teachers are
urged to he candid about their preferences.

By the first workshop, held early in the semester, initial
agreements are made as to where and with whom interns will
begin their more intensive classroom work. [We stress the
begin because we want to make it easy to move later.) Many
arrangements are used, depending upon interns’ hroad goals
and teachers” assessments of themselves, their classrooms,
etc, Thus, some teacher-intern teams decide that one intern
and one teacher agree to work together for the first six weeks
and assess at that time where the intern should work next.
Other teachers and interns decide on other combinations,
such as working in several classrooms from the beginning,
Sometimes teams are composed of several interns as well as
several teachers. In such cases, school supervisors become
active mermbers of the team.

Of more importance in the work setting of this program
is the fact that, in general, South Brunswick schools aro

Spring, 1974

places where innovation is encouraged, systematic problem
solving is a norm, much teacher involvement in program
development exists, and support for professional growth is
systemn policy. Experience has shown that teachers and in-
terns sense this humanistic work setting and, thus, can be
trustful both of the leadership offered them and of the
technologies emploved. Teachers are not afraid to ask in-
terns, other teachers, and supervisors for help. The teachers
value the interns. They ask for personal feedback, Moreover,
over the years, a high level of trust and directness has been
developed between the South Brunswick and MNewark State
College staff members. In such a setting, the author believes,
the technologies described below are possible for effective
MBO-perfarmance appraisal,

THE SPECIFIC STEPS IN THE MBO
AND PERFORMANCE APPRAISAL
Some of the specific steps in the MBO-performance ap-
praisal are carried out in three-way conferences. Some are
introduced in the seminars but more in the four warkshaops
nated earlier. In the early years of the intern program, the
workshops were generally led by NTL Institute consultants;
now the sessions are planned and led by volunteer members
of planning committees composed of interns, teachers,
system supervisors, and college staff,

Chrganizational Diagnosis

Interns are introduced to the sharing of data by par
ticipaling in organizational diagnosis in the workshops.
Depending upon the size of the group and the number of
South Brunswick teachers and supervisors new to the intern
program, organizational diagnosis is accomplished in dif-
ferent ways in different semesters. For example:

® role groups draw pictures describing themselves in the
Pragram.

® small groups do a force field analysis (FFA)Z and share their
products.

® :mall groups brainstorm lists of possible problems, which
are duplicated for future wse by teacher-intern teams to
assess how they are doing.

® writing down problems that role groups foresee followed
by sharing of products.

® team of teachers and interns respond to a program of
diagnostic questions prepared by the workshop planning
committee,

Diagnosis of intern

The workshops, seminars, and conferences focus upon
diagnosis of the individual intern and the work setting.
Frequently the FFA is used. After completing the FFA,
diagnosis is intensified by determining which forces are
clearly seen, which require more data, which are strong, and
which are weak, Often, at first, many of the forces deal with



relationships with pupils. After some probing, however,
interns see the need of gaining more data from pupils before
the forces are known to be clear or strong. Sometimes the
name of a force is changed from “kids don’t mind me” to “my
anxiety,”

Brainstorming

The next task is to brainstorm a wide variety of ways to
reduce the effect of a restraining force identified in the FFA
(To prepare for brainstorming, loosening-up, creativity-
induced exercises are used, e.g., brainstorming ways to make
a hole or brainstorming a wide variety of uses of an ardinary,
red, building brick.)

Training in writing objectives

When a workshop includes brainstorming, teams are asked
to take one of the ideas or a combination of ideas they
brainstormed and think of an objective that would diminish
the effect of a restraining force, The teams are instructed
merely to make three copies of one objective; we provide
them with carbon paper.

We ask the teams to place their statements in a pile on a
table. We indicate that the teams’ next task is to pick up
several objectives written by other teams and to assign a
mark en a scale from 1to 10, using the following guides:

® specificity: concrete, described in terms of actual behavior
[pupils’ ar interns’)

® measurability: the criterion for determining whether the
objective has been achieved is explicitly defined

® challenge: behavior that an intern currently probably is
unable to do now and is worth doing

® realism: behavior that is attainable, given the field they are
working in, the level skill an intern might have, and an
appropriate objective for their kind of school

@ time element: end of semester or other specific time
clearly identified

In addition to the scoring from 7 to 10, the participants are
instructed to write words or phrases that might be helpful to
the writers of the objectives such as, “you left out the time
element,” “garbage,” or “if you insert the word such-and-such
it will be clearer.” This task generally is accompanied by a
good deal of hilarity over marking each others work,
recognition that different groups assign vastly different marks
far the same statement, and discomfiture suffered by some
teachers who thought they were quite skilled at writing
behavioral objectives,

Sometimes we present participants with a list of objectives
{see box) that had been prepared for another program.? The
participants are instructed to decide which statements are
useful and which are not and what characteristics of style do
or do not make them wuseful.

Defining performance objectives

The next task is that of beginning to agree upon a set of
behavioral objectives for each intern that hecome the
preliminary management objectives and appraisal criteria for

Sample Statements of Objectives

Al pupils will be able to tie their shoes after 13 weeks,
. Tying shoes is a skill we are really going to waork on this year,
. Principals support Follow-Through.

O a questionnaire administered to all parents on Februany
15, 754% of those parents responding will indicate they feel
principals are in support of Follow-Throogh.

. The PAC will work effectively this vear,

. The PAC will make 5 decisions this year.

By June 1, 70% of the pupils in the first grade will be able to
say all the letters of the alphabet in sequence,

B, By June 1, the children will be able to recite the ABC's.

4, The children will love reading.

10, Given a chance to select books to take home, 70% of the

pupils will decide to take home at least one book.

11. An observer in the classroom sees that, during a 20 minute
work period, 3 pupils push others whereas a weel earlier, 7
pupils were seen to push others,

1E There will be effective  classroom  discipline  in all
classrooms,

13, The children enjoy school.

et B =

s = Y |

the team composed of the intern, a teacher or teachers,
school supervisar, and college staff member. The objectives
are checked to determine if they satisfy the following
criteria; the corporate needs of the situation in which the
intern is working, appropriateness to the intern’s present level
of development as a prospective team teacher, and con-
sistency with the college’s general goals for student teachers.

Some fairly typical objectives agreed upon have been the
following:

@ fiy December 1, | will be able to describe ten science ex-
periments desighed to increase intermediate graders’
creativity; the ten will be judged by three educators as
likely to increase creativity

® By December 15, | will have introduced five science ex-
periences that were rated on anonymous questionnaires by
75% of the pupils as interesting, and 2 cut of 3 professional
ohservers will give five bits of evidence each that the
lessons induced creative theught among pupils.

® By the end of the semester, | will be able to lead my class
through the halls to the playground without having to
reprimand them more than three times.

® By Movember 1, 1 will ask for feedback in a conference and
will reduce to zero the number of defenses or excuses | give
for unsatisfying results.

@ By October 15, | will have gotten Billy to answer me, when |
speak to him, 3 out of 4 times,

EDUCATIONAL CONSIDERATIONS, Vol. I, No. 3



Making individual plans

In follow-up team conference, also agreed upon are: things
ta dain the classroom; visits to make to other ¢lassrooms;
topics to bring up in interns” seminar [discipline is always
brought up); things to read; data to be gained from ob-
servations made by school staff members, college personnel,
or other interns; data to be gained from pupils by means of
interviews, guestionnaires, and observations; and data gained
from studying video tape of lessons. These teams check to
see if the objectives contain clear criteria for data needed to
determine the college marks that are required at the end of
the sermester (pass-fail for eight credits in student teaching
and combinations of nine credits of A* BY C* etc., for
assigned courses for which students are registerad.)

As the semester progresses, objectives are checked to
determine which have been achieved, what new objectives
need to be added, and where and with whom these objectives
might best be achieved. At the end of the semester, the total
list of objectives are the criteria for the final evaluation and
final college marks. All people who work with the intern in
the course of the semester participate in the final evaluation
conference. In most cases, final marks are agreed upon easily
because many data are available. However, there sometimes
have been conferences in which bargaining has taken place,
where either the intern or others have pushed for higher or
lower grades.

DISCUSSION

Owar experience with the humanistic approach to MBO
and performance appraisal has been most positive. In-
dependent learners among the interns do better than
dependent learners. At first, the interns are wary, seeing the
objectives as a kind of stern assignment in humanistic
clathing, As the semester progresses, the interns take greater
charge over their learning. They become more open about
their weaknesses and where they need help. They are, at first,
amazed, then pleased that teachers ask them for advice on
how the teachers should function in their classes. They are
encouraged to experiment and become less defensive about
mistakes. They learn to trust the college staff and ask for
help, They fit into the school systems climate which
generally permits personal conflicts to be aired rather than be
covered up. Interns report a sense of control over their own
learning by having clear objectives on which to work. They
report that by writing clear objectives for themselves, they
are better able to clarify objectives for pupils to gain. They
demaonstrate a change over the course of the semester from
initially being concerned about “maintaining control” to
“trying to do with the kids what we are doing,” that is,
diagnosing and setting objectives collaboratively. The interns
report that what they are doing for their own development
really works with their pupils. There have been amazing turn-
abouts when interns who previously received only passing
arades suddenly, upon their return to campus, won honors
and felt motivated and goal-directed for the first time. Many
interns continue their contacts with people they knew in the
intern program.
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The main evidence of success of the program is that ad-
ministrators, supervisors, teachers, interns, pupils, pupils’
parents, and college staff describe many specific ways in
which the interns help the schools de a better job. In South
Brunswick, much emphasis is placed upon individualization
of pupil diagnosis and instruction. Teachers report that they
could not now do the job of individualizing instruction and
working with small groups without the interns. Teachers
point to pupils and groups whom the interns “reach” which
the teachers could not. Teachers report on new ideas brought
in by interns and helpful feedback interns have given them
on their work with pupils and about themselves, Supervisors
are delighted with the ready reserve of effective substitutes
the interns represent,

At this time in New Jersey, when fewer than fifty percent of
elementary education graduates are hired to teach, all the
South Brunswick interns who want teaching positions get
them. South Brunswick administrators cite the interns as their
best source of supply for new teachers, considering them
“experienced” and creative.

Doing something worthwhile that is recognized by others
provides profound metivation for the interns. They feel they
truly are part of the statf. The innovative, open, supportive
climate that has been created, maintained, and even fought
for by the Superintendent of Schools, permits the program to
operate as effectively as it does.#

The humanistic approach to MBO and performance ap-
praisal described in this paper has been, the author feels, a
valuable technology; but we also feel it has worked well
because of the kind of system in which it has been used. The
technologies used in this program did not create the system,
The systermn permitted the technology Lo operate. The author
would not recommend this approach to be “tacked on” to a
system that does not contain the humanistic conditions
briefly described here.

FOOTNOTES

1. The 0 program was funded by the Elementary and Secondany
Flucation Act, Title 111, an act specifically designed to implement
innovative  classroom practices in elementary and  secondary
schools,

2. David H. Jenkins, “Social Engineering in Educational Change: An
Cutline of Method, Progressive Education, vol, 9 [ 19491, pp. 193-197.

1 Rebert Chasnoff, “bEvaluating Progress” in  (ganizational
fmprovement in Fallow-Through Projects, U5 Office of Education
Crant Mo OEC-O-70-494 T [ 2668) [(Washington, D.C.: NTL Institute for
Applied Behavioral Science, 1972, p. 23

4. | would like to be able to list the names of all the people wheo
have helped create and maintain the climate for our work but | know
thi editors will have to say no. A few, however, must be noted as
central fioures who provided much needad support, ideas, and skill:
Dir. Jlames A Kimple, Seperintendent of Schools; Ruth Small, Jobyna
smith, and Patrick Carzille, South  Brunswick administrator-
supervisors; Teachers Alice Baionng, Jane Clute, Margaret Mac-
turray, and Eileen Mohanus; Marie Saing of Newark State College;
and Dorothy Mial and Peter Muniz of MTL Institute, Owver a hundred
interns have inspired all of us so that we leared along with them.



Erquating speech with language is a fallacy, declare these
authors. They describe a “plastic word” non-speech response
approach that “opens a whole new wvista for teaching the
language-deficient child” o communicate.

communication
deficiencies
from chimp to child

by John H. Hollis and John K. Carrier Jr.

. Hellis is an associate professor of Administration and
Foundations at Kansas State University, concentrating in
Special Education. A cum faude praduate of the University of
Wichita, he holds an M5 degree from Kansas State College,
Pittsburg, He received his doctorate with honors  [Child
Development major) from the University of Kansas in 1968,
mMental retardation, developmental  psychobiology, and
ammal behavior are his current fields of interest, and he is
writing a book to be entitled Prothesis of Fxcoptional
Behavior.

Programmed learning, communication, and mental retar-
dation are the three fields currently of most interest to Dr.
Carrier. At the University of Kansas, he is both a research
associate in the Bureau of Child Research and an adjunct
assistant professor in the Speech Department. Dr. Carrier
holds a B.A, (5peech major] from Denison University and an
M5 and Ph [(hoth majors, Speech Pathology and
Audiclgy) from the University of Fittshurgh, His monceraph,
Application of Functional  Analysis and & Non-Spesch
Response dode to Teaching Language, to be published by
the American Speech and Hearing Association, is in press.

&

PROSTHESES FOR COMMUNICATION

It has long been recognized that communication
deficiencies are a salient characteristic of many handicapped
children. For example, assessments of speech and language
behavior of mentally retarded individuals reveal significant
deficiencies in communication skills, e.g, wvocabulary,
sentence structure, conceptual and abstract language skills,
voice quality, and articulation of speech sounds.2 These
behaviors may be only slightly below norms or may appear to
be totally absent, but in any case the language and speech
behavior is observed to be deficient in normal human en-
vironments.3 1t could be argued, however, that although
these children lack speech and language, they are not
retarded or deficient with respect to communication per se.
Rather, many do communicate by other means such as
gestures, scent-marking, and  role  playing  (hon-verkal
bhehavior that functions in a communicative fashion).

The problems in teaching children with speech and
language deficiencies may, in some ways, parallel the
problems encountered by researchers who have attempted to
teach chimpanzees to use a human communication system.
They have learned essentially that spoken language, as used
by humans, is not feasible in an organism lacking certain
cognitive or physiclogical  abilities, but they have also
learned that certain types of prostheses, adapted to the
organism, made some parameters of communication gquite
perssible,

Environmental Prosthesis: Acculturation mode

Four decades have passed since Kellogg? in 19371 discussed
hurmanizing the ape. He was aware of the discovery of “wild”
children, those who had been reared in feral environments,
i.e., with little or ne human contact. There are a number of
reasonably well documented accounts of these children, e.g.,
“Ttard’s wild boy,"? Tredgold's 1915 description of Kasper
Hauser ® and Squires’ 1927 report about the “wolf children”
of India? These children were reported to have displayed
behavior that would be considered adaptive with respect to
survival in a feral environment. However, they lacked
language and were, in peneral, significantly retarded with
respect to the acquisition of behavior deemed acceptable by
oraanized society. Kelloge® hypothesized that these children
had progressed too far, perhaps beyond some “critical
period,” to reverse the behavior acquired in the feral en-
vironment.

EDUCATIONAL CONSIDERATIONS, Vol. 1, No. 3



In arder to test the reverse, it was Kellogg's idea to take an
ape and rear it in a prosthetic environment, a human en-
vironment. Relevant to this, he states; “The opinion seems to
persist among certain contemporary psychologists that a
sharp qualitative demarcation hetween the behavior of man
on the one hand and the behavior of infrahumans including
the anthropoid apes, on the other hand, is an estahlished
fact. "9

At the time Kellogg proposed his study for humanizing the
ape, it was hypothesized —even believed—that the anatomy
and vocal mechanism of the ape was such that it did not
preclude the possibility of human  speech. 1M Although
Kelloge and Kellogg11 and Haves and Hayes 12 have reported
very limited success in human speech development in the
chimpanzee (i.e., three to four words), for the most part the
hypothesis is untenable today.

PROSTHETIC TRAINING

Phonologic Prosthesis: Mechanical Mode

Disease and injury may cause damage to the vocal, ar-
ticulatory, or auditory svstem. Prosthetic devices have been
developed to partially compensate for some such handicaps.
Aovariety of types of artificial larynges have been developed
for laryngectomess and hearing aids are helpful for many
auditorily impaired individuals, Except for the very voung,
individuals have developed speech and language prior to the
necessity for a prosthetic device. It is an estahlished fact that
even moderate auditory handicaps may severely impair the
development of speech and language. However, there is little
evidence with respect to phonologic problems, perhaps
because in most cases language has developed prior to the
trauma Lo the larynx. There is, however, at least one report of
teaching speech and language to a child laryngectomized at
20 months of age [Peterson’s, 1973).13 The training goals
were to teach esephageal sound production, articulation, and
training in expressive language.

Although it was pointed out previously in this article that
the chimpanzee was capable of producing human wvocal
responses, a review of the literature 1 suggests that the vocal
apparatus of the chimpanzee differs from that of man to an
extent that militates against the development of human
speech {a phonalogic deficiency). However, there appears to
be sufficient evidence to substantiate the ability of the
chimpanzee to learn to respond to human speech (receptive-
auditory mede), ie., complex auditory stimuli. 1% To this
point the chimpanzee’s handicap in language development
[speech) appears to be phonologic in nature. The problem is
then, how to circumvent the anatomical deficiencies
associated with the production of human speech sounds. The
chimpanzee has frequently been selected as the “drawing
board” for the study of higher mental processes. This no
doubt has resulted from the fact that the chimpanzes ranks
high on the phylogenetic scale with respect to sociability and
intellectual potentiality, 16

Premack and Schwartz, 17 believeing that the chim-
panzee’s major deficiency lay in the expressive [productive)
area of speech, embarked on a project to develop a synthetic
(mechanical) device capable of producing complex auditory
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stimuli. Although this device would not require the chim-
panzee ta vacalize, it would require a complex set of motor
movements to operate it and the ability to make complex
auditory discriminations. Maost importantly, this approach to
the prablem forced Fremack and Schwartz to make a -
camprehensive review of language development, grammar,
and syntax,

The study of the contintuity problem between man and
chimpanzee was continued by Premack and Schwartz in an
experimental fashion, What they proposed to teach the
chimpanzes was a sort of five-dimensional code in which the
auditory dimensions were correlated with  the motor
dimensions. The production of auditory signals was to be
contrelled by a jov-stick apparatus with the sound produced
by a device similar to an electric organ. It was proposed that
the chimpanzee would be taught a phrase-structure gram-
mar.

The most important question was, would this study teach
us something about language development ar would it result
in qust another failure to teach the chimpanzee to talk?
Premack 18 subsequently stated that “not only human
phonalogy but quite possibly human syntax may be unique
to man.” Howewver, there was still an assumption that,
irrespective of higher cortical functions {e.g., Pribram19),
semantics which form the basis for language are present at
the subhuman level. Therefore, Premack and Schwartz20
decided to circumvent the larynx problem with a synthetic
device that was capable of simulating vocalizations,

Itis the authars’ opinion that this multidimensional system
is much too complex for the young child or ape. This system
was eventually discarded, perhaps because of that com-
plexity; however, there is perhaps good reason to use the
chimpanzee as a “drawing board” for delineating strategies
ang tactics relevant to communication problems. Later in
this article we will see that Premack was successful in
establishing a continuity between human language and
animal communication. For starters, with respect to language
and speech, primates may be considered functionally
limited —even with respect to the expressive aspects of
speech and language development. In this regard we should
be aware of the fallacy of equating speech with language.

Phonologic and Auditory Prosthesis: Gestural Mode

Mow, consider the chimpanzee as subject, another
“drawing board.” There is little doubt that the labaratory and
home-reared chimpanzee still  displays many of the
characteristics of a wild animal 21 However, chimpanzees
are highly social animals and do respond differentially to
social roles, even those played by a human.22 Moreover, the
chimpanzee finds manipulatory mechanical problems his
forte and even laboratory chimps have been frequently
observed to gesture spontanecushy 22

Fingerspelling and the American Sign Language [(ASL) are
standardized systems for two-way communication for deaf or
retarded children. Training a chimpanzee to use ASL would
provide a linguistic enviranment analogous to that of a deaf
child with deaf parents. In one situation, the Gardners un-
dertook the task of training Washoe, a chimpanzee, to use
ASL.24 The strategy was to take advantage of two chim-



panzee characteristics: (1) the ability to make complex hand
movements, and (2] the frequency with which chimpanzees
have been observed to imitate human acts, The tactic for
training was to provide an environment conducive to the
development of chimpanzee-human social  interactions,
while applying shaping and operant conditioning techniques
ta develop sign language in the chimpanzee.

The Cardners maintained records on Washoes daily
signing behavior. By the 22nd training month of the ex-
periment, they were able to list 30 signs that met their
criterion; for example: come-gimme, up, open, drink, you,
smell, clean, and hear-listen. The criterion for acquisition
consisted of at least one appropriate and spontanecus oc-
currence each day over a peried of 15 consecutive days. The
results showed a median of 29 signs per day with a range of
23 to 28 different signs ocut of a total of 34 signs. Reliability
consisted of the agreement between three observers that the
sign was actually in Washoe's repertoire. The chimp’s rate of
acquisition for the 2T-month period clearly indicates the
phenomenon of “learning to learn™ or “learning sety, 25

The Gardners acknowledged a context problem and
viewed it in terms of sign transfer, i.e., from a very specific
referent in initial training to new members of each class of
referents. Thus, after Washoe learned, in initial training, apen
for a specific door and hat for a specific hat, she was able to
transfer her learnings spontaneously to new members of each
class of referents. The Gardners cited several examples of
this class of behavior.26 For example, they pointed out in
their discussion of key use [to open locks) that Washoe
learned to ask for keys [emitted key sign] when no key was in
sight. In addition, Washoe was observed to use signs [i.e., two
of more signs) in strings apparently spontanecusly (ie.,
without specific stimulil. At this point we can pose the
question, did Washoe develop a functional language? The
results of the experiment show that Washoe demonstrated:
[T} spontaneous naming; (2) spontaneous transfer to new
referents; (3] spontaneous combinations and recombinations
of signs. Fouts2? has, in essence, replicated the Gardners’ ASL
study, using four voung chimpanzees. Thus the learning of
ASL in the chimpanzee population is not unique, and it can
be concluded that Washoe was not an exceptional chim-
panzee in her ability to acquire signs. This type of study also
can apply to retarded-deaf children, as Berger2d found in a
clinical program using similar procedures,

Phonologic and Auditory Prosthesis: Synthetic [plastic-word]
Mode

Up to this point, we have seen the cantribution of
linguistics, programming, and logic to teaching language to
the chimpanzee and some application to the deficient child.
The limiting factor for language development by the
chimpanzee or language deficient child may not be language
per s, but the complexity of the response, ie., its
topography. For example, as Carrier noted, the response
mode most commonly associated with language is oral
speech, which can be defined as various phonemic responses
arranged to create morphemes—which, in turn, may be
arranged to create grammatical utterances 29 Three years
ago, PremackM reversed his earlier experimental direction

and moved from the complex topography required by a
mechanical device for phonologic prosthesis to a simple
synthetic [“plastic word™) system using abstract “words” on
movable metal-backed plastic pieces. Again, Premack was
asking the question, can the chimpanzee be taught language?
The determiner of the answer to this question s “what is
language?” First, Premack provided a list of exemplars, things
the chimp (or child) must be able to do in order to
demonstrate a functional language. Second, he stated a
methad of training must be provided so that the chimp can
be taught the exemplars in guestion. For starters, Premack
suggested the following exemplars: (1) words; (2] sentences;
[3) guestions; (4) metalinguistics {using language to teach
language]: (5) class concepts; (6] the copula (verb link]; [7)
quantifiers; and (8) the logical connective—e.g., “if-then.”
The word stimuli in this system are pieces of plastic backed
with metal so that they will adhere to a magnetized slate. The
plasticwords are abstract in configuration and are analogous
to Chinese characters. The placing of the plastic-words on the
slate requires only gross motor movements, a great sim-
plification when compared to the complex motor hehaviar
and auditory discriminations required for spoken and
gestural communication. A second advantage derives from
the fact that the sentence made by the chimp is permanent,
thus circumventing the memory problem. Third, the ex-
perimenter can modulate the difficulty of any task by
contralling the number and kinds of words available to the
subject at a given time. It should be evident that the
phanologic problem has been prosthetized and that the basic
unit is the weord. 31

Using the plastic waords, Sarah, Premack’s chimpanzee, is
nowy able to read and write more than 130 words. But more
importantly, she has learned the following: (1] use of the
interrogative; (2] metalinguistics; (3) class concepts; [4) use
of simple and compound sentences; (5] pluralization; (6]
quantifiers; (7] use of the logical connective—"if-then™; (&)
and the conjunclive and. What Premack in fact has ac-
complished is to prove a functional analysis of language. This
appraach to analyzing and teaching language has reduced
the cognitive parameters of language to discrete events that
can be defined and manipulated. This strategy coupled with
the tactic of a simple response topography provides a
powerful technigque for training communication deficient
children.

Teaching Language to the Severely Retarded

It is a foregone conclusion that there is a significant
relationship between language development and measured
intelligence. The traditional intellizence tests contain both
verbal and perfoermance scales. It is the werbal scale
i(language)] that proves most difficult for the retardate and
places the severely retarded in the category of untestable in
situations requiring language use. Are these children severely
retarded [with respect to measured intelligence) because of
failure to learn language or because of some vet undetected
tactor? It would appear that the interactions between
language and non-language learning are so strong that it is
doubtful that a child can make much progress in learning one
without acquiring skills in the other [e.g., Kellogg and
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Kelloge32). In an attempt to answer these guestions,
Cartier33 has begun a replication of Premack’s experiment
with Sarah, using severely retarded children as subjects,

We first must accept the premise that the language system
of a child’s environment is a fact of life, and however inef-
ficient it may be, is the one the child must learn. Thus, the
process of determining program goals for children reguires
not only a consideration of language function, but also a
consideration of semantics and syntax as they actually exist,
In other words, the programmer must select from the COrpus
of acceptable linguistic responses, a set that will serve the
communication needs of the child. Carrier3? outlined a
mode| for language development in the child35, Since it is
quite complex, only a brief outline of the initial steps will be
presented.

The first step in the development of this model was an
attempt to define operationally two sets of rules and prin-

Figure 1. Elizabeth (chimpanzee) writing a message fo
Debby. The message reads (fop to bottom), "Give banana
Hizabeth.” Debby is about to give Elizabeth a piece of

ciples, each of which is an integral part of language. One set
of rules cansists of those used for the selection of symbaols to
represent different meanings. In writing, the written symbal
boy may be used to represent a young male human. Such
tules and principles relate to what we may refer to as the
semantic parameter of language, The other set of rules or
principles, relating to what we call the syntactic parameter of
language, consists of those which determine the sequential
arrangement of symbols in a standard grammatical response,
For example, in an active declarative sentence, the subject
noun precedes the verb, articles precede nouns—the order of
words is a constant as “standardized” through usage. In
Carrier's analysis36, semantic and syntactic systems are
treated separately, although each is certainly dependent on
the other for ultimate linguistic performance. The purpose of
the syntax parameter of the model was to define operations
that wauld result in correctly arranged sequences of symbaols.

banana. At this stage of training Elizabeth had learmned 25
words. (Courtesy of David Premack, lanuary, 1974).
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The function of the semantic model was to delineate
operations necessary to appropriately select symbols, The
semantic model, because there are many functionally
determined classes of symbols, consists of several different
parts. Fach part defines the operations necessary for selecting
a specific member from that class. The operations are
nothing more than series of hinary discriminations, per-
formed in specific sequences,

Presently, data are available for 50 subjects who have gone
through at least some part of the training sequence, These
subjects are all institutionalized retardates classified as
severely or proefoundly retarded. 37 Many of the subjects do
have mild sensory and/or motor involvement, but none is so
impaired as to be physically unable to perform the required
tasks. Mone of the subjects initially used speech for com-
municative purposes. The results, fo date, may be sum-
marized briefly as follows: (1) the acquisition of the first two
wverbs and prepositions is the most difficult; (2) session times
required to learn wvarious constituents became shorter and
shorter as subjects progress through the programs: [3) the
data suggest thal semantic features of the symbols are
becoming cues for syntatic sequences; (4) teaching ad-

ditional sentence structures becomes easier; (%) errors in
advanced stages of the program resemble those in the
grammar of speaking children; (6) the subjects become
cxtremely proficient at constructing sentences, but as the
number of alternative forms becomes large (e.g , 50-100], rate
of response decreases and occasional errors ocour.

Prosthetfic Implications for Retarded Children's Com-
munication Deficiencies

Of the methods presented in this article with regard to the
prosthesis  for  communication  deficiencies, Premack’s
systematic approach to teaching language appears to offer
the most promise. Carrier38 presents  rather  impressive
evidence which substantiates this conclusion, even though
his work is still in its early stages, Perhaps most significantly,
Carrier has obtained conclusive evidence that when using
Premack’s non-speech-response mode, many severely and
prafoundly retarded children can and do learn at least parts
of a communication system. The next step visualized would
be to have two retardates communicating with each other
aver closed-circuit TV using plastic words. Certainly, this
would demonstrate that this type of communication is a
functional language within the peerdyad and thus
demonstrate its utility.

Prosthesis for Intelligence?

Children tend to improve steadily in their performance on
intelligence tests until their late teens (which could be
considered one indication of mental growth). In addition, it
has been demonstrated that retarded children can with
training improve their performance on intelligence tests,
What, then, is intelligence? One succinct answer is Boring's:
“Intelligence is what the tests test”39 A relevant point
frequently overlooked is that intelligence tests (e.g., Stanford
Binet) are validated on academic classroom performance.
Such tests do not measure a “common factor,” but if we were
to infer one, it would have to be the ability to use language.
Lintil recently this was considered an ability ascribed only to

Figure 2. Retarded child’s response
tray and word symbols. The symbols
represent sentence units as follows:
article, noun, aux. wverk, and
preposition,

Figure 3. A retarded child writing the
sentence, “The boy is sitting on the
floor.” He has completed, “The boy is
sit” and is in the process of placing
“ing"” on the tray.
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humans. However, the successes of the Gardners?? and
PremacksdT in teaching language to chimpanzees no longer
makes this a valid assumption.

Let us now consider the severely or profoundly retarded
child with respect to the concept of intellipence. We have
classified him as retarded on the basis of measured in-
telligence, knowing full well that the tests are heavily loaded
with language. Furthermore, we have already pointed out
that the interaction between language and non-language
lzarning may be so strong that it is doubtful that a child can
make much progress in learning one without acquiring skills
in the other. Even a cursory overview of Premack’s work
woulld suggest that he is rapidly developing procedures for
demanstrating the concepts underlying language. These
concepts are independent of language and are developed
through the natural contingencies provided by the physical
environment, rather than through social contingencies as are
applied to language. For example, Masond2 has studied in
detail the concepts developed by infant rhesus monkeys with
respect to the physical characteristics of their mother
surrogate, a nonsocial entity. It would appear that the
mapping of existing  environmental distinctions  (one’s
stimulus surroundings) is a necessary prerequisite for the
development of language.

Fer both the retardate and very young deaf it would appear
that the prosthesis for intelligence may be a reality, That is,
we now can surmount the language barrier by providing a
non-speech  response  meode  for  communication.  This
eliminates the need for learning speech, or learning speech
simultanecusly with linguistic principles, and opens a whole
new vista for teaching the language-deficient child.
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As a condition of moral education, sach member of a
school — including every student — has “responsibility for
mvolvement in the decision-making process. Decisions are to
be made by consensus and not by majority,” this author
suggests. Given corrent schoal and power realities, his points
are provocative,

moral growth:
some educational
implications

by Robert P. Craig

Dr. Craig is on the faculty in the College of Education at
Wayne State University, where he specializes in  the
philosophy of education. He has taught philosophy and
educational philosophy courses on the college level at both
Wayne State University and Madonna College, Livonia,
Michigan, At Wayne State he was involved with the in-
tegration of educational histery and philosophy with the
Vocational Arts Intern Seminar. This is a competency-based
program; Dro Craig was responsible for developing the
competencies in the areas of history and philosophy of
education. He admits some philosophical objections to the
competency-based program, but agrees that the experience
was invaluabla,

12

The philosopher John Dewey once remarked that the aim
of education is growth. When asked what the purpose of
growth was, he stated that growth leads to more education.
Although some of Dewey's critics accused him of using
circular arguments, his point is an important one: the aim of
education is not as specific as some of the behaviorists would
have us believe; the broad aim of education is necessarily
vague and ambiguous, This is in the nalure of the beast.

What, then, is growth? Dewey did not want to separate the
congitive aspects of the educational process from the af-
fective. In order to grow, the student must progress both in
skills and in emotional maturity. The development of the
affective side of man does not occur apart from the
development of the cognitive. This point is also recognized
by Jean Piaget and Lawrence Kohlberg. [ believe that
Kohlberg's research on moral development gets at the
meaning of growth, and | feel that his views have vast im-
plications for the art of teaching.

Lwill not define “growth.” Ta do so would be absurd, since
arowth is a process. | will, though, utilize Kohlberg's research
in discussing growth; at some time during the process the
teacher has hints and evidence that the student is growing.

| am presupposing that moral growth cannot occur without
congnitive grovvth, and 1 am likewise presupposing that both
types of growth can and do occur in every classroom which is
at least a bit democratic. Two important guestions need to be
answered: (1) How does the student learn morality, and (2)
how can the classreom teacher facilitate moral growth?

It is evident that education is a moral activity, Teachers
prescribe hehavior for students. There are rules of the
classroom and other school procedures each student must
follow. Since teachers prescribe student behavior, and many
of these prescriptions are of the “thou shalt not” sort,
teaching is a moral activity. :

By morality | do not mean the uncritical compliance with
institutional or classroom rules and procedure, though.
Morality involves principles, and the principles, as the
philosopher Kant saw, invalve universality. By a moral
principle | mean “treat each man as an end in himself, and
not as a means to secure profit or pleasure,” for example, This
moral principle is a version of Kant's categarical imperative.
A moral principle, then, is a method of dealing with in-
compatible claims. Most men have meral principles, but
some principles are better than others because the con-
sequence of holding some principles is better than others. It
is better 1o treat an individual as a person, than to treat him
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as a thing. How can | prove this? | can't. This is philosophical
presupposition. | can only appeal to vour personal intuiticn,
Are there maral principles which are better than others?

At any rate, since education is basically a moral enterprise,
shouldn't teachers have a working knowledge of the nature of
moral development? Teachers are often available to discuss
problems in math or history, but what about discussing moral
problems, either the student’s moral problems or moral
prablems as they occur within the subject: matter? | have
heard many teachers say that they must be objective; they
must not deal with either morality or religion. The com-
munity would be up in arms; this is worse than discussing
evolution in a science class,

It seems that some parents and teachers entertain a rather
negative philosophical presupposition concerning the nature
of children: they believe that children are basically lazy and
need to be rigidly controlled. Without copious rules and
regulations children would only do what is pleasurable, and
not consider the consequences. Thus the adult needs to
impase proper and correct standards upon children, Jean
Piaget disagrees with this view, He writes:

It is ... absurd and even immeoral to wish to impose
upen the child a fully worked-out system of discipline
when the social life of children among themselves is so
sufficiently developed to give rise to a discipline in-
finitely nearer to that inner submission which is the
mark of adult morality. It is idle, again, to try and trans-
faorm the child’s mind from the outside, when his own
taste for active research and his desire for cooperation
suffice to ensure a normal intellectual development.
The adult must therefore be a collaborator and not a
master, from this point of view, moral and rational 1

It is true that in our contemporary society many are asking
narmative kinds of questions—"What ought | to do?” “Why
ought | to obey authority?” These questions cannot be an-
swered from without. An external answer is another's answer.
Piagel continues:

Let us therefore try to create in the school a place of
individual experimentation and reflection carried out
in common; where they come to each other's aid and
halance cne another £

The psychologist Lawrence Kohlberg agrees with Piaget,
and Kohlberg has empirical evidence that moral develop-
ment can be retarded if rules are rigidly imposed from the
outside. Kohlberg investigated a number of cultures, and
came to the conclusion that moral development follows
universal sequences of stages. The stages are:

I. Fremoral level.

Stage 1: Obedience and punishment orientation. Egocentric
deference to superior power or prestige.

Stage 27 Maively egotistic orientation. The child conforms in
order to obtain rewards.
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1. Conventional meoral level,

Stage 3: Good-boy orientation, The child conforms to avoid
disapproval.

Stage 4: Authority and social order orientation. QOrientation
to doing one’s duty and to showing respect for authority
and maintaining the given social order for its own sake.

1. Post-conventional moral level,

Stage 5 Contractual, legalistic orientation. Duty defined in
terms of contract, general avoidance of violation of the
will and rights of others, and majority will or welfare,

Stage b: Conscience or principle areintation. Orientation to
principles of choice involving appeal to  logical
universality and consistency, and not merely a con-
sideration of actually ordained social rules.

Kohlberg believes that many psychologists have in-
correctly divided man’s personality into specific traits and
behaviors. This is evidenced by the current appeal of
behaviorism  in  psychology  and competency  based
educational programs in education. In each of these
examples proper behavior is specified in measurable terms,
Psychalogists who deal with moral character likewise divide
man into a series of behaviors or habits. Kohlberg calls this
“the bag of virtues and vices” psychology. Moral virtues are
listed, and since each virtue, like honesty, is a behavior,
practice of that behavior makes perfect.

Kohlberg disagrees with this behaviorist mentality. He
writes:

It we define our moral aims in terms of virtues and
vices, we are defining them in terms of the praise and
blame of others and are caught in the pull of being all
things to all men and end up being wishy-washy 4

One's morality ought to be based upon a perSonal decision
and cammitment; it must not be merely a matter of learning
f’md practice, Likewise, simply pleasing others is not the only
rationale for acting: what happens in situations where there
is a conflict of interests? Which party do we please?

It is obvious that moral education is a difficult process
both for students and teachers. Morality is not accomplished
when the student is able to recite a list of correct behaviors,
nar is it accomplished when the student practices the various
virtues, Yet, moral education can occur in most classrooms.

For Kohlberg, the basic form of moral education is the
teaching of justice. Since the most fundamental values of our
society are values of justice, the school ought to be con-
cerned with such values, The school cannat be neutral in
regard to the teaching of values, and justice is a primary
value.

Justice is concerned with basic and universal human rights;
it implies the consideration of the rights of others and the
treating of each man with respect. Faor Kohlberg, justice is a
principle and not merely a rule. Rules have exceptions and
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can be violated; justice cannotl, “Treat everyone impartially
regardless of the man,” is Kohlberg's definition of justice.®

Kohlberg claims that the teaching of justice is initiated by
the process of drawing out of the child his innate preferences
and opinions about various moral problems. Moral education
is the drawing out of that which is within. Thus, if the child is
permitted  to  progress  through  the stages of moral
development, he will do so.

This Platonic conception of moral education s ac-
caomplished through moral problem solving, dialogue and
discussion. Kohlberg found that classroom discussions of
moral problems can aid in the student's progress through the
stages of moral development. He found that presenting and
discussing 1ssues in civics, racism and sexuality can initiate
an increase in the individual's stage of moral development ®

It is necessary, then, for the peer group to have more
control over classroom management and discipline, Peer
group interaction is necessary in moral development.
Kohlherg writes:

The Russian educational system  demonstrates the
power of allocating disciplinary responsibility to the
classroom  peer proup in maintaining  conforming
behavior. Without suppesting use of this system, it
demonstrates the nesed to systematically  explore
alternative approaches to the peer group?

In reality, moral education needs to encompass the ac-
tivities of the school and the neighborhood. |f moral
education is restricted to the school, it is obviocus that the
neighborhood could have a negative effect upon the child. If
the school tries to encourage principles of justice, and the
home or neighborhood encourages principles of racism, it is
cvident that the child will be caught in confusing cir-
cumstances,

The problem of moral education is not exclusively an
educational ane; it involves the family and the larger society,
The attermpt by the schoal to change values will be extremely
difficult if the values derived from the child’s school ex-
periences contradict those derived from his social ex-
perences,

The school, though, can aid the student’s pracess of moral
development, OFf course moral development would be more
profound if the society were a place where justice is a living
reality. Moral education follows a number of steps: 1] The
teacher must cause dissatisfaction in the student concerning
his personal knowledae of the good. [2) This is done by
exposing the student to moral conflicts for which his moral
principles have no easy solution, [3) The student is exposed
1o disagreement and argument about these moral conflicts
with his peers. [4) Moral growth occurs to the extent in which
this is done. B

A specific example of the above. Students at one level,
stage three, for example, should be exposed to the arguments
of students at stage four. The teacher would develop and
clarify the various arguments. Then a new dilemma would be
presented to each group. Kohlberg writes:
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Imitial results with this method with a junior high
school proop indicates that fifty per cent of the
students moved up one stape and ten per cent moved
Up bwo stages,

For Kohlberg, then, this notion of moral problem salving is
the beginning of the process of moral education. It is anly a
beginning, though. The entire school needs to be an example
of justice, of respect for the considerations and opinions of
all invelved. It means that each member of the schoal has the
responsibility  for  involvement  in the decision-making
process. Decisions are to be made by consensus and not by
majority. This implies that the student would need to be
aware of the needs of others in the school and the needs of
the community. Students would be allowed a degree of
invalverment to which they are not presently accustomed.

This theory of moral development has a number of im-
plications for education. Contemporary education has been
influsnced by the behaviorist psychology of reward and
punishment. Some behaviorists claim that man performs
pleasurable behavior and aveoids painful behaviar. Thus, the
educator ought to use positive reinforcement in securing his
educational goals, But, as Kohlberg's research demonstrates,
this emphasis on positive reinforcement emphasizes a Stage-
1 or, at best, a Stage-3 orientation of obedience based on
resvard or punishment,

This psychology of positive or negative reinforcement
places moral responsibility outside the individual. If the
reward does not follow, neither does the behavior. The
technique of using positive reinforcement is successful, it is
claimed, in developing habitual response and behavior. Thus,
teachers who utilize this method are viewing morality as the
training of good habits. This approach is subject to
Kohlberg's “hag of virtues” criticism,

Alsa, many educators and administrators believe that
carrect behavior is that which conforms to the rules and
regulations of the school. Thus the idea of maintaining the
existing institutional order for its own sake is emphasized.
This is, at best, Stage-4 morality. Mere adjustment to or
acceptance of the group norm is not the only meaning of
rmcrality.

Thus, teachers ocught to distinguish between disobeying a
procedural principle and disobeying a moral issue, Although
procedure is necessary, its violation need not constitute a
maral offense. If heading a paper properly is an instance of
correct procedure, it does not follow that failure to do this is
an instance of immaorality,

I also seems to follow that if the administration believes
that telling a lie is a real moral offense, but the child has not
vet developed to the stage where he has the ability to make
this judgment, it is unfair (even immaoral) to treat this
behavior as genuine maoral behavior.

The teacher must understand the meral development of
students. Imposition of adult moral standards is improper
and harmful. Facilitating moral development is not easy, but
it is possible, The teacher can aid in the moral development
of students it he knows the aspects of moral development he
should facilitate, and he knows the methods for achieving
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this. Although American sociely is not at Stage-b, a better
society can be the result of all our aiding each other toward
the development of moral principles—principles of respect
for the worth and dignity of all men and the principle of
justice.
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CLASSROOM BATTLE OF WITS

by Wes Smith

Toes tap to unheard music,

Fingers play with hair.

Mineteen unigque expressions
[hat say they are not there.

Instead each mind is wandering
A million miles through space,

Leaving a fidgeting body

And a slightly puzzled face.

There they are, slowly reclining, declining, inclining

Towards their fantasies,

Here we are, gradually refining, entwining, spit-shining

Their mental capacities.

Funny Thing, though —

They make me want to tap my toes

To that same tune they hear,
And loosen up my necktie

Because it seems SO near

Confining me, if you know what | mean —
If | know what | mean, because
| just can’t seem to concentrate anymore.
My mind’s not what it once was.

There they are, supposedly learning, discerning, sarning
Their way into our grown-up world.

Here we are, secretly burning, vearning, returning
To the yvouth from which we've been hurled.
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Experienced educators sometimes forget how a first-year
teacher feels in trying to cope with new and complex
responsibilities. For M. Peterson, keeping communications
apen proved a major key to learning — for his students, and
for himsalf.

heterogenous
classroom ahead:
enter at own risk

by Richard D. Peterson

hr. Peterson has been teaching social studies at Horton
Watkins High school, Ladue, Missouri, since the fall of 1972,
He had received his B.5 degree from Kansas State University
carlier that spring. Currently, Mr. Peterson is also enrolled in
the University of Missouri’s graduate program in Learning
Disabilities; he has been able to use a number of his skills
with students in a special world history course who have
reading difficulties and other problems. Mr, Paterson’s en-
thusiasm and patience have particularly enhanced  his
reaching effectiveness in working with these students.
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As | looked out at my last hour class that first September
afternoon, | wondered what the year ahead would held for
us. They were twenty-three experienced students—
admittedly only sophomores in high school. Nevertheless
they were professionals in their field. What did | have to
affer? | was their World History teacher in my first year of
“professional growth,” which | scon learned to be the
educational jargen for heroic action in combat conditions. |
knew that was Tull of drive and energy; | was ready to supply
the motivational push these students might need at critical
times, Little did | realize then just how much motivational
TNT would be nesded in that one class alone during the
course of the year.

But why should | be shaky? The first five periods of the day
had gone well enough. My other students seemed to have a
large potential for growth to be tapped in the days and weeks
ahead. The other teachers in the department were full of
support, as was our administration. Mo, | decided, | could not
pet first-day jitters when | almost had the first day behind me,
So with a ringing of the bell and a renewed determination, |
gathered my strength for the last introduction of that first
introduction day in my career.

From rmy first word | knew that sixth hour was different.
There had been more commotion while they had entered the
room, | recalled, and now | saw that their attention to my
exciting, warm, humanistically personal presentation left
something to be desired; there seemed to be activity in every
part of the room. | had to gain and keep the attention of
twenty-three unique human personalities. Each had his awn
hopes and fears, dreams and expectations, strengths and
weaknesses, likes and dislikes. | had newver been so totally
confronted with the exciting challenge of human creation,
The year ahead would be one of discovery as | grew in ap-
preciation for those twenty-three individuals whose lives
came together one hour a day in that World History class,

To allow the reader vicariously to experience the rich
diversity of my sixth hour class, | would like to talk of the
individuals as | now know them. 1t is important to stress the
fact that 1 knew none of these facts—or at least very few of
them —an that first day. These composite pictures are the
result of a year's reading, discussion, and maost importantly,
observation and interaction with these unigue human beings.
Wouldn't it be marvelous if a teacher could come to such
knowledge on the first day of school so the whole year could
be geared with special needs in mind? It may be a wild
dream, but it is a worthy goal for each teacher to pursue. But
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out of the dream and back to reality; let me call the roll
before they all jump out the window! If ever there was a class
that deserved the title: “heterocgeneous,” it was this one. See
if you don't agree.

First on the roll list —but generally last in the door after the
bell—was Bob Anderson.® His socially acceptable longish
blond hair and worn blue jeans were only a facade covering a
great insecurity. Bob had many things in his mind; his whole
year was a time for sorting things out, In the process of sort-
ing, he often dreamed on through history. When he came
back to reality, he had only a partial concern about the work
he had missed. He wanted to keep up with his work, but he
could never keep his mind on the job at hand. This was not
new to his sophomore year, for since kindergarten he had
dreamed, and many of his academic skills were behind that
of his peer group.

Way across the room from Beb and a world from him in
social groups was Pat Burch. Pat had a very pleasant per-
sonality and was very handy with audiovisual equipment. He
had better-than-average abilities but had a motor and visual
coardination problem that made his handwriting almost
indecipherable. His ideas were penerally “right,” and he
produced  intelligent, well-thought-out  answers to essay
questions. But the written product was something to behald.
He found his social happiness with the schools athletic
group, but he most definitely was not a Big Man on Campus
Lype,

Coming in the door late as wsual was Jane Brown, a
physically mature, socially active non-student. 1t wasnt that
she couldn’t do the waork, but rather that she never settled
down long enough to give herself a chance, Her parents were
often flving around the country for different social activities,
and Jane often accompanied them. Her immaturity was
shown clearly one day when the principal observed the class.
Everyone else was on best behavior and actively involved in
the day’s discussion. [ 'was so proud of them. But |ane started
a private laughing spell over some of the weekend's
highlights. It got so bad that she even embarrassed her not-
so-easily embarrassed classmates. To be honest, there were
davs when | hoped her “tardy” would turn out to be an ab-
SENCE.

Cn the same side of the room with lane was Myron Bar-
tholomew, a very bright boy who lacked motivation for his
schoolwork. He played the drums in a rock group on
weekends and often serenaded us during class. But Myron
lowed maps and did special work for me on a map unit. Truly,
with a map and his drums Myron was very satisfied and
happy.

Valerie Davis was next in the roll book. Her hand was
probably already up to go to the bathroom so she could get
her daily smoke. Valerie had a nice enough persanality but
seemed fairly low in ability. In her sophomore year she was
reading on the fourth grade level. | started her on in-
dependent units early in the year, but she never wanted to
work away from the classroom. A minority group member
who went to our school because her father was on the staff,
Valerie was extremely conscious of social groups and
desperately wanted to belong at the high school. She did
tairly well with her independent waork, but |'ll never forget her
hand up in the air during class discussion, If she needed help
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and | neglected her too long in order to finish a point with the
whole class, she would ring out, “Mr. Pete!™ Needless to say,
the class discussion waited as 1 attempted to answer her
guestion. The other minority student in the class was
Cuintan Fairbanks, who transferred into our district shortly
after the wear began. Quinton was wery aclive in ex-
tracurricular activities: football, band, rock groups, and
church groups, so much se that he generally came to class
completely exhausted, especially since he had gym fifth
hour. Quinton needed to catch up on his work, but 1 felt
successful on the day when he just could stay awake all hour,

After Quinten [whether awake or asleep) came Kate
Goering, a senior who was completing a missed requirement
in Weorld Histary in arder to graduate in June. She was a very
quiet and extremely intelligent girl who was significantly
maore mature than the other class members, She interacted
with them hardly at all. | noticed as the year porgressed that
she was a loner throughout the day, Kate and | got along well
and it was my continual goal to bring her out more. Through
it all she was fairly contented in her corner of the room.

In another corner sat an unhappy and confused young
lady. Cindy Gates was of average ahility and only a little
behind socially from the other students. She seon fell behind
in her work and then aggravated the problem with poor
attendance. She wanted to make it in the worst way, but she
could not seem to develop the study habits to suceed in high
school. Just when it seemed that she was finding some
success, she was out of school for a long time. Then she
officially withdrew from school. After much checking with
parents who did not know where she was, | discovered via the
school grapevine that she had been married and was now
working. This came as news to her mother, who told us that if
we got in touch with Cindy, to have her call home.

Katherine Grall was generally in class every day but she,
too, fell behind in her work, She had extreme difficulty in
conceptualizing and was working on a reading level far
below the sophomore level. At first | interpreted her lack of
response as indicating a lack of preparation. Her |ater
belligerence at being pursued on some points was really a
cover for what | thought was a fundamental inability to
siucoead with the course work, Once | figured out—with the
counselor’s able assistance —what Katherine was telling me, |
was able to devise an independent program more attuned to
her needs and abilities,

Richard Hart was at the other end of the academic
spectrum from Katherine. He was very motivated in social
studies, with a special interest in politics, He has a very
prabing mind, but tended to neglect the reading assignments,
for he was often able to cover lack of preparation with his
good guestions. Richard had to be encouraged to make real
use of his talents and not just coast along.

lames Jenkins was a source of constant amazement to me.
He was a very quiet, tall boy—one grade ahead of the rest of
the class. In his first year of high school he had dropped out,
declaring that he had had all the school he needed. After
having failed to find a decent job, James was back doing his
best to get a high school diploma. He had average scholastic
ability, but was behind in his basic skills as a result of a poor
attendance pattern. The previous year he had flunked World
Histary twice with one of the most student-oriented teachers
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in the department. He never guite got on the beam, but he
was determined to stick it out in the hope of finding
saomething better for himself.

Peter King was a very ahle mechanic who hoped to turn his
part-time work into a full occupation upon araduation. He
could not see the point of some history; however, he always
gave his goad effort to think things through—even it he
hadn't done the reading the night before at home. He knew
that he wanted a diploma to enable him to enter a technical
program [or mechanics, so he gritted his teeth through this
“necessary evil.”

“From one extreme to another” would obviously be an
accurate description of this sixth hour class. From Peter to
Lee Knapf was definitely a set of extremes, for Lee was a
highly motivated pupil who really loved history class. She
warked hard at it and studied long hours at night even though
handicapped by very poor eyesight that necessitated thick
eveelasses. Socially, Lee was somewhat an outcast; she had
only one close friend in the class. She had to be encouraged
to offer responses in class, for she was often embarrassed by
giving right answers when few other students had prepared.
Lee found company—at least in the preparation depart-
ment—with Ed Knight, He was a quiet boy with a very alert
mind. His family was from Europe, and he spoke with a
naticeable accent. Fd was ene of the pillars of that class, for
he was generally prepared, and, in addition to answering my
guestions, he could always come up with some of his own to
keep us on our toes. As the year progressed, Lee and Ed
turned out to be two of my best students in any class.
MNeedless to say, they often became bored with the repetitian
needed by other students in the class. They each worked on
extra projects that kept them metivated and active even on
the “slow” days.

Martha Lawton was an attractive girl more socially mature
than the rest of the class. She was very active in vocal music
and planned to graduate early from high school so she could
start a special program at a local college. She was interested
in mainiaining a high academic average so she would not
jeopardize her admittance into the special program. Her
motivation level was one of the highest in the class, but she
also tended to be a moody person. So even though she
wanted to do the work, she was often distracted from that
goal and needed a friendly smile to perk her up. Martha's
only friend in the class, Caraline Morton, was a very different
person, little motivated by school work, Often distracted, she
seemed never able to keep her mind on the things at hand.
Following attendance difficulty in our school, she transferred
te another high school, But before long she was back with us
again, this whole confusing procedure only getting her more
behind and out of touch with the reality of the classroom. It
was hard to figure out what was happening with Martha;
marecver | do not believe she knew what was happening.
Somehow, when | looked toward her in the classroom, |
always saw a question mark.

From a question mark to an exclamation point, the
gradebook list continued to generally happy and always
highly motivated Chris Maclean. Probably the class's most
well-adjusted member, she fit into several social groups, She
liked the class and tried to do her best. Her positive en-
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thusiasm and real desire to learn always brightened up the
class,

If Chris brightened it up, then John Mitchum usually woke
it up. He was a hyperactive boy if ever there was one. John
was a student of above-average ability, but he never used all
he had to work with because of his million-mile-an-hour
specd. He had to be one of the most likeable kids in the
whole class, but if | said it once, | said it a thousand times:
“lahn, settle down.” We were good friends through it all, but
in honest retrospect 1 cannot  claim any  dramatic
breakthrough with him.

Robert Princeton was one of our betler sophomore
athletes. He was fairly quiet and could be classed as a solid
“C student, | came to know him better as | followed the
sophomore basketball team through a somewhat less than
spectacular season, | will never forget the first day his hand
shot up with an answer. | figured it was another question—
which at first he would not even offer. Yet on that one
beautiful day Robert had something figured out before
anvane else, | know he felt good that day —1 surely did!

Diown in the front of the room from Robert sat Janice Rice.
She, too, was fairly quiet and needed lots of positive rein-
farcement throughout the year, She always worked hard and
received a “BY the last guarter of the yvear, She came away
with a sincere sense of accomplishment and success, |If every
student could have such feelings, education would be doing
its job.

lohn Mitchum’s best iriend in the classroom was Mike
Raoler, who could have done “A” work all yvear long but always
had too much fun with John. Mike was basically a fun-loving
boy who could easily keep up with this diverse group, He
enjoved life and added a very healthy zest to the class. |
prodded him to werk closer to his potential level, but never
lost any sleep over it. His enjoyment and stable mental at-
titude were worth all the “A’s” in the world.

Another athlete in the class was |erry Werner, who was
kept off the teams for a while because of injury. He was a
mature boy and always full of insight. He had a good supply
of in-depth questions and answers; furthermaore, he was not
afraid to speak his mind.

Oy now the list is long and almost complete, but not
without Sue Winters. She never became terribly excited
about the deep significance of points under consideration,
vet that never really bothered me. She gained a lot from the
class, as she was at least forced to think and expand her
horizons. In turn, the class, especially the socially malad-
justed members, gained from her and her well-adjusted
outlook. So as is clearly evident at this point, it takes all kinds
to make the world —and this sixth hour World History class!

At this point, many would question—as did many of my
fellow teachers—how | ever kept my sanity with this class, ']
hawve to admit that there were days when | swore that this was
the “flunk-cut” section for freshmen teachers such as myself,
almost as though someone were trying to get me outl of the
crowded profession. But | stuck it out and persevered by
keeping in mind — as difficult as it was at times — that each
individual in my class needed something every day. All the
students longed for some feeling of accomplishment, suc-
cess, or satisfaction that would keep them going. If they
could not receive this reinforcement from classwork, they
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would try to receive it in underground ways of disturbance, |
soon learned that it was 1o my own best interest to attempt to
provide good feelings from course work. Each student viewed
different things as desired successes or objects of satisfac-
tion, and each responded in unique ways, But through all the
diversity, they were restating the classic truism that each
individual longs to feel he has warth in the eyes of others. In
the final analysis, man as a social animal maintains a feeling
ol self-esteem only when it is reinforced by those around
him.

So every day in avariety of ways | sought to add to the self-
esteem of those twenly-three individuals. For those whose
weak academic skills made success unlikely in the standard
program, | provided alternative work, It was crucial for the
success of this substitution to have it accepted as meaningful
both by the students who worked an it and by the others in
the class. Apart from academic material defferentiation,
there was a great variety of social needs to be met in sixth
hour. It had to be my goal to do the best | could for as many
of those individuals as possible each day. | knew that we

couldn't make it with all of them every day. But | still tried
rmy best.

With this goal in mind, | can conclude that the sixth hour
class was a moderate success last vear. We were able to mold
a safe and comfortable envirenment within which twenty-
four wvery different personalities could work and learn
together one hour a day. There were days of confrontation,
but in the end we never lost a student. Open lines of com-
munication were kept operative, and the continual growth of
a social group went on—with expected ups and downs—the
entire year. Many of these students are some of my warmest
iriends today—a vear or more after the first opening day.
Through a yvear of learning and growth for us all, love and a
concern for the individual prevailed in the end. After this
experience, I'm tempted to believe that those factors can
remove the “risk” from any heterogeneous classroom. Why
not try it and see?

*Except for the author's, the names of all persons mentioned in
this article have been chanped.

“There is, of course, much in contemporary education to provoke fury. Among our
institutions, few depend so mightily on delusion and contradiction as do the schools—
and the universities as well, it must fairly be said, The contrast between what we say and
what we do is both insufferable and ludicrous. The playing out of these contradictions
on small children is, however, immoral, and must stop, Outrage over the suffering of
youngsters at our hands is in these respects justified; but outrage unaccompanied by a
viable program of remedies rarely leads to reform.”

Theodore R, Sizer
Places for Learning, Places for Joy:

Speculations on American School Reform, pp. vii-viii
[(Cambridge, Massachusetts: Harvard University Press, 1973)

Spring, 1974

=



unreal expectations, and why

STAMNLEY K. SCHULTZ. The Culture Factary: Boston Public
Schools, 17891860, Mew York: Oxford University Press
[Urban Life in America Series), 1973, ppoxviii, 394, $17.50.

If the latest writing on American public education has a
cammeon theme, it is that the public schoals are not living up
to the aims society has setl for them, Public schools, lensen
and athers tell us, don't have much effect on ineguality in
american society, lohn Holt says that schools are terribly
repressive places and that the children who are forced to go
there hate them. A recent documentary film, High School,
shows how authoritarian and arbitrary schools can be. The
implication in all of this material is that sometime in the
unspecified past the schools performed in a truly admirable
way. The schools assimilated the immigrants, educated and
transformed the poor and accomplished this in such a way
that teachers and pupils alike remember them with affection
and admiration.

Schultz argues that this perception is a myth. “1 became
increasingly annoved,” he writes in the preface, “by present-
day pontifications about public education as the principal
weapon in the ‘war on poverty,” for | had read too many
similar statements by Bostonians in the 18305 and
Chicagoans in the 1880’ about schoaling as the panacea for
all social ills” In the nineteenth century as in the twentieth,
“tao many citizens seemed to place most of their hopes for
social order in the basket of public education.” In short,
Schultz is saving that Americans have always expected more
from the public schools than they could provide. The Culture
Factory helps to explain why we have had such expectations.

In 1789 Boston established the nation’s first public schoaol
system open to the children of all residents and administered
by elected officials. For the next three decades the schoal
systemn limped along, hindered in part by a lack of financial
support from the city government and by the requirement
that pupils had to be able to read and write before they could
be admitted to the school system. In the meantime Boston
had grown into a large urban center, and a number of
prominent Bostonians concluded the problems associated
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with the city had weakened both the family and the church.
Since these two institutions were the pillars that guaranteed
the stability of society, something would have to take their
place. According to Schultz, “Boston and MNew England
educators affirmed that public schools had to replace the
family as the chief institution for raising children to
responsible adulthood.” (p. 67) The scheol also had 1o
supplant the church as the chief agency for the moral in-
struction of youth. Thus Bostonians expected the public
schools to remedy the ills of urban growth in their city,

As the city grew, it had to come to grips with the problem
of increasing enrollments in its public schools. Impressed
with the efficiency of Mew England factories the educators
took  these  industrial  establishments  as  models  of
organization “for retooling the schools to cope with such
drban problems as population density, residential mobility,
and the increasing numbers of rural native Americans and
toreign  immigrants whase arrival  required  innovative
methods of assimilation to the routines of urban life.” [p.
104)

The Culture Factory is a major contribution to urban
history, the history of education, and the social history of the
United States. As such historians, sociclogists, and educators
should find this book worthy of a careful reading. Historians
will find here a close look at the workings of a nineteenth-
century  American  city, while sociologists will see a
sophisticated explanation of some of the complexities of one
well-known American institution. Educators may take some
comfort from the knowledge that the problems of public
schoal administration are as old as the system itself,

This is a solidly and thoroughly researched bhool written in
a pleasant, accurate, and unobtrusive style. The main dif-
ficulty is its length. The last three chapters repeat much of
the material in the earlier parts of the book and seem to be
“tacked on.” The topics discussed could have been in-
tegrated into the earlier chapters, producing a shorter and
rmore coherent work. On the whole, however, this is an ex-
cellent book and deserves a wide circulation.

loseph M. Hawes
Department of History
Fansas State University
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the great school legend

“Once again, this is a critical time in education. Today, children are enrolled in
school earlier and attend for more years than at any other time or place in history.
Demands on education have again reached an unprecedented peak, and have provoked
new problems. But the so-called new set of problems is, in fact, a set of old problems,
now insistent and uncompromising. They require that we finally take our traditional
rhetoric seriously, instead of continuing to lock to legends to explain why, in our time,
the promise of our society is unfulfilled and seems destined to remain so.”

“We must demythologize the schools and become much more aware of the tension
which exists between the rhetarical goals of school and this society’s clear willingness
to encourage massive welfare dependency and poverty rather than do what is necessary
to create autonomy and mobility. My firm belief is that in our environment built on a
awareness of such tension, many more children will do well academically. Perhaps even
more will do well in a framework of mutual respect and acceptance—of competition
against self — rather than within the framework of hostility, suspicion, and in-
completeness which presently dominates.”

Colin Greer

The Great School Legend, A Revisionist
Interpretation of American Public Education
[New York: Basic Books, Inc., 1972)
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