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_there are certain features'tha* are commoan to v1:fuaLly all '

, classrcoms. Thes= 1ncludn!*h4 crowding of pupllg, ‘he compulsion ‘of .}

~school attendﬂqgé, and *hs =sxp=ctation thait teach=rs will foste<r

l*tﬁfazv.‘ThE‘manﬁir in which thade"fzatures acre,dzalt with in a’

‘classrtoon FDEStltut s thz 'cor= problzm of control in schooking. Th= .
~ ‘'most common 'solution o th> problem of control is-the standard . _
“ classrodm. Alternative classroom j2ttings that appz2arz to b3 . S .

associated with diff=rances among childran gan bast be understocd as '
varia*ions on the standard gll%aféém. In som: of thzs:z alternatives, ’
higher support condjfions and <h= positiv: cast of clussroom: - '
activities se2m to ngducz *h=: discrdar and allmni -ion fourd in

classrcoms, particuldzly with, -zgard <o dlsadvantagad and s+ hnic

.minorityf children. Hbwev=r, 135 a numb=r of s+tudizs ?ﬂgqﬁf*—

. differ=ances st=mamiug Etam ths zfuﬂﬂﬁf”' anid teachars' styles within a
classroom ar= morz prominent th. E;i@é% be+waen ﬂfarda:d amwd
3ltarnativs =duca+ional 3Et%QQQ' tindings indicat: that the 4
most sdgnificant changaes 1in classtoons Would ouly b= ble #f ths
basic gonditions of schoosling wai+ sp altared that the standard ¢
classroom simply would ndt work. (Auzhd>r/2B) =
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% ciassrcoms.

. Bervers, are more’ similar than dissimilar. ’ “g‘ . S

1

'”»ife én-thg schaals has, almng with modEfﬂ technology, EcntfigFﬁéd {a a. j7

L e
P e

3] rﬂliferation nf deaigﬁs fér classragms.= We can pc%n: zo dlassroams o

= N '-;f
(— ;

Ehst purport tc ba npen or clcsed;_nongfaded or graded, griented cc ’ﬁj .

individuais, grcups or a class as a whole,.and conternéd mare with

M -

' basics ot with eﬂrichmentssaﬁd for gaqh Qf these and their,éambiﬁaﬁidﬁa

- e = . - -

: find pa;itical aﬁd technica; tatiaﬁaleQ 'CiaSErgoms vary alsa in-'ﬁJ*-Ss

‘the LT pcpul nes, as teachers .or pupfls are of one or anather gender,_

J

one might expé:t strong differences betwgen tha cu@td%gs of varicgs: 

P IR

i

. e gbserve alsc, hGWEVEt, that vgttually all classrcoms have in- '

.—-§

_comtion cértain featufés.; Farmally, these féatures in:lude an Expectation :

= q . - L P
that teachers will inculcaﬁé in their pupils certain kﬁnwledge, skills,;

t

and standards cf canduct tha daiiy, Eaascnal and ;ife—span time frame

B =¥ -

witﬁiﬁ which schaoling is COﬁducted aﬂd the high ratiu of pupils_tgv

-t LI N

-teaehéfss—"high"rvthat is, caﬁpared with the propartion of cbildxén ar

Yéuxhs to aduLts that is fauﬁd in most settings’ autside séhaﬂls;ﬁeLﬁ— -

]
4

fcfmaliy, ciassrcams are, characzerized by behavingﬁpaﬁterns that 1nclude

e f= L. =

. ﬁ%SpDnSES to §heee ﬂohﬁ ions=?respcnses whic”— i the éyes Df many ob-

3 : k)

7 ; , ; . _ . :
T A versian of this paper will appear as ‘a chapter in the 1980
" Yearbook . gf the: ‘Association for. Supervisian and Curriculum DEVElGPmEEt,
edited by Walls Foshayi L . o :

age, scdiceconcmﬂz;status,-ethﬁicity, ana aptitude.‘"Féthhese reasaﬂs f;hﬂ:‘”’“;



. pta’blem of

,f‘ B s @ 5

armal ?_;”_i? af_s&h 1ing ggnérate what we can call the L

The

Y

(‘wtat;uwgsm' E;épﬁms are not themselves an adaptaticn ta
T e S

‘ﬁ*éﬁhééiiﬁg;~;Thefeafe%aﬁﬁﬁheeeulture_af;a,WW,,;:

/ S T S

B ; N /’ .

clgsa snd the pupilg ;espanaég to the prablem af

T»cantrgli ThiE

central argumeﬂt;» Ve, sﬁall bégin by characs

R C
: teriziﬂg a si#oom cultufe and examining Ehé sourﬂes of ther
; o4 F

genetal p:oblem Qﬁ ; ﬁtrgl_ ‘Later the Ehaptéf will turn tﬁ vafiatiﬂns

& -

voom this géﬁéérﬁﬁq@ plore ;ﬂ ignificgncé of differénaes am@gg;p',ils .

: and betwaeﬂ;%?%é}native des fg s for the élassraamiv ﬁltimately;‘ghé'must
EEE huw the pfqb'ﬁm éf cﬂ?trol in classraoms relates to: problsms nf
i : R . .

1 N

3 ty ‘at 1arge.. Huweve:, thgseranalysEs——of which® thﬁre

are maﬂy ﬁcwﬂ—that immediatelyyléap “to the sacialising and sefting funcs

'tiqns_ai scho@iing averlgok the, immediate origins Df the prablem of :an—;

K tféi igf&he1§e¢ﬁiiér ecoldgy of schoals themsélves. .
. R t : . ‘ 5 . , ‘, . -
Thé saméness af classrocms ‘ o ". : RN o ?
:ﬁ f" Ihe paint to be made first ;s‘not simply that all classrcnms aré -

a .

alike, but that thegg iz a standard classruam sitqatiaﬂ that is very
\\ diffi:ult to altgq/ In thgfia 1960'5 Gaadlad ‘and Klein :enducted Qb=
juaervations in: lSG/classroams, raﬂgiug from kindergarzen;through third
'gradg, and abéut equally distributed betyeen igrgé andksmall proportiﬂns_

‘*éﬁfdisadvaﬁﬁaged ihfldran., About ha;f of ;he sample sghaels were in—
EY - \
volved as single schools or as part af their districts in prcjects or \

g activities’S'pp rted by supplementary funds fram local, state, feéeral;
. !
" or privéte saufges, ‘The . tima, it will he fecalled, stacd tcwatd ‘the end
s % - . . \

- of aedeaade and a half of raﬁionalist schnal refarm Egam taa:hing aﬂd\

, ..
‘ ncngradeﬂ instructicn, for. which Goadlad had been one of the most cutspukem

E* * \



f_at tha alamantary achaal laval. Gnodlad.and Klain faund a ganaral pats’

'tarn which ia most aharply acnvayad by the phyaiEal imaga Qf tha claaa-

prapananta, and numaraua naﬁicnal cuiliculum p:ﬂjactagj;;“’”,”
; ,.‘

£

. 4

ERIC

"raama ‘they abaafvadi T '”‘{f?f :'ﬁ_ A %éf’:”

‘\a;- ?’, The genatal ‘picture 1is ghat af a playmlika anviranmant

_-aingiﬂg and maaic, and phyaiaai aducaticn made up Fhe remaindey, cf tha

pattérn batwaen the ' regular and the pta,ominantly disadvantaged alaaaaa.,

children in r aad ng in first grada, but laaa gimégin reading‘:\\thirgj*f

g . T
- in ragard to aaating, the kindargartan TOOMmS. almoat
always provided some kind-‘of table-and-chair arraﬁgemant,
a pattarn that faded until individual desks in rooms be=
“kame equally uniform for-the third gradE; Similarly, the
- Yug corners and reading circles of the: first ‘two yaara had
virtually diaappaarad by the third: and fcurth ‘

A~

~ of the kiﬁdergartan, with aanaidatabla opportunity for free- ST f‘;

" dom of movement arid activ1ty, giving way to a much more - o “;Si?f“

. restricted and circumscribédd academjc environment ‘thereafter. ' Lo

" By the third grada, materials- and. aaating arrangemanta Bug-

- gest a passive,. {mmobile pattern characterized by seatwork

- and 'total group wmativity under teacher dira:tian. (Gnodlad
and Klein, 1970, p. 53) : : } : 1:'*'

aDvarall raading in graupa was the most fraquant activiﬁy abaarvad ) (3;

s cand most fraquant was indapandant aativitiaa , whiah ahiftad from“

e
hysi 1 mavamaﬁt, aapacially maﬂipulatian af abjacta, taward acaéamic

F,,

wark, between kindargartan and .t ird gradai Arithmatic, language’ artg s
o

chat than raading (writing lliné, 1ia§aning to aforiaa,]atg ), . é

activities that; tcgather, canatit@tad more than 85 paraant af the al, 8= f;éffﬂ

room events obaa:vad andlad and K;ain did find ?ariatiana in thia .

5 . e

Diaadvantagad childran spent praparticnalfy more’ ti&a than: aiyantagad ;;suﬁfﬁ J

grade. 'The disadvantaged third grade childran alac spent laaa time in _mA' e o

singing and music, phyaical aduc tian,;and indapandant wark af*a rala ve- -’
R o % lA

ly.afaaaiva sort or at least laatad by the childran frcm-a aa f ‘f=
- tions. They spent carfaapaﬂdingly mafa;tima 1n»pfaaaribad aaaiwcfk, iﬁ;r’ -
- v . - = [} . s C
. LT e ; {
. ¥ T . x! =
i B x i ( il 5
v N



‘ campargble fdr the diffefent classe es thr@ughéut the gfaaes ’ Ihése

'warhbaaks and 8o farth, whic adlad and Klein charaeterisa as “bdey

&% - ,i
g . : : ; € -
k“ *, Finally, hhe Pfopﬁf ns qf_time spent, in arithgetia were .

. tl

- emphgsis tn the Eiﬁilarﬂiies betwegn élasse'

ey

T h Severth, there appaared nat to be“E critical mass of

"+’  and not to intrude on sacred c

. in their classrooms, appeared to be'bound to a common® éoncep— 3

;S’ = *- — N -

:fiudings fafeshgd:"'fhnsg aﬂ atherq;eggarg@ th§t ‘we will-attend tg 3~;

- A
1ater in the ahaptefh= EQWEVEI, ngdlad and

\

N
‘Klein endrup giving greatest

oo
w

Ghe canﬂlusion stands out clearly: !
. 2hangea we have belleved to be taking t
' _ have dot'been getting into classrooms ;4dhanges widely recom- : -
mended for the schools over ‘the .past 15'years were bluntéd * T
on schogl and Jtlassroom door. -Second, schoalsvand classranms % P
‘were markell by a sameness regardless of location,”student -« - :
" enrollment, ahd “typing“ as provided iﬁlti&l}? to*us by an . ‘
administrator.» .

ce iﬁ aghgaling'

L e

Third, there seemed tq a EOnsiderébiE digéfépancy . L

v f@/ be Ewagg teachers"' pe:cepticgihof theig own lmpovative be—( /-

havicr and the perceptions observérs. The teachecs; o o
sincerely thaﬂght they were indiviﬁualizing instruqticn, .
encouraging induﬂtive 1earning, involving children in
.group processes, and so on. Fourth, "spe:ial'f su‘pplem’nt— o
ary, and enrichment activities and practices differed very . . .
_little from "regular" classroom activities. Fi&%h, -1 neralk
ot specific classroom goals were not i@entifiabla fo ‘ob=

- ‘gervers. Inst:uctian was gerteral inccharacter land not
specifically directed to ‘diagnosed neadE,G$tongSS, and .
problems of individual children. ’%ggchers shot with a /.
5hotguﬁ, not a rifle. Sixth, the direction béing ﬁursued
by thg schﬁul as a hule was equally obscure or d4 ffgsedq X\;éhﬁ

' - i | . =

teachers, /parents, and others warking fo ether towar de-
veloping elther a.sense of direction or sglutions to schocé5 .
wide problems concerning them. -Eight parallels hupber sev
,dchool personnel appeared ta be varyunm:h alone In theirgen—
‘deavors, Principals tended to remain fhe offices afd hallwgys
Lsgsranm ground in #ny direct
way. Teachers, ,although alone and présumably fr%ﬁ to teach.

- 1970, -Pp- 97-98) : Yy P .
. . = : ,5 R - sﬂ'*\ i

tion ‘of what school is and shauld be:w (Goodlad and Kieig

- & . .
B . . =
!L * 4

*Pargoral - communication from the*authors. Tﬁe inc;ease in seatwork is

‘impliéd but not. explicated in Behind the Classrocm bqor7 - S
— *
. ’ - . r w - . . :
i S o o ja P <§ _ : ,.1 ,
- v —k‘ r - : P B I3 .
: ER v ey . L
R



e

SRR f:; ;f‘{s‘.‘:lbl_ e ;1A E “ .
’Ihé'ﬁighlyateachgr dcqinéta@fvérbal intefactiéqs;qudlad and Klein

f;éa - o ?abserved "behind he 11fssfaam éoéf" afébveri'zonsisteﬁt with thoseloba

T Eerved a degade beque by Hughe5{(1959) in a Samplé ef él both recnm—'
Ao . ‘. K .
- i ;mggggéﬂggéir andomly selected elementary school glassfoams. , The m@reA\ f

tw

. 3 S gEﬁeral béh&viar patterns are ééﬂSiS?énE with vafipus Dbsi?VaQions in
¥ SRR . - :
L. ‘ élementafy schggl classfigm% ranging from Iazkson a dispassiﬂnate

i B ¥

"y oo Life in, Classzaoms (1968) to Holt 8 polemical How Childrén Fg&E (lQEé)‘

2y
1 i

. . studies attest to the ‘sameness of classro ms The Repbft,gﬁrthg R

= . L . f' . ] i} » )
'Natlonal PanaI an High Sghcalsraﬁd Adnlescent Eduéation (Martin,’ 1975),

\-;)f - o r At thg guniéb and sehiar high -school 1eve1, a similar variety of

a'L\ | :to whizh 4 group Qf widely experien nced- and distinguished eddZaﬁ ors |
i g 7 | cgﬂtrﬁpﬂfed; cg;ciudgd that the Drg;niz%tiégéf,high EEhODlS afaﬁnd the -
‘flassraom unit has tended to rander them "iﬁ%lEKiblE iﬂ their adaptive-‘-
s': T ..{c%;aciLjAta éncAmEass newar instructional f%fms nd proceduéés As

. lthESE newer forms and procedures——at Ehe high 7ghaai lavel thgse in-

~ . p ’ 7 - N v

. clude team teachiﬁg, the use of. parﬁprofessinnals, flaxible scheduling,
¢ 21

~ )

rgg maiules, minisch@915$ and;yarlcus ihduthVE aﬂd experiiﬁt¢31 apprnaghes

L= ‘ o 2. B o
‘ ! to learning--have bégp meant to break the

5 . . P ~f . Lo B

mold of the classroom unit,

one so, it appears that cldss-

F . ' :
P {; - " and 4dn a limited qumbeﬁ*af,casesihave;

A & . i ’ - 1
: , .

N rcqm‘orgéﬁizatiﬁﬁ has ‘tended to rééist these ch%ﬁges. o

L)

R . Inside thé ndard '‘high schc@l classranm, ‘most of what takes place

y . : V’i . ¢ -aveztly %iptalk mast gf the-talk is bx the téacher,‘the typical paﬁtern
ﬁ‘ A. ‘/; . v ,
. . . of talk is teacher~quésﬁion/studanﬁ answer/teacher(reactien follgwed»by
- , P

R | # ? Fy =

teachar questiOﬁ, the questians genera;ly ask for recall or extrapolation

- . ¢

jjié'” T - of kﬂcwiedge making minimal demands of st denﬁé"critiaal, creative, '

iz -~ /
;j 7 ! =
s . ; . ¢ g ¥ ?“’ N % 4
do have a;e maﬁifested mere in t their myr;ad wa;s Qf refining the class-

L
o

ni

« room game.

{ .—, {i . . A g - . !5 " i_ :1 A" -ﬂ..

s

or empathlc cap i ies,m?nd such capacities nf Ehis sg;t that the students



l fQﬁatatianE frﬂm ‘two firstshani agcounts of life iﬁ se¢pndafy

.

£

sghaals will ilIustrgte these' la ims. Chsick participated in the;

L

étudent 1ife af g camp:ehepsive schaal that drew - lOWEt—tﬂ—midﬂlé class

I.

iy

L atiagg tﬁat set the stage Df his boak is thé fo lﬂwing.
p ]

RS

if to

A

*

|}

percént Négra, they ha

e 4

. Exceptioﬂs do occur, espegially 1g classeg. vhere the
stydents are divided into work units and’ carry‘out some’
pre ypranged experiment or project irn cooperation “with one
andther. Thére the teagher carrﬁéi on_his instruction by,
walking around, interagking with 'them encouraging one group
at-<a time. But- ‘theke mré classes suchias physics or chem-
istry lahs where. t%ﬁ lab gials and ‘texts lay out the’ step
by step process to be fallc ed, and ‘there too thgziethada :
are structured and the answers set. It is riot™enbugh just
to say simply that there were gued and bad alagses, good
and bad teachPrs. The fact was that the teaching in all’
classes, scieﬁgé, math,’ Emgl;sh 1angudge, was femaykably :
similar. Theé teacher would take ¢ of his basic mainten-"
ance activity: take attEndan:e,'c§§§e ‘the, dgar,gagcapt
late slips, take owut his_ book, and call-the page number;
then he would structure .the activiﬁy by acting out the part
of questionex, encouraPer, teller, and explicator, doing,
of courge, mdst of 'what there was to do while ‘the students
watghed, wafgéd, and rEEpDndad to hid cues. This was the
way classes were conducted day in an day out. (Easiék,

1973, P 28) : ot . L
Fa . - j‘_* ‘i

Harnécﬂ aught in an inner- clty juﬁior hig& school, "about 98 .

A= .

say nnﬁ'en tirely Negro ' v

- . 5
~

What did 1 want them to do? L?wantedéthem to' learn
scme%hing about English, since that was wbat they were
spozed to learn in my" class, and qpeclfiaakly I w%nﬁggi
them to learn something ‘abrut Writiﬁgs—hcw to ‘say wha
they wanted on Paper so that somebody -else could regd it.

anyway what they wanted to say r.sfl.‘!'l:Japer.E THat qQught “to

A;Eut that braugh; ug back to what "they wanted to say, or

* be wrjtten do

v

. anyone els%" thoughts.f

respect the discussions, upon which 1'd cggnted were a
failufe; no one found it ﬁeces§§ry to recard-his‘own or

ii
.

TH@\problem With 9 was to find out what they wanted
»done which needed the classrot, the school situation to

. - - P
. )“‘.
i . .
¥

P ey

h;ﬁald me downgown in the district office, as

=

ij,,which couldn't be done -otherwi'se. (Herndon, 1965, p.100)

‘ studentawffcmﬁamall ta%ﬁs ﬁd rural anﬁ suEurEan areas. On% of the ob= -

i

instead 9f just talked abnut., In this = ., t?} :
.



.,.,
-

e I : o AR

/ s - : : . . v o

Herndan waa absent far a. mouth Tfﬂlen he retgrned

&

‘QD..-greetéd ng With an indignant and sinceréﬁsgunding i
Qutcry. Mrs. A was a b&t{ef teacher than I,’ shg was a real
teacher,,I wasn't no real teacher, she really made them wark

- mot just have them old discussions every day; no, man, they .
_were -learning spelling and .sentences and.all they was spn;ed

. to."; Moreover she was strict'and didn' t allow fooling dround—-
all in all they felt thgy d been ‘really getting somewhere,
I looked in my grade book, up to now pretty empty: of marks,
‘and saw, sure enough, a whole string of  grades after each
name--mostly, however, F's and zeroes. iMany of them had
nothing but zeroes, which I took to mean they had been busy .
not-doing this important work. I pointed thdé out’ o the
elass, but i{ didn t matter. They had, been hack on amlllaf
ground; strict teagher, no fooling aroiind, no- smart—cff no*

. " discussions about how bad scho&i was, and plenty of. wgrk. A
- - That was, after all, what sc%oal was and they were in favgz ,

" of it. '(Ibid., p.102) B
The prthém_qﬁ éonttpl as diégiplina .

=
=
%

On the surface, the problem of

us -back to the problem of-eontrol.
A \

control.is "the discipline probfem!'.

“to be émohg»tha mostz?aliantzpfoblems teachers themselves perceiﬁa!

G

M © g il

i
life in the high schoal classrgam as a constant struggle for cgntr@l

Lass of SOﬁtrOl over their Elasses and loss of thEif jnbs were the two

1,

tﬁings tégzhe;s feated most. The prohlem of ccntral underlay ‘even thoseJ

E;aSSfaam,

The pupils cculd erupt at any moment, exploiting any weaknes f the

. B

13

‘teacher.’ They\might take off on a saying or-gesture of - the teacher,

L

mig /dastray a rule by llterallziﬁg it, might ‘introduce axtraneaus

matter to, disturb a discussio

theif élasges most su:zessfully Qemmanded without expiangticn; used _
. ) .

punishment to define the 51tuaticn of Ehe Studéﬂt, ﬁanipuléted pupils'

" social relationshlps, expregéed anger quickly and maintained it until

i -
. i & [
i e ~ .

Numberous studiESe%agé found this

, and so on. ~The teachers who controlled

-

What school "is' underlies all of thééé»gbse;vatiansg which brihgs .

in which the rows of ;hildren appeared to be the most Drderly.



', a crisis had pasaed, and appealed to the mast releyant ldeala Eﬂd

&

':' otives af théif pupils. _ : B A' . ' - o '.'xé ;r

Wﬁlleﬁ 8 accaunt swould apply tg many glassrogms tadayjltheughmané :

ERIC

- dynamics af cuntral that Waller analyzed thé periluus equilibrium

A pupil* the need fﬂf the teacher not ta :ampromise this diatange in thevi

" of them’ faléé davelupéd 13 tﬁe ghildren'* primary graups, and éthera

might chafs:terize athers in mﬁre.subtle terms. Mast enduring ‘are the

. T

] ¥

of social nfder in the 5chcgl, the social d%rtagce between tEaChEI fnd

—— " y

xéyes of ather teachE:s, and the roles pqpils play ‘in the classrcom——

X .
= e !
. ‘!. N \.r(‘

i

roles that are more unique to th 1353ﬁaam 5 .

. Smith and Geoffrey some thirty—five years 1ate;, snalyzad an urban

) eighth gfadE'class:oom in terms that are remarkably gonsistent with

'
Waller 8 dynamics, aspecially gansidering that the EOﬁE&Ptqu framewark
of their analysis was painstakingly built by applying to their Gbserv—
ations thédrétical sources ﬁh&t were far remavgd from Waller, t the . sparé

and elegant saciglogical :oncepts of Hamans. émith‘and Geoffrey add to -

" Waller a time petspective cleriverifrom their having observed witl ,Gg;:ffrey :

1§ =
as the ‘teacher for a year in a giﬁgle classranm. Thus otie sees in their

1 ¢ : -

agcou ﬁ not only indi idual student roles-—the cnurt jester, the ‘nonworker-=

but an- intrigate pracess of ipterﬁeaving the children g and the tEaChEt 8

agtatioas as certain Eehaviaf sequences spiral to form the individual—

in-the foléi' Defining Melassroom :ant:al" as "th& relatiﬂnship ‘between

teacher difégtioﬂ; usually 'bal and a high probability. of pupil com— 1 
pliénce (Smith and Gé@ffrey,:lQEB; %.67), the au;hars,identified four
’! i

: tages of thé teacher's establishlng initial control, ''Grooving the

5 . - & 3
B hd

,_childfén“ invalved~the teache; s stating the fules and tammandiﬂg activities---

clmm, bulﬁ“, goat, gacd b@y, bad bay, teac:her hElpEf and so on--some L .,



T in Ehe gctivities Ehemselves, ‘to’ infu;

_ ;:'. : s

é the glassroam "belief" systems

switli "Eeatimenta ta fafm glassraﬂ:v narms "I mean it," "fallowing
S pl B .
- _,——*thtcugh——*an ﬁftening—thehtﬂ g{*i—elagsraam,managemenE_M;hazactetised .
. ) N ) . . S
K J P : .
Iishiﬂg :Dntrol ;:';; :

: the aubsquent stagés af est,

;;is s@cialized tQ tl

one deserving just and equitable treatment.

i As Waller emphasiza" and recent studies havg reéffirmed it is

nmt anl? the teacheriw,o astabllsheg ccntrgl A new tea:het especia;ly _”W{A!%
o : . .

, rale of d%gciplinariaﬁ by other teachers and by
F
the pupils themsélves. MCPhEISDﬁ (1972) idéntified four major strands o

_; .
®

’gf the self image of the taachers in a ﬁchool in which she herself

!

iaught: digciplinarian, directar of 1earning, indus;:iﬁus wnrker, and

- B =

. ' § S koo S LER
The most clearly observable aspect of a tedcher was
her success .or, fallufé as a preserver of discipline
" "guccessful teachers do not have problems.' . _ _
"To have .to send -a child to thé principal is to’ admit e
that you can't control the kids.'" ‘
So it was, in thé area of discipliné ‘that. the standards-
- of role perfarmanca were ¢learest and that the attempts at
social- control by older over younger and’ newer teachers were T
most evident. CMthEISDn, 1972 p.31) - | e «

Fulléz$suimarized as f@llﬂws the data :eported in six studies “that

4 examined begiﬁﬁigg teacherg pfablems without severely fésttictingithe

-'1a;téfnatiVES am0ﬁg which *the tEaEthS déuld chécsez'

x
&*

As it is reported by these investigatians, what wve |
know is that beginning teachers are conéerned about ¢lass

control, abaut their own content adeqiiacy, about the situ-* e
. ations in.which they teach and about evaluaticns by their o
. supervisors, by their pupils and .of their pupils by them- e 0
w ' selves. .. o ; . o
Y % The cbﬁsistency of these: fiﬂdings is :emarkablé in Ehe ;

- light .of the different papulatiéns surveyed The cansistgﬁcy
lies not only in the similarity of concerns expressed but in
‘the absence of ccncern about topics which are usually included 4
in. education courses: instfucticnal design, methods 6f pre~
senting subject matter, as éssment of pupil learning, dynamics
of child behavior and so qi? (Fuller, 1969, p. 1D) ' ] ‘-

b
p
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mcre"soeioi@gi;ai‘and ecglagical perspectivg,‘we might hypathesize;ghéi'

+-0n thégbasis of a range af'Studieé,“Fulier argued ﬁéTSBSSivaly_fér
o . - . . ' -

. ¥ . —, . .
a, develdpmeﬂta; EOﬁceptualization of teaﬁhers' c:onc:ernsg from a pre- '
eaching phase Ehat is guite vague about the classraam to an early

teachiug phage of comcern with self, ag charaaterlged abave, Eo, finally,
: * . - b

o a phase of 1a£e concerns foaused on pupil gaiﬂ and self evaluation as -

.oppased to pérsanal gain and” avaluaticﬁ by athé:s Fullar observed that

3
=

a teacher cauld get "stugk” in the seccnd gf her three:phases. " .From &

+

L3 ]

‘the basic agniitions of SQhDGllﬁg that zcnstit 1te the pro bl em of égﬁtfair '

ensnare most teachers Jin Fuller's initial teaghiﬁg phasa.!

Lortie (1975) discusses EEaCthS' Dpiﬁinns, documented iﬂ ozher
N i .

studies and confirmed by his own surveys, that educaticn caurses had not.

adéquately prepared them to deal with the prablemS'of clagsroom disﬁipliﬁe

L,

réality'; Téaéhéﬁs learn to take the role of teaéﬁer'igrgg;yi§ﬁréugh
the 13,000 hours they spend in classrooms, on the average, before grad-.
&ation, and then through their experience as teachers themselves.

Teachers=to=be underestimate the difficulties of the ?3%3, but still

el

there 1s not much shift in their conceptualization of it after entry to

R L

the role. Lortie takes this to be evidence of the limited influence

other teachers have on a given teacher's idea of how to implement the

role, though the pressure to maintain control 15 strong from other teachers.

. .On the theme of the sameness of classrooms, Lortie surmises that
ey

the classroom unit is maintained, with ‘low interdependenc of classrooms,

® =
because of the high turnover rate of teachers and the greater ease of

adapting classroom units to local population changes. In our own-view,

the moral difficultles of rationalizing the teaching role contribute 'to

¥y ) . 1_-;

£

O
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the pefsistenééiéf the éuténamcuig;laSSEGQm_ About half the teachers
interviewed in one of Lotrtie's surveys 'emphasized moral cuﬁ%omes‘that
. - would result from their workz. - SR . B

. .
' Teachers are charged with maintaining good Drdéggénd
discipline in their classrdoms. It is highly probable, in
my viéwﬁﬁghat elaborations along moral lines, in addition
to demenstrating céﬂtiﬁuitié% within teaching, give addi- §
tional meaning to these disciplinary activities. kLQrtie,
1975, pp. 112-113)
The possibility of interpreting the conéiticns of schooling %g a,

& ~ way ;ongfﬁent w%th OQE;S own moral pringipies may be .greatest in one's -
"own"’classfoomf whatever stage ofE;eveléément, in Fuller's~terms, a
- teaéhgf isfaé.! The auzoﬁamy of the éiassraomealsé protects the teacher
from being gbse;ved in maralgcomprqéises,’be'they screaming , favaring :
; ) ’ i

compliant children, or more subtle departures -from an ideal. The -mystique

of teaching, the feeling of many that the problem of control defies

pedagogy, the sacrosanctum-of the classroom, seems to emanate from this

=
L A&

personal moral factor.
. i

The problem of control and the céndi;igns of schooling

- We alluded at the outset to three basic conditions of scﬁooling,

o the time frame of!s¢hooling, and the high ratio of pupilsrto teachers. .
We turn to these now to ask why discipline should be such a préblemrin
the school, and what\furthgr ramificatiéns control has in the cﬁltufe

~of classrooms. Waller (1932);aﬁticipated‘much of what.we understand
today ff@m a sociological point‘af view, while Jackson (1968) presents
the most complete ecological analysis. Smith ané Goeffrey (1968) combine’

these perspectives., We shall take up the—three basic conditions of

schooling in the reverse order of their statement above.

(k.ﬂ

e’



i. The ratio af_;h;}é;ggﬁfg_gdults. A far larghggnumber of.

children or youths--simply in the aggregate, ané in p@ﬁportion to adults=—-

L

is present in classrggms and schools than im ”.sétting of averyday

settings. Jackson explores the impiicaticns of this crowding in detail;

He attributes to it tea#hers‘ determiﬁing*whg will and will not speak;

allocating supplies, granting speciai privileges, and serving as official
. " timekeepér. kThe necessity @f\waiiing,’thegﬁeniglf?f desire as, for ex-

:améleg only some can answerjgdquestiog or bé éranted a réquést and the .
’ iréqﬁency Qf interruptions, are shown to be further congequences of the
s . crowding of children in classroems. |
Most poignant of éllxisrwhat Ja:#sﬁn sumga;izes as the féﬁuitemeﬂt‘
that Ehiidrem be "aléﬁe in the cfcwd", ignériﬁg thé pét2ﬁtial distrac-
tions of éeers with whom they are more intimately asscéiatad than they

are likely to béj again in such numbérsg'in settings outside of school,

This last point is particularly zrugial,-iﬂ that it especiall& seems to

'arise out of the circumstances of the schéul eituation itself, rather
ftha; obviously serviﬁg some Sécigiiziﬁg functionrfot future life,
A furthe% iﬁplicati@ﬁ can be drawn, the qndarside of the points

- that Jackson has made. The crowding of children in classrooms makes it
difficult for them to exercise the peer competencles, the skills of
regulating their relaé;gnshipg to one another, that thg children are al-
ready devéloping in settings outside the Schacl.;-Younger children play-
ing in unsupervised settings rarely i;teragt in‘groups exceeding three
or four individuals. Where larger Pumbers of young children (still
rarely as large as In sehéél) are coordinated, they tend to be’cfganized
E§ adults a; by older youths in a game, a party, Oor an adven;ure- In

LS

ERIC =
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any case, the activities are almost invariably related ta physical

/
play. Things 'Ediate;;hildrem‘s relationships to one ambtharg This
is the social order that kindergarten recognizes_ It %é thus quit
J .

understandable that ycunglchildren might ¥e "unruly" when they are con~-

gregated in large mumbefmpgnd expected to orilent almost exclusively to
language ané@déd,infmrmatiap, spoken or written. The children's al-
. /
ready learned rules for regulating their interactions do not apply, and
/

" in fact they will resort .to these rules--forming sg@mtanaous groups

and making play objeéts of whatever comes to hand-~whenever the pressure

-to attend to exclusively language encoded information is relaxed.

"Socializing" young children to the standard classroom is thus not just

a matter of teaching them the expected conduct once-and-for-all, but
Qﬁe of continual vigilance to maintain it.

As children grom older, the patterns of their interaction change,

;but-the end result remains problematic for a classrq‘b. The children's

 friendship bonds strengthen, not to the same degree for every child,

but in networks wherein incréasingly stable clusters of children are

directly or 1ndiremtly connected to certain individuals who emerge as

the centers of attramtionééthough gome children (Gromland (1959) estimated

i

11 to 22 percent of the children in all classes at all grade levels)

_are persistently excluded. Outside the classroom, in the extracurricular

activities of schools and in the settings of the children's/youth's non-

school recreation--streets and fields, fast food Establishmants, car

»

parks, community dance centers, parg}es, and so on--the children interact,

or watch the aétion, in increasingly 1arger numbers with minimum adu

organization .or surveillance, if any at all. The largest interactions,



"14’,% |

for examélé sports contests and dances, cantinue to be a;:g_ariliged
_.afound things, but languaga,emerges as'a sufficiént medium for many
social activities. Some interpretations of ' adole%pent scciety argue
. ' that youths are éxercising capacities for leading and ﬁollowinggyfor
gelf assertion and a%fili;tioﬁ, that will be prisegiwhenthey are adulté
{Caleﬁén, 1961; cf.Henry, 1965). Youths eagerly take what part-time
wdr% is available to them,land in ;ecent yearsisgme héve been (siiive
in political ;aQSESEEdesegtegation, an%iwar activity, andnecgiégyi"
One of e%efffﬁen girls today beé@meéfpregnaﬁt bafarg age 17, %ﬂd an»in—
creasing number af“a& iescents formally marry while still in high séﬁool.
However, the limited opportunitfés for youths to participate inrche |
economy and political éystem, linked with the continuance o§ szt in their
childhood homes)past the point ﬁhén the§ are biolégical;y capable of
S » fofmigg separate families, results in their capacitieg being, to séy the
%,
\. léastyfgﬁt of ﬁhase w%th what adult soclety is prepared to accomodate. -
It is the crowding of these youths into the segandaty school that
the Martin ﬁepgrt (op. cit.) emphas zes. The repcrt argues that the
sheer logistics of maintaining custody of youths in school for six or
more hours ; day, not just in classes, but in study halls, libraries,
Eafeéérias, hallways, and so on, disperses the teachers allotted to a
school in such a way that the average class has to be large, Of course, -
one must ask why a certain proportion of teachets to students, resulting
in a relatively constant range of class sizes, has beén allotted to
schools in modern times; What society is willing ;n pay for téaéherg
certainly figu?es i this somehow. Soclety's ;alﬁatian of teachers,

however, 1s based in part on Eame éstimate 6f how many teachers 1t re-—

quires to do the work @f 'schooling. It mi%bt not be too autfagegus to

Y .

-
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suppose. that 20 to 40 students represents the comfortable énd barely
. . .

telerable extremes to which a teachet'szﬁoicé and -vision can be adapted

‘v . from the front -of the rcom}jlln ways t%at we .shall explore further below,

the standard pupilageﬁéﬁér'rati@ might thus tend to perpetuate the tradi-
" " ) ) 7:7 , i 7 . i - ’
tional modes of teach}ng=w1th which %t is consistent. Be this as it

may, adolescents are bound to test. themselves, to express their interests

- in.-oneé another, to pull out now one and now another stop in the exquisitely

) * : Vo 'S ) ! . . .
‘* - elaborated instruments qf¢ their social expression, inzz?e most ordinary

tonverse of the classroom.. For the ddolesc#nt, perhape even more than
o o 7 . S
§E¥§ for the youngéf child, a classroom.is'a potential forum. for the teacher
& : i & -
Yoo of adé%escen&&, as cf younger chi%dren, it is neceésary elther to emplay

A ¢
“their social CDmpEﬁeﬂché or To repress them.

Lo ‘41, The time frame of schooling ' e o ‘ "

The fact that childreg‘aré required E@*attEndss;hool.fér certain
B - . ) o ' v

days and hours between the ages of six and sixteen'clearly :elatég to

the youths we have Just been dlscussing, as paft and parcel of their

- exelusion from adult socilety. StlﬂChCDmbE (1969) ‘has demﬁnstfatEd that

+

\r‘h‘

those youths for whom the tgnneétioﬁ between schooling and subsequ&nt;
4 3 . .
employment is most tenuous are the most alienated from. high Scﬁgplg par-

ticularly lower class males. Drop-out statistics tell the same StOry. .,

3 h - -i
At the same time, exclusion affects all students in ways that the drop- '
out statistics do not begin to estimaté.

. What more general effect on school experiénce does the'requirement to
b ) ] .
sattend school have? Jackson (1968) reviewed a variety af EarliEf and more

These studies showed felatively small propafﬁians of SEUdEﬁES with

[ : . - g

l strong feelings of like or dislikfbaffo the earliest years of school. Most

= " ) ) )
students' feelings toward school could be characterized as stereotyped L
Q _ . . 3 " ’ -
ERIC | .« e ‘ _—
o e ] : . + 0 - .
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accéptance gr indiffergnce._ Aiprévocative finding in.two studies, howevert,
‘ ; ' - .y N

- was thaﬁ Etudentsf&m iﬂdicated a liking far s5paol most gft sa;eétéi

negative adjectives from a zhecklisﬁ to deszribe their typic aufclassroomﬁ?

< ‘.‘, v - feelings. Contrary to ccnyenticnal school’ wisdcm, the studie contain’ -
fE; evidence for a :orrélatiog between student% agaéémic success and if
their lik;ng of schng%k ‘Jackson rélstég-qil of 1h%g to sthabl's.ééégmiﬂg,
"old haat"‘ holding faw furr;rises "after the fiﬁst few tllmusand h%lrs;of

F

‘attendance"'( Y. J’éES’n points also to theffact that children must at-

tend schoal whezher théy want to or not. To us fhis latter fact has the

. !
priﬂr significance; liﬂking figst of all te the physical quality of -

! £

. achool lifé, its peculiar mixtire of passivity and‘many things happening
: .

that Jacksénédes:ribes 80 Effeptivelyi -School gézéhdancé is prescribed
legaliy in terms of days and hnur; ‘of a spag o% years. The law affects
» 'most direét;y the distributi@n Qf;children s activity in time. School
, , ) N
staftsfaﬂd ends at p:esaribéh hours of\tha_day?;i%he tempa of activity-

L Y

‘rom minute to min gtfpgeds up and slows down in a: a ular rhythm punc=

* " tuated by-arrival, snaéié\;’ recess, 1uacheon,;the brief breaks atpclass

or activity changiﬁg t the approach of a day's, a week's, and a

Leason's end. It is

depressed by leaé&@ggu;ar happenings:

special assemblies, fire drills, jokes, things falling, working, failing,‘ :

whatever events can oécasiog an outburst of app%gciatian or a groan of =
,déspaif hildren's engggies course through schaal 1ika waters in a

T stream, moving faster or slower as the stream bed changes, and finding
s b
‘,ﬁ

their'way even under ice. Dur analysis of Lfﬂwdfhg emphasizes the social ,
dimenslon of schooling, while the knawledge required in school directs
ug to its intallé&tual aspect. The fact of campul%@ry school dttendance

focuges us on the physical dimension'afithe school énvironment. Control

of a physical aspect of children's lives, theig t¥me, 1s the point of

I (3
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. a definftion of knowlédge. Tﬁﬁgfthe form that the teacher fgsters'cén—

~ however, the alphabet is highly %rbltrary the shapes-used to repfe§2ﬂtt

"~ departure for the‘law. - : ' , A

It remains’to be said that the, timerframe cf’scha@ling dées not en-
a F 4 x

titely dictate how the children' s energles are to be ragulated A5 the

crawding of ghildrenfsreg%es the problem of control of th21t social pro:-

~pgnsitiegi children s rEStriatiQn in time creates the prablem of QDntrolfi

of théit agtivity Teazhets might attempt themselves ED cﬂﬁtrcl chlldfen'*
=,

AN

./~ energied enti#ely, or ghey ﬁight a;campdage more to the’ childr en's ﬁwn,

£

individual and:cultural definltians af Wﬁrk—, play—, and rest-time.

. oo . : % ot .
ifd. The expeztatlan that teschers will Ioster ;iteraqz :
; .
L . S 7
4

¢
The teaching of :ead;ﬁg, wrltlng, afithme{iﬁ, and kncwleﬂge artlculated

by these meansésbfcadly_speaking, the de l pment of litera:y -is very

f %

much a matter of éontrél_ EFirst of allr just ﬁhe fact that'cercain in-
A 1
dividuals, all of them adults, have been affgc;ally designagg as "teachers"
K.

Suggests that it is Eh21r knawledge which S&C, be deiiniglvegin the class- .

. : . - a
room. This does not simply mean that‘ﬁeachers"answefs are correct ansvers. -

!
The very form in WhlEh kncwledge is to be demgnstrated=—as ‘answers to ques~

i

tions, story telling, moves in a game, ot actians of a craft——ls 1tsalf
3

&

1

veys knowledge about knowledge If a teacher‘is pressured by environmental

vinto-the enactment of ome or. angther form, the Eeaahef‘

\II.I'ZI

circumstances

", role sarictions this as knowledge ncneighe%léssi L

For anyone to teach feadlng, Wfiplng and arlthmetic

£ 1
#

6ﬁhéfs would involve the exercise of cantrﬁl in some way. Consfder\simply

the nétgre éfithgvglphahetg In so far as its letters stand for saunds

= ) ‘ ) - = i : N N
that combine to form the wor&s of _spoken laﬁguage. "decoding' and "encodf .
& 3

ing might be though ‘to be purely rational proces ses. In certaia respecfts,

£

‘the sgunds, tﬁe order A ta Z in- whi%h thé falphabet is transmit "d‘ and,

L3 . . .
p@fticulariy iﬁ'Englisb,’the-inexa;t €0 respondence betwaen the letters

C . | !




A
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@'L

. given souhd can be formed from mor

zthia case is 1ihked to what ‘Dawe (éited in‘Young, 1971) has called

!

and Baunds as a given letter mayifzf nd far mare thaﬁ,ane saund and a
' * Sl [ = -

an | than.gnazcgmbinatién ofhletters. 1
YLea rgi'g Egjf;"‘and {fite, and in pagtly simllar wayshth 1E§Iﬂiﬁg»?f

) ?
arithﬁgtic, Ajtails acaﬁmadaninn to c0ﬁventian5 as’ well as EhE;‘

.

H i S

) I
pezceptual disc imiﬂatisn aﬁd reasoniag.; What we mean,Ey "caﬁtrq;"

-n. s

the impositign of meaniﬁg" Spel}iig isﬂs blatant example of this

virtually all sthpl thildren, by parad%g? fgr more ubtle digﬂipiinés

ifs‘“‘?é i‘ ﬁ “f;"’

“of kngfladge to come. or chil@reﬁ %?qs? spnken laﬁguagenis nct standard ‘

AR

Engrish, the impcsitimn of meaning in learﬁihg to read’ énd write is com-

fcunded [T> Ki A o ‘ \ . 4 .3 » i

* ’ . = ' T o
% .
-Readin ‘ﬁfiﬁing,*and at- 1east adva 1cad arithmetic are conduzted %§—

i ,f; 2

clusiv%lyith:uugh ymE 1s. Qﬁ,;é5 ' iftuaily no infarmatian ffgm isala;g

symbolssdireztly.- fﬁfaé?atlan is extracted frqm thgiz connection with
. . , & ]

* other symbeli‘gf their<system and.whatever associations they may have

with sensory‘éxPEfience. This digtinguishes symbols from cangrate things
?*f
and eventg,which canﬁaiu relatively more infafmatian ithin their shapes

5 o e

- fAnd baundaries, infofmation that, further, yields more diréctly to sensary

& - o ‘ r
actions. ( o D | '

That symbols can be used to represent objects and events one has not

experien d titutes their most immgdi§tg poyer, and gimgltaﬁeously
presents 'a problem Qf;accggs to their héaﬂing. Progréssive edﬁ;afcrs

. 1§i§ism of exclusively verbal§énd numericéi mode's of cénveying knowledge
inéélassruums cancentrated on the ,upeé%iciality and distgféicnsaef!undéré

) i

; standing that, can result from havingffi emplay concepts whose referents

i, R

_characﬁa:iging this as paasive" learning the pr gressives also anticipate’
'f ! : '

7

d

&

y

, i Ad,
have npt been directly experienced (Brcwﬁell and Hendrickson, &95, . Ini_

=
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ﬁd_ the paiﬂt of view w%ich Pi&get (%§7D) ESpecially had wcrked out (that \g;s;)
. .

thcught must be: develqﬁed thraugh actions é% ;oncrete “objects b ore it

. N & \sf"‘;)

héi Co can be oberationdlized mcra’formally. Piaget, hcwever, 1ea%§ us t%§the

| Ly . ¥

S :°P\ i ngé of a more p:gfoﬁnd level of the prablémch meaning; let Us say of

the problem of QDnthl over me%ﬁing, one that the progressives Siightedi o

L]

A . .

: s . v . 7
. \ ! Ihis is the :apa;ity Df symbolically represented knowledge to form and g

,transfgfm expEEience, to: afrange tha objects and events symbols refer td
By - g = B A ¥ '

. . in relati@néhips Eh,t are not simply indudéd fram experience.

] Abstracticn——Lhe :epafaticn of prcpert%g; fram thinﬁs and ‘events in
4 N -

their chtexts to define categaﬁies and relatianshfbéi -1s cruclal e} the

. :" : (

regulaticﬁs of ‘éxperience in médﬁkn 'society. Modern Scié;le, industry,

s - fiéulture, comme ,i, admin &tion, ccmmuhicatian, and warfare (haw o
¥ €

- =

-4 c¢an we leave this Dut?) all depend upon absﬁractian That chﬂldren and

: - [ . "\ &

yauths from ﬂifferéﬁt‘éect@rs of :ccieg§ have diffarent degrees of access

X _ {ﬂ this- mcde of Ehinkiﬂg will ‘be central EG questians to- be pursued later-
A‘A - . i
* in thls Chapieri Hefé we can DbSEé;E mére simp stically Fha; scha,ls
. in our soclety are expected to f@stet abst:aét thcught} Blum has specu-

. . 7 _ , t} ) B * ) I =
!‘/} lated tha t "remoteness from everyday life...ls an important eleme in
.. ’ 5 o . >

L+« 'legitimating acadepic knowledge in schools" (Blum, 1971, p.154)\. Why
=5 " s 1 ’ : -
' would this be so? The capackty of remoteness for legitimating aCademic

knowledge "derives in part from the part abstraction plafggin the control

of the systems of modern life. At least one-intended or claimed.function

cfiacadegic knowledge 1s the transmission of this control to students.

Abstraction itself, however, is not the only source of the remoteness

_ of academic knowledge\ Anothgr source is suggested more by the term

. -
"academic" itself. This 1s the Mact that the disciplines of knowledge’
: have been organized around bodies of informatiom and cdnceptual frameworks
“ .
‘;) e
5 .{ﬁ » 3
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\-* Ehat are c c vanti nal, Eﬁe knuwledge cgmpacts of thé agademies. Tbese

acnven:ians, more complex than thase cf the\alphabet,-link academics’ to
, g [

ﬁstitutés for them a differEpt

"';

“reality" ﬁram the realiﬁy of nonparticipants. As a "disgipliﬂg" becomes

N qqg aﬁather #n a common discourse tha;L;

E i "gubject" the eonVEntions bEEQmé subgerged, yet they continue to comn-

L

i %Etal meaning nonfthglessi The difference is that the learneg.h§§ less”

. Sa¥) - R
..\ ‘access 'to the rules bf a subject than a parent discipline, except the -
B _! . .:"' B ' : - 4 - b .
e s, most primftive rule of all, which is to replicate -the contents of the
: : ’ 3 * ¥ ) ’;-i 7
3ubje:t. g Co. ' T * 7y

. 2
R A final aspett of gcademic kngwledge is sgmewhat paradoxical in re-

"

lation to its basis in cbnventions. T:i;;is what Goady aﬁd Watt (1962)

. hatejgg;ineé;ed as the solitary aﬁd individualistic nature of writing agd

readiﬁg_aSEQémmunicationg Not only is_communi;ation through writing more
. | solitary Just mechanicailj; compared ﬁith talk, but there is ;ess oppar;.ﬁ.
tuﬁity,forlimﬁediate a@juééieFt of differences of interpretation between .
* readér and writer Eﬁagféetwéen speakérsg This can cut twé ways in é
l agsroom. On the one hand, writing can -be dEVElaped as a persagal medium

of EKPIES*?Dﬁ, and the discussion of writing, or reading done in common

can emphasize individual pupils' differences of interpfatatian. On the

&

x‘iT CT athef hand, reading and writing can be uséd to isolata pupils from one *

Vg

Y 'aﬁbther, however ganscicusly or unc@nsgiously this may happen. The process
. is mﬁatvé@ﬁépicﬁous in seatwork that is "busy work'. It also enters into

- the classic pattern of teacher question/pupil answer/teacher reaction.fol-

lowed by teacher question, as the teacher takes the presumed standpoint
of the author of a reading, especially a textbook, and monitors she pupils'

- ' ingerp:etatian of the reading Thislliﬂks the nature afkfeading and

) Rwritipg to” the evaluatian that Jacksan underscofes as §nother pervasive

ERIC  *~.
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v ° . quality of las sroom life. Readiqg and writing and their’ discu5510n

evoke evaluaticn; Ihey can further be employed to acggsiOﬂ evaluation,
where the latter is cefitral to thé‘téachérss_cantrol of the pupils' social

relationships, and.in the maintenance of the teacher's authority more
. N ‘ '
generally. N

' What all this amaunts to is that by its very nature the intellectual

material of Schcoling requires the learner's acceptance of cultural con-

B ; ﬂiE§¥igna at varioué levels of ébstractﬁééég Mere?afggn than not, héwevar,
o #
tﬁé giassrgcm teacher does not share with studénts thg inéellectual gains
aﬁé trade-offs of these canvemti@n%;jbgt requires instead the students'
- ’submissién tp avmore pergpnaligtié gutheritﬁ, the teacher's own kﬁgwléaga_;n
S Much of whaé we hgve been saying hateiabéut academic En@wledgé and
" cantral ;én be illustrated byv dlscussion Hughes recorded in an inter--
X ééd;ate éfade classroam.‘ |
Teacher: Incidentally, did the California Indians have a pretty
easy lle
Arthur: No. !
.. - Sy
angherfl Yé%, they did, Arthur. VDDﬁ't you remember? Who can tell
i : _me‘abaut it? .(Hands up) Eddie,
Eddié::}; (Tells about Indians not having to work)
Téaéﬁef: Why didn't they have to work as hard as other Indians?
Larry.
Laffyzé They didn't have zg}f;ggz.
Teacha;: They were peaceful Indians. But one fact.- One word will
answer it. Robert. : .
- | Robert: (Tells about freedomn)
-Eieaghgr;' That's right. They had freedom.- Rebecca. ) £
Rebeacca: Lctsécf f@c&. f ) ' v

Teacher: Yes, they had lots of food. Janice.

Janice: (Says more about fmad) .

Teacher: All right, but vhy di% they have lots of faod?

ERICC - T
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. . } %\\i . . »
. Child: * .They had all the fcn;d they wanted, o
_ . . l ! ' 3
" ‘Teacher: All right why? ’ ‘*
. Child: (commépts) y o ‘ : ¢
4 ) L T T : o
- .. Teacher: AIll right, but there is 'still one thing I wanted you.
- t@ say. - : .
't
e »!Child: (Tries to eElg abgut raising crops) I can'f think of the
A 2R .7 word, C e
. p
Teacher: Fertile.
Child: ' Yes.
) Teacher: I'm going to tell yDu I wanted you to think this out.
One reason was because of the climate. Things grew the
, year round. The winters were not severe and there was
Y always plenty of. food. ’
. ' . (Hughes, 1959, pp. 105-106)

Tﬁis is a rather haEhazard course of 1earniﬁg, fﬁr g;l cﬁild. The
rules Ehat ‘govern meaning are. opaque. To the extent that childfan have

o difficulty mastering these rules, cﬁmmunicatién is threatenedi and the
! ' -8 T . : '

;eachet'g questioning must serve a mprexgenéfal strategy of holding the

class together. The discussion above is skating on the brink of "the

disaipline" problem. Allow us to point to the deliberate pun.

jﬁéécsngrgence of classroom controls

Each of the three g§§i§ features of schooling discussed to this
point, the crowding of bupils, Fhe cc;pulgiPn of schoolzatténdance, and
the expectation that teachers will foster 1iceraéy, entails a heavy
exercise of control. Séill we have recognized at éach point Ehét-éhings‘
could g0 more than one way. =

Teachers could employ’;%frep:ess oupils' socilal EompetenciES; could
shafe more ofhless control over the céi:;E of activity, and could exclude

or include puplils in tﬁe explicit construction of kn@wledgg. . These passi—

bilities together with the constraints in which they are couched, constitute

Q : . .
ERIC ° . - 20
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the core problem of control’inherent to schooling. They are problematic

: . 4 v :
even before we raise the question of how social class and caste affect
. i !!‘l - , ) ) . , » b s .
schooling. Before turning to this quesiton, let 8s ask why the standard
. Y ) =t - I B . o ' s . .

1

classroom, the set of the more;testtigﬁive of each of thesegalternatiﬁés;'

- emerges as the most common solution to the:praﬁieﬁ of comtrol. The most

;encampaésing,explanation combines social ecology and developmental ésyghologyi

Space only aiidWs us to suggest. the érgﬁmen§ here, - .
" Re;éll that we have connected ,the three basic conditions of schooling

to the social, the physical, and the intellectual aspects of the teaching-

s . A ) . . @y -
learning environment. The connections might have beenmidraWi=in othex
N = . L o,

BN,

_ways.- For example, Foshay T;Q?&)iadds to-these three domains another three,

the ématicnal; the aegthegicj and the spiritual realms of the curriculum

and the learning environment.. In our view, these are variations on the

‘ _social, the physical, and the intellectual, emphasizing the affective ag= «

pects of judgments of the good, the b\«;z\a'1;7‘1:"’ifu,1,I and the true. The idea we

F %

- have attempted to set up is that the social, physical, and fntellectual

démains of eﬂvifonmenxéz‘mgt just in schools but more generally, tend to

be congruent ¥with one another. Intuitively, this idea is” conveyed by the

image of the standard classroom quoted from Goodlad and Klein on page 3
above. Operationally, it 1s best understood in terms of human judgments:
an individual tends to ef&egt consistently to one or another aﬁthatitj

for all three kinds of judgments to be made in a given énviranﬁént, intel-

i

. lectial, social, and physical, or matters of the true, the good, and the

beautiful (pleasing or tolerable to the“senses, etc.). Thus 1f a teacher

sees him .or herself as the ultimate arbiter of what is true in ghéakpawledge

realm of the classroom,.the teacher is likely also to assume the role'of

‘ultimate authority for social and physical questions as well. If'a child

L]
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per i res the teacher as the eutherity or net the eutherity, in ane ef

theee reelme, the ehild equelly tende ‘to eee the teeeher thie wey in the {

EEEE—— 'ggnef“regi”” Vﬁrying—the—peyeho1egie—ef*thie—newirlethue eey«thee—ier—éék—éée»

the teaeher to eeeept the ehild as the authority, or as an euthority to

',ﬁ.- a . be negetieted with, in eny of these reelme—-egein, mettere ef the tfue,

;;iE_ ,lvvjl ' the geed, end the beeqtiful—mthe teacher mus ; eccept the ehild as an er—. 

| _ ‘ bite: in the-remeiniﬁg reelme. Releting this to Fuller's theory of
F s I . N ’ : 3 .
’ _ teechere‘ develepment, if a teacher hee, perhaps inﬂ'edueetienieeureeei

e . I5

been pereue&ed of the velidiey of the child's own in\\EZeetuel'eenetfuetien

xﬁ—‘,
*,

of. reality, the eeeeher eennet act effectively on this without ee:;eepend~ '

ing views of the meening ef the ehild'e eoeiel and phyeieel activity rh;

1

: o _ (Gf Hervey, Prether, White, and ALCer, 1966) The feet thet teachérs are )

preeebly net eeneeioue ‘of theee dietinetiene, and ehildren eefteinly net'

S ee, in the everyday running eeuzee ef cleeereom evente, does not eontre-

) diet, but rether edde weight to eur beeie supposition. . In ehert, an |
*iﬁdividuel tende to leek te eemeﬁfeuree in an envirenment . be it eelf or
other, to detefmine whet'* "right" in all matters. T

' Environmente influenee 1ﬂdividuele judgments through both their

pra gmetie and their eymbelie propertiee. Individuel desks feeilieeee_eere
tein behe rs end impede others. They also eignifg ehet certain heheviere
are expected end ethere not expeeeedil Each of the th;ee beeieleenditione’ﬁ
of eeheeiiﬁg‘eenveye fifete—initielly and most emehetieellyéaehe message -
that the teeeﬁer ie-eupeoee& to be in control. The hefdené of;ehildfen

o

Uinte so iel ei;uetiene to which their rules do naqt apply, ehefexternel

:eguletien of theit energles, the eenventiene ef knowledge ‘to which they

muet eubmit, all eignel thet the teacher is to exereiee eontrel. HFfegé'

ally end eymbeliee;ly, theee eonditio s ei nforce ene enether (Finn,_

1972). To be ehenged eignificently, a eleee%ggg or echool must be impeeted
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physically, éeeielly;ﬁené igfelleetueliy'(Sereerﬂ;‘IQ?l).

ERIC

Diffe EE ﬁiﬁ,EE”bEV’E‘WE, Eﬁ—r}l:ee sfggigjge e

'The diffefeneee iﬁ eleeefeom ﬁufture thet eppeer te be assoclated
-4 P
gh différeneee emeng ehildreﬁ are. beet underetoed as Verietiene<zﬁxege

' etanderd eleeeroem. A greduel eEeumuletion ef etudiee, eepeeielly in the

ethnographic mede, ie filliﬁg - de teile ofvtheee vefietione.
Mete (1978) obeeﬁved eleee goms in the upper end lewer treeke ef .;

'three junier high echoele in a eity where it was the poliey thet_e given

@ H

t both levels. The academic separation

‘jﬁfff.fz’?’f el

teeeher be eseigned to pleeee
AFTE

ef the children wae beeed .on prier eehool achievement, which prebebly cori-

tributed to the. feet thet it was etrcngly eeeeeieted with social class and

ethnie eeperetien-seinee pfevioue eehool expeeience, not juet ability,

is refleetee in achievement. The upper tfeek etudente expe:ted eehoel“tee—

' . inflienee their growth eﬁd to_be treated as "junier pertnere . i.e;, to

have their opinions taken The lower treek'etudei;} did not see

P

any juetifieetion fer‘ﬁe'ferming the tasks of eehooi,’exee§t that, as in

St

S . . . v o , %
Herndon's classes, that was 'the way it spozed to be", and they did not

Hevelthe upper track students' sense of efbprietefehip in the school.

' Metz writee,‘

Eo: teeehere ene,ef the most impertent aspects of etudeﬂte
behavior is the ehallengee which all classes make as they get to
know a teacher and attempt to establish patterns to: ‘their own
liking in areas of disagreement. eeehere in Canton were system-

" atically questioned about these ehellengee, and all agreed that
they were a fundamental fagt ef classroom iﬁtefeetien.

” Most egreed thet studente in Tracks Three and Four posed
/ theirs primarily through overt physical or verbal disorder, while
those in Track One and Honors Classes most often test- the teacher's
~ mastery. of the subject end related intellectual matters. (Metz,
©1978, pp. 4=5) .

N\ . o - 5
When the ehilgren engegeglin explicitly ,preeeribed behevier in

eleee, it was more boietereue, e;preeeive, and public in the lOWer tracke

o
LG

1



and more privete or eneeky" in- thekupper tracks, - (?ee elee Sehweftz,

1976) Teachers, in Eufn,vr sponded with different management and dieeip— ’

~ i 131?*Eeeheiquee—in—the—uppet—eﬁd_lewer_t:eeks __Ihe_let;er children = -

 were eeeigned‘mefe to ;ndependent‘reutine written teeke which cut down é-
\\ . ; on the oppo rtﬁnitﬁ for eelleetive interferenee, Metz epeeuletee thet
| hie was also more eomferteble fer the ehildren themeelves, a8 they ﬁeﬁe!%
ileee expeeed to publie feilure in independent werki The upper treek etude;Ze

# =, !

were engeged in more class discussion., Teachers less eften felt they had
to countervene behevier iﬂ the upper treek cleeeee, and when"they did, an”
; .
academic etretegem, for” exemple a queetien aimed at a- nepping child, ueuelly
",7..:' eu&iieed to feetere the expeceed order. In the lowe "”k eleeeee,‘teeethg f
ettempte to queil etudent misbehavior were hereher, more protreeted, and’
fu:ther rEméVed from the substance of the ecedemie teek eoneerned

‘Metz's study etrengly euggeete an interpretetien for the Geodled end

" Klein finding thet elreedy in the primary gre&es? dieedventeged ehildren

. were eeeigﬁed more to eeetwerk Dne eould ask, hewever, if this 1s net

On the basis of still ether etudiee. we weuld argue thet in most cases
it is ndt? The kind of "independent" eetivity that is invelved here is-

. . Eypieelly assoclated with low percentages of time engaged in the preeumed
task. G;epnie;(1978), in ecological ebeefveti;negef‘eeeend‘grede'eleeeﬁ'
Tooms feeommenéed as exemplars of eeverel diffefeﬁt models in Project é
Fellow Threugh (the primery grede eequel to Head Steft), found that, ecrese

Vthe medels, ehildren tended to be "on task" only 64 pereent of the time
ﬁthet they spent in those selfspaced erithmetie end 1enguege a te activ-

- '_ : itiee whieh they hed had no pert in selecting, end the meteriele of which

_contained no explicit feedback to confirm ehe correctness of the children's

ERIC
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f@peratiens (an angwer card answers in the margin, manipulative materials,

. ete.). Iime*aﬁ task dragged t@ 61 percent 1f one considered just thc e

. EE situa;ians ﬁhere, in‘additien,‘the :hildtéﬁWWEfé'aiéééuragadriram Intdr=
- Eetiﬁg with nne another. I%:éther wofds, the children intaragted anyway,
- and Ehe task materials, furniture arfangements, and teacher "desis;s"

(cf. Eﬂunin, 1970) ;anvgyed mainly the- message Eha{ interacti@n was, nct

it

.. .. relévant to the task! Conversely, the same ' children--"disadvantaged",

" of ceurseﬁawefe’pfégressiveiiiégifg on task as they gained more control '

over self-paced- -activity, i.e., as they “could interact, were provided
: 5 - ‘ '
‘with magerials that contained feedback, and had at-least some choice of

the specific task they pursued. However, .these more consistently learner . -

eontrolled canditions were relatively scarce in the self—pacad_aritﬁme;ic'

and 1anguage art%tactivitiés, i.e. the EEEEWka,}Df mast of these clgss—
.

rooms. A v riéty of_ﬁther studies Ce g., McDonald, 1975) suggest ‘that -

incansistent, 1et us say "law suppart", canditiang predcminaté in ClSSEﬁ

room seatwurk generally, with :orrespondingly low percentages of tag?
-4

' engagement. :Finally, there is mourting evidenga that time ‘engaged in acad-

- * ) - o

bgmig tasks is agsociated with achievement in those tasks (éggi Fisher,
Filby, Marliave, Cahen, Dishaw, Mocre, and Berliner, 1978). Thus low
task engagament predicts low achievement to which we must add. that it

is 1likely ts\generate, if indeed it does not represent, alienation,
rd

Further aspects of recitagian or disgussion in classes with economic-
E 2 .

e - ally or ethnically minority ahildran are impaftant to note., A pattern -
)

- ’ : reported in a variety of studies iﬂfglves the“ teacher's asking more con-

crete questions cf lgwer-income than of highef—inccme children. Lea&ock
Ay

(1959) abserved this in afithmetic, reading, and social tudiegwiﬁstrég—
tion in contra&giqg inner :ity elementary schoal classrooms. Leagock

. 1]
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stresges the cnnsequences of " the psttern, the perpetuatign af the cate—

gories f th 'ght that contrel relationships in sochety and bétween saciﬁ:z

"

ERIC

:ét&iaﬁd naturéi CSEE alsc Keﬁdie, 19713. Smith and Gecffféy shbW'how B

Gaafffey shiftéd his level af questinning in associal studigs lesson fram
more absttact tﬂ more- cﬂncretg in nrder ta thain what he fecnggizedias

%

Sl correct answers from his students (Smith and Geaffrey, 1968, P. l79) =

erWithaut our denying the socializing effect,this 1atter explanation,

closer to the class:ﬂom, appgars ‘to be very impartant to attend ta. -(See N

) Turnér, 1974 on the quastioﬁ of teleclagical explanation here.) .It

,is inﬁriguing in this conneéction ‘that Goodlad and Klein fcund that most

7?“'%5’ of the childrén's answers to the questions they observed teachers asking’

 primary gfadé classrooms were corrgct,  Perhaps one could Emend Ehisﬂ
* to -say the answers were 3;92"§§QVE§ the teachers, ingludingAin this way -
“the device by which a teacher "accepts' an unwanted or dive:gent answer in

‘the process of'dismissingﬁit,pas in the California Indians discussion

) = N Y R .
quotéd_abovaﬁ, thaining,cafragt answers seems to be central to the use

" of recitation to manage a éla ss, ascmuch as t; develop knoylédge'an& un-_ -
éérstanding in th 11 own righﬁg Where children have less access to the
knowlédge in questi@n ahéad of time, or from their aégeriencg, éhe fifst_
ta;tig appears t@ be to. cbtain the answers from other children in the’
class, the second tactic to lower the level of thelqu stioning, and the

j:thiid to dissolve the discussién in favor of seatwork—

- A numbar of saciolinguistic studies, asp&gially Boggs (1972), Philips

ig
(197é3, and Lein (1975), have called atténcion tg,the antrastvbetween thﬁs'=

. individually oriented interactive style of the'gtandard clasasroom, and

thé Egllectively orieTted interactions of miqprity zhildren in their own -

.Subgul;gral settings;&%}he children in the abgve mentiatiggstudies, native

= - » -8 i ) L’—,_—.»i. & V LN ‘ .
. : W\ Lj;_‘ J . .
. : U : ' 4
: : . R .




Jlaathe to cﬁmpete against anéﬁanather in the présence oty an adult authar- y

Hawaiian, American Indian, and migrant American Black, were found to be

LU

vity, specifically in the 1anguage game af the standard c :,,'

' childfen in classrgoms generally; Raberts (1970) analyzed various mani—

;Sf relate to each other, we will not~ relate to the teacher, In-

S — . y _ _ e map L

that it is a _ few ehilﬁrea .who dominate the disﬁussian iﬁ%PDSt glassrooms »

one mighg :elaté this observatiﬁn tc the éolléctivizatian of subardinate

kS

festations. af the'proﬁlem Df*géﬁtrol'iﬂ urban junior high school class—

K £

faams.v Teachers tended. to canduct questionﬁandéanswer sesslons or indiv-

idualized wnrkf&in neither case utilising and develaping the students

& -’u

, , ¥,
'relaﬁicnships to>aﬁé another. Even the. relazively rare "group wark" cbe

. served was used gs a device for funneling‘aﬂrrect answers to a teacher,

e~
or for pitting one group agéinSE ancthafi RbbégtS“ig;afp:e;ed the stud-.

ents' responses as gfoup reactiuns nonetheless: - T e -J!

'Structurally, apathetic groups are f;agmentéd assgrtment5v~ﬂwmw3
of persons united in one purpose: *Lf we can 't be trusted-to : :

contrast to the silence of this covert rejection, -thé ovgr
Yeaction against guthority produces a structure consistijﬁggf
strong subgroups, each with one aim: Destroy authority and
nullify the structure of one-to-one interactlon with” the;
Eteacher. (Rcbarts, 1970, p. B4) -

It is inceresting ta éxamine in the light of the above discuss;nn

the DféggisjgiIECt In strugtion) pragram of Bereiter, Engelmaﬁn, and Becker, .

"which has pfa&ucei'the Stfangest academic achievemént Lest gains of the =~ = .

various programs in Prcgect Fcllcw Thféugh CKEnnedy, 1978). The prggfaﬁ

v '*" -7 " *

o

;ffsfiﬁfuses he ﬁ;aditi@nal classrﬂam recitatian and 5eatwurk settings with

*'\,
béhaviaf m@diiicatian pragtices,. The seatwork assignmencs are called .
o o \ _ .

"take hame’", signifying that they will be taken home after they have.
been Qampletad correctly--a switch on "homework' that is often the oc-

casion for failu§$ at home. *Tha take homegs are programmed. On a given
' _ _ <
day they can generally be dane in whatéver order E;Eh'child determines,

i

-

L]
L S
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iﬂ between reeitatian periads. Dthérwise, the %}Eﬁ %ame setting resembles

The fegitatiana, taa, are pfggramméd
e S R

the canHEﬁtianal seatwnrk setting.
\ -

to praduce high IEEES f correat respanses ta Qoncept aﬂd skill pattetned,,

ecitations iﬁVOlVé mass ghafg}

L ‘:
s ) Eut Ezi;; single answer, questi ns. The
. chanting, ‘Children alsa recite individually on :ommand but there is no . st*"ﬁk
T ! ! i . o
be selectéd by ‘the teacher, s‘r’ha behaviar of the :‘egcher
: . S L

;ﬁﬁa ‘waving
'is prgscr bed as clasely ag that o :f the pu pils
_The fagi tﬁat thrEEIquafters cf the dgy in thégewclassraams ig al—: _
: . . :
arithmetic, ccupled with t;; fact that much v L

T Eﬁcated’ﬁﬁ language arts .and
% . i Lt
' 'l;tivély on-ta task recitation séttiﬂgs, {s
gy R -
ts af the Dregan pragram.

of this time is spent in the
/ thé'éimpiesﬁfexplanation for the achievg@entrresul

et - =3
L / Apart ftaﬁﬂthe a’bievamént questian the samewﬁat
tting, and the pnsitive cast of the re&itatfans, espe&is

'y

¥ Lo
Ehef support canditi@ns

/» in the seatw ork s

ally the EOllEEtiVE responding, appear to reduce the disgrder and alienwﬁk
_atiﬂn commonly’ found in:c%asgraams with miﬁafity childrenf. On the gther c
hand,; the Oregon prag?am 8 éxgiusively standard ¥nglish a?ientgﬁicn rejects

. the langudge of the children's cultures (111, 1977) and its. total pro-
ccept in the

gramming allows for no differentiation, amang the Childfén ex

»
rate at which different grgups in the classroom progress.
It is prgbably no accident that the highest achieving pragram in

#

Fo l Low Through mast clcsely resembles, and builds upgn, ‘the traditional
Intriguingly, the teachers wham Stallings

' 1assraom (cf. Stallingsg 1974).
(Dp. cit.) had observed implementing the Oregon program most in accord-
One might

ance with the model expressed the most dissatisfaction with it.

speculate that the mndel had enabled them to incfesse control of their

L
Base | g sesadmsnifipeiten 1§»§ \__qla el

classes and thus to resnlva the major ;ancerns of Fuller 8 initial teach~
ing phsse, and that the teachers then were ready to change toward a EDIE

differentiated, child orianted_clgssronm,

L]
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- " An example of the Iﬂﬁtéf eén'bg'understncd as*a furthér-variant, let

-us say an Qutgrawth, of thg;standard classroom. Mafshall (1972) repntts

- . .

iy

ERIC

— A &

‘his sﬁtuggle to establish a nonauthoritarian disgipliné in a sixth grade

_classragm in an inﬂgfscity, lﬂw—income Black mommunity. During a first,

tu:buleﬂt ~year the

fram the frant Qf "E'rgom and pee: control frém'tﬁe ﬁack; 'Sléwlv, in

‘a secand and third year With new Etudents, a lgatning stations approach
- evolved, shaped alm t as much by xhe students as by the téacher.; Marshall
=summarisgs the major differences of the system fram the conventioﬂal ‘class-

, room as fo ll wsg .

i Kids sig;in groups Spr g@d araund the room rather than in rqws.
2, Worksheets in seven subject areas (Math, English Social
Studies, Spelling, Creative Writing, General, and Réading)
are put in pockets sgatﬁered around the outside of the foom
every morning Monday through. Thursday -ja v _ .

h

the room and do the worksheets in any order they like as P
long as they finish all seven by the end of the day.

4, The teacher's role is:mnot one of controlling the class or
teaching seven subjects (or even one) at_the frout f the

room, but’ rather: (a) writing worksheets for seven sub]ects
the night before and running off copies first thing in the -
morning; (b) moving around the room during the station time
helping péaple with the work and any other. problems,‘(z) plan--
ning other activities for the remaining part- .of the day after
the stations are finished; (d) correcting the stations with

@ the whole class in the last hour of the day; and (e) evalu=
ating progress in the traditianal subgegts w*ﬁh tests every
Friday. . . o

Harshall's do;umentation——students writiﬂg, sample worksheets, and

E‘i,

photographs cf the tlasstoom=—show a*high level of adaptation betweeh

teaghér and students, for example iﬁ the acgomcdation of concept and sklll

‘ instructicn to sﬁudents concerns (the. reason for writing the wo*kshéets

the night before they were to be used) Mafshall éystgmatically.llnkéd

=

 everyday events to more general categories of *bcught, 1H15 s*udents ; .

szafted out. behaving no less obstraperously _ﬁan Herndon 5, but in the

F -
) , : . s,ég.

A . 3 ‘3 i;_ _ £
: . o oo . . £

lassroom yawed back and forth bétwaen teacher éontrel

3. On these station days, the students are free to move around .
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"end their intelligence and ‘sociability were directed more toward educational
goals. ., .~ . [ ‘ S S C -

- A Y

IR " Ope ﬁ ?77§ ooms represant a still greater departure from the conveﬁ—'”m

tianal élassroém, particularly in Ehe wider .range of Dptiens fo@factiv—

E

i

e -more Q;»less following from these zandisiﬂns, Ehdilegser time they ai—

locate to academic instruction (Grannis, £978). As open classrcams tend

to Eg concentrated in the primary gradFS; g‘éoﬁ"iiscn to Marshall's class-

' ' ‘,raam'ﬁight be»iﬁap?rapriatéi AIhébrétiééiiy, howevegg open classte
an alternative at any grade level— What fE'import nt'to n@tigé,hefe*i s

’ ’first, that they cptimize the possibility ﬂf the pupiis ' gspeciaily

&

. younger children's, reguiating hair intéraztions th:ough goncrate a:tiv—
- . . B
e ’ﬁ. itiésg Ross, Zimiles, and Gerstein (1976) observed much higher frequenciés

f‘of interattion, especially initiated by childIEﬁ, in nine opén classrocms
‘than in four traditicnal\FLaSSfcomsg’all of which glasStqcmg were iq

;o public- sec ho ols in,. lower—income inﬁér=¢ity geighboihoods: Similar findings

ohtained»fzf two "deﬁgiap:éntal"-(Eank Street) and two traditional class-
LT 14 . : : .
d

i\' raomé»inimiidlEQincamé schools. “ Y
T) ~ ...when the content of the ateractions is more closely analyzed,.
important qgalitative differences among the four groups are seen.

In the classrooms of the traditional groups, for example, a much
% .. - - - -larger proportion of all Gives Information interactions was cor-

' ' cerned with rote and routine behaviors compared to clagspooms of
the nont:ad%tional groups. In both nontraditional grgups,.téo,
most of the cognitive statements were distributed among subcate-

+ gories representing higher-level behaviors. The proportion of
.. questioning behavior that dealt with routine inquiries was highest
in the Traditional Lower group and 1owest in the Develﬂpmental
*Middle ‘group. The traditional groups' expressive interactions
‘more often involved expressions of need (social, physical, and
' task—rélated), whereas the nontraditional groups had a greater -
ptapartiﬁn of expression of prafergnces, of feelings and atti-
tudes, "and of ‘concern for othe¥s, The larges; differences in
subcategory patterns.occurred in relation to the, category con-
cerned with representational and symbolic behavior. Virtually-
“+ all of the interactions-of the two traditional gloups involved
;- reading-drill activities, while the Bulk of,thes, behaviors in

]
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; axptaaaian and a. muah widar variaty of experience invalving
_ ‘symbolization. (Raaa, Zimiiaa, and Garatain, 1976, pp. 47-48)
o P y <

Fram a quaatiannaira;aurvay of childran in two parochial middla

_ -
LT haal* Franka,SWiamar, aﬁd Dillen (1924) foun that the opan achaal

childfan judgad each oth?r as good or bad atudanta more, on the baaia of

vv '_achaala in. lawar—incama ﬁeighbarhoada, onas%a\épan and ana a traditlonal -

faatara ralatad ta peer intaraation, wharaaa tfaditianal aéhoal ch dren‘i
ampha sized aonfarmity to taachaz authority and da—amphaaizad attributaa
impartant to .peer endaavara. It was also found that ﬁha 1abaling pfaé

_: aaaagwaa 1aELVE1y rigid in the traditianal achool the labals gcad ‘and

-

bad be ing diatrlbutad among a amallat praportion of ahildraa than in the -

~ open: aahoal - R .
_ o I
Qur diacuaaion of the culture af claaarcama with minarity students -

has led us into discussing altafﬂativaa to the atandard claaaroam,'in

E

part to demonstrate that tha way is is auppoaad to ba is _not 'the Way lttt:% .

i

@

L haa‘to ba.. Hawavaf, it could be fataful o ignore aéudaﬁta , -and thelr
parenta , 1ldeas of what school is suppaaad to be. Barth (1972) has
ahfoniclad the fai}ara of a :ash into apan education in #ne ianariaityv
alamanaary aahaol- Marshall took great care to arriVE at a alaaaﬁaam ayaé
tem that was- meaningful to his atudaﬁts and tha{; parents. Baanatain
(1977) partiaularly has raiaad the quaation ofqﬁhathar tha more "viaibla"
padagagy of tha traﬂﬁt;a clas sroom might not hava more curranay far ;

. "lowet=income children than tha ralativaly "{nvisible" padagogy of tha

ﬁpan alaaaraam—-though Bernatain s analyaia is ofianted'ta Brit ’sh acciaty

and cannot aaaily be tranalatad into Amaricaa terms. ?ﬂ

.- . - ' Muah of what we have writtan hara about, in affact, tha claaar 's

i

atataatyping bahavior patterns for majority and minarfty atudanta, appliaaa

to the ”'135 of boys and g%;la in claaaroama. Lee and Kedar (1974) have
. »
apeaifi:ally afguad that teachers favo: docile behavior in thair attempts
Y

to :apa with tha crowding 0of children in tiﬁfclaaatoa?, and that this Te-

FRIC -3¢

& = - . o
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T aulta’in mnre pnaitiva aanctiuna far girla , -and mofa nagativa for baya\,

traditianal-aax roles Lightfaat (1976) has aallad férthar attention to

s s

ERIC

LA

5

tha daubla Jeapardy “of yéﬁﬁg Elatk—girla——ﬁhu—maydiearn*a—ﬁura~agresaiii=f4¥'““ i

P —

' caping étyla outside af achaal, and thua do nat confarm to the nurm af

i = - ' N : - -

girla from the majarity :ultura.,ii 7 fi o g o :

F m Gaudlad and Klain s atudyii aummafizad at the cutset af our

ahaptar, it would be aurmiaad that alterﬂativ s t, _the standard classroom

are vety acaraa, at legat by bahaviural atanﬂarda. We ha%a afguéd, iga} Coa

daad that thara ara raaaona to axpact them to auntinua .to be scarce,

Epatain and McPartland (1977 1978), howavar, fram a queatiﬂnnaire aurvey

af 7361 atudanta in the alamentaty and secondary achaala af a caunty publia

= - . l

! achaul ayatam, did find substantial variatian betweean aahaala on a measure 4

formity to thaif own diraatiana and ideaa, and whethar teachers raaarvad

of what they aallad “fafmal school atructural pfapartiaa of upan ness:"
individualiaatian af instruction, tantrol of atudant :anveraation and move
mantj control of atudan ass gﬂmanta, and fraquanay of auperviaion of

.

student aaaignmanta.v These prupartiaa were oﬁiy alightly'aaaogiatad with

tha open plan architettura of ‘8ome | f th schools, but might be attributed

oy . .
to the axtanaiv; devalopmantal affarta of the school ayatam in quaattan.

The schools did not diffat aignifi an 1y on what Ep ain and McPartland
rall "infarmai apennaaa ’ including whathar taachara axpactad originality‘

L] -
.and’ paraonalsapiniaﬁa in atudanta claaawork aaaoppoaad to alaaa con-

1
-0

= L 3

' . most-of the daciaion=making praragativaa for themselves or extended de- _ <

ciaiun=making appartunitiaa infarmally to atudanta. till, whila“t%éfaﬁ

a X-

Axwaa nat between school vigéatiun on informal dianneaa, thara waa within

achaol va:iatian on this measure. Furthermore, the informal propartiaa

e



were ettengly eeeoeieted with ﬁeneeedemie etudent outcomes such as eelf—,s

i-relieneefgnd ettitudee towe:d eeheel while the formel propeftiee were

‘to, heve only a emell effeet on theSe outeomee. (Aeedemio echieve— ’

s

four

pent was not effeeted by either set of pfopertiee ) .The eeeio—eeonomic

&

tetue of the students was controlled for in these enel se e.
. -,e; Reasoning ffom the lack of dlffefeneee in info*Fel opennees oetween'
" the open end‘traditionel eeheole, Epetein end MePartleﬂﬁ e st thet o
: teacher pereonelity might have eontributed to the within—e hoo differen Py
., /i' in informal openneee.' This would bring us back to. Fuller s idee of teeehere

developmental stages,. and our realization of thé fundementel eonetreinte
‘on teachers' yieldiﬂg control. over classroom events.

jA.feeent study Ey Moos (1978) differentiates eeeonderf sc

rooms more broadly then the Eoeteiﬁ and Heﬁertlend study, ejd nig

- taken as a "state of the art' exemple of the meeeurement of eleeeroom

eli nte? Moos administered the Cleesroom Eeviroﬂment Seele (CES) to etuﬁﬁ
in 200 eleeerooﬁféf rom 3§ eeheele, ineluding publle generel high wi _ v
SA;;VF o '

schools, voeet*oﬁel, privete, eﬂd elternetive high sahools, end Junlof

f_

high sehools, located in a veriety of eommunitiee on the Eeet ene Weet

‘! coeete of the United Stetee. The CES ooﬂeiete of ED true—felee items

@

_which fall into nine different sutheeles, each of wbieh measures stud- }}‘;;

ente pereeptione of the empheeie on one- dimeﬁelon of classroom climate. -

Anelyeie of the students’ reepoﬁ s ylelded £ e distinct Clﬁetere of .- v

eleeeroome. eontrol oriented (47 eleeeroome), ehenge %iiented (44 class— S

' roome), effilietion oriented (26 eleseromﬁe), teek orieﬂted (AZJtleeeroome),

S T end eompetitioﬁ oriente& (32 cleEeroome) Four eleeeroome eoulﬁinot be
s loeeted in eny‘elueteri One oi the-intereetiﬁg details of these petterne(j,?“

}

1% Ao

o - o v ST
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is that withiﬁ twa of thé clusters, affiliatign Dfiéntéd and tgsk Dfiéntéd;

=tthE were twa subclustérs, one with an above averagé, and the other with

el

515 i@’ vgrage, emphasis én teacher ccntrcl while witﬁin the campetiszv

Y

ticn ariented cluster, there were thfee subclustgrg, one having an abuvgv x5j7f

= : -

. average,-aﬁother an average, and the third a belaw avafage, emphasis on < ;

.teacher control. Thus vgriations cn-éontrol antinue to be central .in

=

QGS' more fina gfained analysis‘ The compé;ition Qrientgd 'bglusﬁg:

’ith average teacher control was further distinguished from the'éthéf '

L — rtwa campetitian gubz;usters in having a gfeater than averagg emphasis on :

b

"teacher support" or Parsonal—affective teachefsatudeig relatianshiPE,

Moos labels this a suppartive; aampatitinn=oriéntad type, a8 gpposed tga“_;g o

the “structﬁfér" and unstruetufad" gémpétig;gqr cdentedstypes of ‘the

e
_ather two of thase subclusters .

&
LN
w
E

Mogs alsa adminiscered a questiannaire asking the. studeﬂts how sat—a

isfied they. wéze with their szhcol, their. class, Ehe ather students in -
= R 2

the class,,theit teachev,fand their leafning in - ;hé classg' Analyses_of

variaﬂae were conductéd to ascertaiu the Extéﬁt to ﬁhiéﬁgﬁhéseffive Studeﬁt

Rt
P

satisfaction va i les discriminated am@ng batﬁythe five clhsters and the
S

_gig3=subclu513fsi~ Satisfacticn with schaul did not signifi;anﬁly difs

R % it

'§hér4§ﬂa%gsis.. Héwever, "each of thevothar satisfaqtign

i _ - o ORIERL

' : . N . ' ’ * g ) . _
riables significantly difﬁé%entiated among clasé gypés in both sets: of.
N A '

% .

_ﬂalysés.’ We, nctice the parallel to Epstein and MEPartland ' fbndiﬁgg.

. oy -:-i.#

a f satisfiéd with the clagsf the tegchef, and the amounﬁ of .
L material they were learning. A similar. %a;tern of résults .
sl : occurrad in~the. structgted task oriented:classes and, ‘to a :
I ‘somewhat lesser extent, in the unstructured competition dri-
ented and affiliation oriented classes. Students waralﬂﬁlatively

LA i . . : B "?
Yo > e . r.

'i“.a'




I—msteria;,

4

- héﬁéver, ‘the

Emnre satisfiad with iﬁno

if’clasSES;‘

igher expec— .
“Finally.'

tatiaﬁs abau

(Haos, 1978, 60)

Com _'j
Yo

!student—sfuden af iliatign. :

- Ma§5'>diséussiaﬂ- the;e findiﬂgs Emphasizes the discﬂvery of 47 e

classraom almas ;ex usively criented toward teachér ccntrol of stuagnt

v.@.i -
B \ ; & }.‘i 1-3_;,.

behaviaf", and tha f_nding that 5tudents==and téachers—— WEIE in general

" £

7 tiﬁnnfientedthan with contral Eriented

”Further,:’*f
R X Thé relative de
'%:{pettant in mcderatfn
,otherthree types of ﬂlasses&‘ The results suggast -
- 'ture is basidally pasitiVEly rélatea ‘to student and’ teacherxif
. satisfactLOn, unless. that"stricture: 1§ rigidly imposed on X
students in a. ncn-suppcrtlve nontext “A moderate. degree of
‘structure (particulﬁrly clarity of éxpectatians) in a class
oriented toward student=student interaction and/or teacher -
,15h§¥oft relates positively to student ;ﬁgglvement and satis=
faction and, to a somewhat ‘lesser extent, teacher 'satisfaction
igge These results highlight the negatlve implicdtions of

room disruptlon and:laék of teacher preparedness, as well
ag the impartanaéraf structure around rules and the predicta=~« -
bility of the'en%ircnment. A ‘classroom that is "out of comtrol'
i_'ﬁbt a pléasaﬂt experiance for either teachers or tudents.

ifhe gvidence from the task orientad classrocm' indicates

_ 5 . ~ The, difference 15 in the pvekall c ‘

he dontrol: Qéﬁﬂrs. The structural) cﬂmprtitian, v

_ , [assés placed more émphasis on student affilidsidn, =~

- tgachéﬁﬁéupport and innovation than the structured task or ented e

" -classes, - Thus, the’ same objective" level of teacher controi o
may -be pereeived as more restrictive and rigid in settings’ o
whi:h lack’ Emghasis on the rélatioﬂshlp‘dimensiéns.. Convergely,'

‘ an-emphasis- on organizatlnn and structure may be perceilved
positively in settings which are-also moderately warm and .
suppertivei (Ibid,, Ps 53 64) o
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lselvas, the judgménts gmplicitLyt

Ve began this chapter with;tﬁe:égsefvaticn’that classrooms every-
vhere are "diffe:enéﬁ and the ﬁsame"; Our analysis aétendédgfirst to
the gameness ef clasé;éomé,'bﬁt in thgsgwlast pagés it has’recognized_
more theéiffazgnzes between claséfodms. " How can élassrooms b§ both
same an# différé;t ﬁe Euggest that this is largely a matter of point

of view, When classragms ar fﬁmpared with other Séttings, including the

alternative Eduﬂatianal settiugs that are the refe:gnce points fo: the

Goodlad and Klein and the Martiﬂ Report judgments, they app&at to be

more same than différent. When ﬂlassrcams are ccmgaredﬁagainst them-

accept the constraints of the classroom

Sipuatian, and differences stgmm,f"marg from the students’ and the

teachers' styles become more préﬁineati ‘Moos in his use of the term
"relative' to characterize differént levels of student satisfaction, and

his'discussian of the importance of structure in the classroom, recog-

nizes the bcunda ries of th

l;ssr om situation,

The flnﬂiﬁg of differences dces not diminish the need to explore al-

o
]

ternatives to the classrgomi Our analysis of the classroom. situa-

ation Was made us more aware of how far-reaching alternatives to the clasa-

room might have to be in order to develop fundamentally different educat-

ional péssibiiiéies. It may be that the most si,ﬂificant éhéﬁgés in class-

rooms would only be pcssible if the bas ié condit 1th of sch@alinghaagain'7

g

T owe géan the pupil teacher ratio, the fixed time frame, and ‘academic

PR & ) :
testing -were so altered ;hat the standard classréom simply would not work.

This is a different way of fenderiﬁg Lhe conclusions reached by Goodlad -
and Klein and the Martin Report. One wonders what effect a new under-

standing of these things will have upon education,

3

ML
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