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ABSTRACT
PEOPLE AND LEARNING: A BELIEF SYSTEM
By

Janet Krulik Runyan

The learning process discussed herein is based
upon specific beliefs about people and the way they
meet their needs. Chief among these beliefs is one that
says while people all share common thoughts and feelings,
each person attempts to meet these needs in unique ways.
People need, and deserve, enough freedom to "be" all of
their uniqueness and they need many opportunities to
explore and experience. This is the process of human
learning and it can be exciting, challenging, and joyful.

Rules and regulations, competition and evaluation,
and expectations, all severely limit or restrict a
person's right to be himself, to act spontaneously, and
to select his own learning experiences. No one can know
what another person should do, or learn. Personal growth
and learning experiences are most rewarding when "teachers"
are facilitators of learning, helping each "student" to
learn the things they are eager to learn, solve problems
thzy wish they could solve, and answer questions they are
curious about. This type of learning is defined by those

who want to learn and facilitated by those who want to
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slhhare in such learning. Learning facilitators can help
to provide such learning experiences by themselves
becoming more open and more honest; by being accepting
and supportive of all individual differences; by discard-
ing expectations and manipulations; by sharing their
dreams, their fears, their problems, and their feelings;
bv caring; by loving; by assisting and aiding rather
than directing and forcing.

All of us need to express and share our feelings
as well as our thoughts in order to experience both
erotional and intellectual growth. The dependence and
interdependence of the emotional and the intellectual
is important to recognize. Our feelings and our emotions
don't disappear just because they are ignored. Personal
arnd interpersonal factors do influence learning and
motivation. Our research tells us that this is so. But
more research is needed using various conceptual and
operational definitions including both comparative and
longitudinal studies.

The activities, the feelings, and the behaviors
of the people help to determine any environment. Environ-
ments that are conducive to exciting, joyful learning
and personal growth allow for decision making with
students where all opinions are encouraged, shared, and
accepted. Such environments plan for and make use of
feedback from all persons in that environment. They are

stimuli-producing, focusing on self-directed learning.
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They are non-threatening, conducive to the meeting of
individual needs and self-actualization. They are warm,
non-authoritarian, and supportive; non-competitive and
informal; they foster respect and trust; subordinate-
superior relationships cease; and, perhaps most important,
they are open or unstructured. People will create their
own learning environments if they feel free to do so. At
the present time, the organizational and contextual
environments of most schools seriously impede the creation
of environments that are consistent with the type of learn-
ir.g described.

Learning programs compatible with the beliefs
stated thus far are available and are being used in a
few schools. Such programs include many options and strive
to help people develop and understand both their intellect
and their emotions. They provide opportunities for self-
growth and development of all human potential. The
approach is individualistic and creative with much less
ermphasis on content, knowledge, and essentials. Students
generate and discover, laugh and cry, love and hug.
People will create their own forms of learning and will
take responsibility for their learning needs when we stop
imposing structure from without and allow it to come from

within.



PEOPLE AND LEARNING: A BELIEF SYSTEM

By

Janet Krulik Runyan .

A THESIS

Submitted to
Michigan State University
in partial fulfillment of the requirements
for the degree of

DOCTOR OF PHILOSOPHY

Department of Secondary Education
and Curriculum

1973



To all persons who are trying to make

ii

a difference



ACKNOWLEDGEMENTS

I would like to thank my guidance committee
for their interest, support, and especially the freedom
that was provided throughout my graduate work. Dale
A_am is truly a facilitator of learning and a warm,
accepting human being. Vince Salvo shares himself and
h-s feelings with all who care and, by example, helps
to facilitate change both personal and institutional.
Jchn Suehr helps to make change happen in the schools,
but more importantly in people.

The support of my husband, Dave, means a great

deal to me. . .he understands and he cares.

iii



On Children

Your children are not your children.

They are the sons and daughters of
Life's longing for itself.

They come through you but not from you,

And though they are with you, yet they
belong not to you.

You may give them your love but
not your thoughts.

For they have their own thoughts.

You may house their bodies but not
their souls,

For their souls dwell in the house of
tomorrow, which you cannot visit,
not even in your dreams.

You may strive to be like them,
but seek not to make them like you.

For life goes not backward nor tarries

with yesterday. . .

Kahlil Gibran
The Prophet
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PREFACE

It is well to keep in mind that the model of
science in general, inherited from the impersonal sciences
of things, objects, animals, and part-processes, is
limited and inadequate when we attempt to know and to
ur.derstand whole and individual persons and cultures.

It was primarily the physicists and the astronomers who
created the subculture known as Science (including all

its goals, methods, axiomatic values, concepts, languages,
folk-ways, prejudices, selective blindnesses, hidden
assumptions). This is an impersonal model, failing with
the personal, the unique, the holistic.l

As Maslow tries to enlarge science by abstracting,
integrating, and experiencing, so too, does this disserta-
tion. Reliable insights into learning require that our
erpirical studies be based on varying conceptualizations
of the learning process. Learning is experiencing. Our
research must take into account the person who is doing
the learning. Feelings and processes must be integrated
with data and content. Roger Williams says:

In dealing with people statistics should be used
with care. A group of people is something like a
collection of marbles of all sizes and compositions,
and all colors of the rainbow. Try to 'average'

these marbles and you come out with nonsense. You
can average their color by mounting them on a
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circular disc and rotating it rapidly. The color
comes back a dirty-gray. But there isn't a dirty-
gray marble in the lot! People are as distinctive
as marbles, and when we attempt to average them
we come up with a dirty-gray 'man.' Averaging
when applied in this careless way to people can

be vicious for we are all unique specimens.

Orthodox scientific investigations are the only
methods used to study the learning process and this
process will continue to move into an even more mechanistic,
dehumanizing direction. A rediscovery of man and his
human capacities, needs, and aspirations is occurring
slowly in politics, industry, religion, education, and
a.so in the psychological and social sciences. Our
schools can be leaders in the restoration of humanly-based
vealues. It is time to reconceptualize learning; to work
with our students in a freer atmosphere, to allow students
to choose their own learning experiences, and to offer
both cognitive and non-cognitive school experiences. If
trese things are to happen, we need a change, not only
in our conceptualizations, but in our perception and
evaluation of familiar data as well. Dr. Philip Jackson,
pest chairman of the ASCD Elementary Education Council,
said it well: "The field of education, in my opinion,
dces not need better tests and more sophisticated research

designs nearly as badly as it needs new ways of looking

at some of its oldest problems."3
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INTRODUCTION

The main concern of this thesis is the individual,
the person. It is about people learning together; about
people meeting their own needs and helping others meet
tiieir needs. It is about human learning and the programs
arnd environments that allow for such learning.

This is not an empirical study in the sense that
specific variables are manipulated or measured. Sugges-
tions for studies of this nature are offered. Nor is this
a definitive study. It is the beliefs and feelings of
the writer about people and learning based on personal
experience, study, and research.

The "procedural methodology" makes use of research,
theory, and practice relevant to behavioral change processes,
ecucation, sociology, psychology, and political science.
This information is then applied to educational organiza-
tion settings, programs, and individuals.

While there are many critics of today's schools,
few are offering remedies, solutions, or programs although
general suggestions, alternative models, and specific
techniques are beginning to emerge. These represent real
eiforts toward reconceptualizations in education. Too
many of these are modifications of existing practices that
perpetuate either the structural or environmental status

1



quo. Many neglect underlying assumptions that are at

best questionable and at the least undesirable. Making
schools "relevant" and more "individualized" will not
chhange the basic training process which is set up. Despite
some new materials, innovative programs, and experimental
teaching methods, many of today's schools often resemble
th.e schools of the 1950's. Essentially the rules, the
mistrust, the boredom have not changed. The sections that
fcllow discuss differing belief systems regarding human
benavior and learning. Some remedies, solutions, and
programs based on specific beliefs about learning and
people are offered. Hopefully, future empirical research
studies will provide evidence in support of the substantive
material and hypotheses contained herein.

In education, as in other endeavors, progress is
measured by enumerating shortcomings and by drawing
critical attention to failures. Education in this country
has traditionally been in a state of crisis and perhaps
this is a source of strength; creativity proceeds from
the known to the unknown and crisis situations demand
creativity. At the present time, we are living in a
scciety where three revolutions have converged simultan-
ecusly; the industrial-scientific revolution, the communica-
tions revolution, and the educational revolution. These
three revolutions have been responsible for jamming us
together and bringing us into face-to-face contact, thus

increasing the tension of daily living and raising our



level of expectations and demand for freedom and mobility.
The crisis now in education calls for creative solutions.

Since we are a pluralistic nation of very differ-
ert kinds of people, we have different values and beliefs,
d_fferent life styles, different goals, and different
aspirations. We may each learn best in very different
er.vironments. Some of us may learn best by having no
structure, others may need a rigid structure. Some may
not need a "teacher", others may need programmed materials
or computer-assisted lessons, or just conventional class-
rcoms. If the assumption that people learn best in
different ways is correct, then we should work to provide
as many learning options as possible. Such options
provide the focus for much of this thesis.

The first section, "People, Learning, and the
Schools", provides a discussion on learning: What is
learning and what is involved in the process of learning?
When does learning occur and how is it achieved? The
rcle of the school and its effect on people and learning
is considered. The relationship between learning and
human needs, between learning and motivation, and the
ccacept of human actualization are all explored. Research
suggestions are offered.

The second section discusses environments that
are compatible with the learning beliefs expressed in
the first section. Within the context of the daily school

setting the following factors are considered:



stimuli-producing environments, human behaviors, the
piysical structures and the decision making structures.
The section closes by looking at the organizational
ernvironment of the school. This is a more academic
d.scussion of educational decision making and the power
rclationships of persons in the school system, drawn
mainly from organizational studies in sociology and
peolitical science.

The final section, "The Program", includes a
brief, general discussion on program and curriculum
choices. Focus then turns to the facilitation of
learning including research findings on "leadership";
on learning to think and learning to feel with suggested
options for each; on learning and T-Group theory, and
on valuing. Underlying all of this is the concern that
people's needs are met in a relevant, interesting, even
exciting manner, and in a way that allows for self-

growth.



SECTION I

PEOPLE, LEARNING AND SCHOOLS

Every human being is of supreme value because his
experience, which must be in some measure unique,
gives him a unique view of reality: and the sum
of such views is needed if mankind is ever to
comprehend its destiny.

Rebecca West,
Black Lamb and Grey Falcon

Students. . .teachers. . .administrators. . .school
board members. . .people. . .human beings, each unique.
Each with special throughs and feelings. Each concerned
with and interested in their experiences and the environ-
ment that affects them and is affected by them. Each of
us trying to meet our personal needs in our own way. Each
oz us learning.

However learning is defined and regardless of how
it is measured, it is the person who does the learning;
thhe person who experiences, works, plays, shares, grows.
Wrat is learning and when does it occur? How is learning
achieved? What is involved in learning? These questions
are the concern of this section. Discussed also is the
rclationship of human needs and learning, human motivation,
actualization for more satisfying living, and the role of

the school as it related to all of these concerns.



About Human Learning

In Education and Ecstasy George Leonard says that

no one can be rescued from learning; learning is what
himan life is.4 Learning involves the acquisition of
irsights, skills, and knowledge; to learn is to change.
Ecucation is a process that changes the learner. Learning
is living and life is an education. It is an illusion
tlhat the most important learning happens in school. All
lcarning is important regardless of when and where it
occurs. Learning in school does not occur differently
than the way it does outside of school. Learning consists
of much more than cognitive, intellectual input and
output; it consists of finding out who you are and who
you would like to become and why; of empathetic under-
standing, of spontaneous curiosity and originality. It
consists of sharing with openness and honesty. . .a sharing
of both ideas and feelings. All of these learnings can be
facilitated by allowing students to grow and develop by
following their positive instincts of curiosity, imagination,
ar.d self-fulfillment; by allowing for exploration, inter-
pretation and analysis; by allowing for communication to
and with themselves and with each other: The association
for Supervision and Curriculum Development (ASCD) says,

Within the broad limits of good taste both students

and teachers should be free to explore and test

values without restraint or fear of criticism. . .

Ethics, morality, human feeling and emotion need to

be part of the curriculum if the school intends that

teachers and classrooms will effect student behavior
significantly.>



Dr. Dwight Allen, Dean of the School of Education
at the University of Massachusetts, says that education
consists of more than an additive acquisition of knowledge.
W2 need to provide ways of opening up individual experiences;

oI providing more options so that different needs can

o
10

= met in different ways. We need to treat students as
scholars. Today, a child quickly learns that virtually
everything he does will be evaluated in abstract, absolute
terms: good and bad. Yet, there is no such thing as
bad learning. Learning is learning. Bad learning simply
means that the learning does not fit into the program. . .a
program that has been defined before the student is even
brought into it and one that rarely bends to accept the
unique differences of human beings.7

There are different types of learning and differ-
ent kinds of knowledge. There is academic knowledge that
transcends experience and there is direct knowledge of
the world gained only through personal experience. Some
speak of cognitive as opposed to affective learning:
cognitive, meaning conceptualizing or thinking; affective,
meaning experiencing or feeling. Abraham Maslow discusses
"experiential knowledge" and "spectator knowledge";
Maslow says that all of life must first be known experien-
tally: "There is no substitute for experience, none at
a.l. All the other paraphernalia of communication and
of knowledge--words, levels, concepts, symbols, theories,

formulas, sciences--all are useful only because people



already know experientially. The basic coin in the realm
of knowing is direct, intimate, experiential knowing.
Everything else can be likened to banks and bankers, to
accounting systems and checks and paper money, which are
useless unless there is real wealth to exchange. To
mznipulate, to accumulate, and to order."8

Neither the cognitive/conceptual knowing or
affective/experiential learning is to be given priority.
A complete human being, a psychologically healthy person,
dcvelops each as completely as possible. He will do this
ir. his own way; he will meet his learning needs at the
time and place of his choosing. He will, if given the
freedom to do so.

It is a trap to dichotomize experiential knowledge
and conceptual knowledge. They go hand in hand,
complimenting each other. Yet, schools put heavy emphasis
on the cognitive at the expeﬁse of the affective or
experiential. Maslow contends that experiential know-
ledge is prior to verbal-conceptual knowledge, and that
they are hierarchically integrated and need each other.
Schools where both types of learning are encouraged, or
a~lowed to occur, are exciting, rewarding places for all
of the people fortunate enough to be there. How often
are people in schools lost in the present, losing the
past and future for the time being? Living totally in
the here-and-now, immersed, concentrated, fascinated?

These are some gqualities of good learning experiences;



laid aside are words, analysis, dissecting, classifying,
d2fining. To the extent that they intrude is the
experience less "full". There is some pretty empty
experiencing occurring in many schools today.

Growth is a concept that can serve as an example.
Students are in school to grow. Unfortunately this growth
is usually reserved for cognitive learnings, and for the

tudents alone. Why not all persons growing together by
experiencing together? And experiencing each other by
sharing problems, hopes, fears. . .our feelings. Teachers
azd students together can overcome common fears and help
each other over difficult changes. As personal problems
are overcome, together, then we can become more truly
interested in the world for its own sake.

A continuous development of the capacity for
commitment and responsible decision-making is an
important factor built into the learning concept. By
insuring freedom of choice and multiple avenues of
communication we can end the tradition of programming
a passive child.9 In order to promote responsibility
fcr self growth, commitment, and learning, people must
be given such opportunities. People who have their life
programmed by others are not apt to be able to structure
their own lives; the longer a person is denied this
function, the longer it takes to learn to determine and
meet his individual needs and to take the responsibility

for his actions. Although very little research has been
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done with students who are in "open" or "freed up" schools,

it appears as though long periods of inertia is the rule

rather than the exception. These students often seém

excited at first, spending much time socializing and

engaging in what seems like random activity. However,

meny rapidly become disenchanted and begin to yearn for

the "normal" routine where they are pretty much told what

to do and when to do it. This time seems to be a critical

point and it is at this point that we can facilitate learning

by encouraging the student to determine his own needs and

gcals. More will be said about this later on. This is

tle kind of learning that so few people are ever given

the opportunity to experience. Much, much research needs

to be done in "open" schools. A truly open school permits

learning situations where very little structure is provided

for the students, and what structure is provided is done

with those persons affected. Data does indicate more

pcsitive attitudes on the part of students when they are

given increased responsibility for their learning

activities.10 In other research with students in "open"

environments, many of them encompassed the traditional

bocok learning definition with interpersonal relationships

and self insight; most of the students who were inter-

v_ewed said that there was a period of adjustment for them

and after that adjustment they became much happier.ll
Research conducted during the adjustment period

which may be as long as one year or more, is likely to
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indicate low scores on self-concept, achievement, and

ther factors being influenced by the transition from

a structured to an unstructured learning situation. This
indeed may be the case in a comparative study of sixth
grade students in an "open" room and those in a
"Cepartmentalized" room. Achievement and self concept
wes lower in the open room than in the more traditional
room.12 Until more schools experiment with less structured
learning programs and environments, research efforts are
greatly hampered.13

John Holt feels that young children tend to learn

better than grownups and better than they themselves
will when they are older. In short, says Holt, children
have a style of learning that fits their condition, and
which they use naturally and well until we train them out
of it; only a few children in school ever become good at
learning in the way we try to make them learn. Most of
them get humiliated, frightened, and discouraged. They
use their minds, not to learn, but to get out of doing
tl.e things we tell them to do to make them learn. The
ckildren who use such strategies are prevented by them
from growing into the human beings they might have become.
Tris is the real failure that takes place in school;
herdly any children escape. School must become a place

ir. which all children grow, not just in size, not even

in knowledge, but in curiosity, courage, confidence,

independence, resourcefulness, resilience, patience,
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ccmpetence and understanding. What teachers and learners
both need to know is, first, that vivid, vital, pleasurable
experiences are the easiest to remember, and secondly,
that memory works best when unforced. Memory is not a
mule that can be made to walk by beating it. When we
are anxious and afraid we think badly and even perceive
badly, or not at all. When we make children afraid we
stop learning dead in its tracks.14 In far too many of
our schools today our children are afraid, and even if
tkey are not afraid, they seldom "delight" in learning.
Holt goes on to say that children learn to speak
before they get to school. They do this by patient and
persistent experiment; by trying many thousands of times
to make sounds, syllables, and words; by comparing their
own sounds to sounds made by people around them, and by
gradually bringing their own sounds closer to the others.
Above all, by being willing to do things wrong even while
trying their best to do them right. What would happen
if we tried to teach speaking to children? Most likely,
be fore they got very far, children would become baffled,
discouraged, humiliated, and fearful, and would quit
trying to do what we asked them. If, outside of our
classes, they lived a normal infants life, many of them
would probably ignore our "teaching" and learn to speak
or. their own. If not, if our control of their lives
was complete (the dream of far too many educators), they
wculd take refuge in deliberate failure and silence, as so

many of them do when the subject is reading.ls
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The most serious challenge that our whole educa-
tional system faces is meeting and providing for each
learner's needs. All types of learnings need to be
facilitated and students need to be allowed to select
wiat they feel fits them best. This is Organic Learning
Trieory and it attempts to free people to grow by encourag-
ing stimuli-producing environments. According to Dale
Alam, Secondary Education and Curriculum Professor at
Michigan State University, Organic Learning Theory supports
the concept of alternative environments within the school
sectting. Even these alternatives are meaningless if
perceived as undesirable by the learner; if, once selected
by the student, the teacher proceeds to establish goals,
reject feedback, and, in effect reduce stimuli to control
the learning option.16

A learners needs are human needs. If these needs
are not met by the schools, we face the alternative that
our educational system will essentially collapse. When
schools begin to meet the needs of the people they serve,
that part of a persons life education will become the joy,
even adventure, that it more often is outside of school.

Implicit throughout this thesis is the belief that
every person has certain needs, that these needs can best
be met in certain ways, and that different people meet
their needs in different ways. Again and again this theme
will resound. Most people can effectively meet their own

neads if allowed to do so. If they can not, then programs
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to facilitate the meeting of individual needs are
nzcessary. These needs and the ways they can be met
concern every person called "educator" and every person
involved in the educational process. We need to help our
students determine and effectively meet their own needs.
Tais 1s learning. Until a person can effectively meet
her or his own needs, other learning suffers.

By definition then, the educational process of
pcople consists of learning by working, sharing, growing,
alone and together. Experiencing is learning and is
necessary for growth to occur. A person cannot learn or
gzow until he is free to provide his own structure and
mcet his own needs in his own way. The reality of an
institution exists in the experiences of the persons who

comprise it.

Human Needsl7

Some progress has been made in the study of
cl.aracteristics which comprise the human personality.
Experimental psychology has contributed knowledge about
mctivation, learning, frustration and conflict; child
psychology has contributed experimental and observational
studies on the development of personality characteristics;
psychological testing, or psychometrics, has contributed
techniques for the measurement of personality character-

istics; psychiatry has contributed the insights of
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psychoanalytic and other theories of personality. In
time, these areas of inquiry may bring a more complete
understanding of the structure and dynamics of personality.

At the present time there is no one general theory
of personality. Freud's theory emphasized biological
drives and needs. Most other theories place somewhat
greater emphasis on social factors. Alfred Adler
emphasizes a drive or striving for superiority. Karen
Horney makes basic anxiety the central concept of her
theory. According to Horney, the child learns ways of
decaling with anxiety; these, in turn, form a pattern of
"reurotic needs." Another theorist, Henry Murray, has
an even longer list of needs than Horney. Murray's
nceds were arrived at in a different way: he distinguished
twenty-eight needs based on a representative sample of
fifty-one young men. These needs include affiliation,
aggression, play, achievement, autonomy, and order, each
varying in strength from person to person.

Abraham Maslow's self-actualization is a multiple-
factor theory positing five levels of needs arranged in
a hierarchy from lower to higher levels. They are:
physiological needs such as hunger and thirst; safety
needs, such as security, stability, and order; belonging-
ness and love needs such as need for affection,
aifiliation, and identification; esteem needs such as
prestige, success, and self-respect; need for self-

actualization. The order of listing these needs is
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significant in two ways. This is the order in which such
needs tend to appear in the normal development of the
person. It is also the order in which they need to be
satisfied. 1If earlier needs are not satisfied, the
person never gets around to doing much about the later
needs. Those in an "affluent" society, on the other hand,
will manage to satisfy the needs lower in the hierarchy
and in many cases be preoccupied with the need for self-
actualization.

The need for self-actualization refers to the
need to develop the full potentialities of the person.
Naturally, the meaning of this need varies from person
to person, for each has different potentialities. For
some, it means achievement in literary or scientific
fields; for other, it means leadership in politics or
the community; for still others, it means merely living
one's own life fully without being unduly restrained by
social conventions.

Trait theory, espoused by Gordon Allport, assumes
a multiplicity of needs that are never quite the same
from one individual to the next. It may be distinquished
from other theories in two important respects. One is
the concept of the uniqueness of personality; the other
is the concept of functional autonomy of motives. 1In
the course of development, each person acquires motives

as part of satisfying other motives. An example of the
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functional autonomy concept is the poor boy who earned his
first pennies to ward off hungar and discomfort but
continues to work day and night at amassing a large
fortune long after he has acquired enough money to meet
h.s physical needs.

Theories which stress social factors in develop-
ment include Eric Fromm's "escape from freedom", Harry
Sullivan's crucial interpersonal situation, Erik Erickson's
ego integrity search with its' eight stages.

Certainly learning plays a major role in the
development of the characteristics which differentiate
personalities. Complex motives are learned and these
motives are important characteristics of personality. 1In
addition, abilities, attitudes, and interests are shaped
by reinforcement. R. D. Laing, psychiatrist and physician,
says:

We will find no intelligibility in behavior if we
see it as an inessential phase in an essentially
inhuman process. We have had accounts of men as
animals, men as machines, men as biochemical
complexes with certain ways of their own, but there
remains the greatest difficulty in achievigg a
human understanding of man in human terms.

Everett Shostrom has developed a Personal
Orientation Inventory measuring self-actualization. 1In
tle P.0.I. Manuel Shostrom says:

In considering the relative importance of past,
present, or future experience it has been said
that Freud's system of therapy focuses primarily
on the past; that is, psychoanalysis uses the past
experiences of an individual as primary in deter-

mining his present adjustment to life. Psycho-
analysis is sometimes referred to as an archeological
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expedition into the individual's history with the
emphasis on 'having been'.19
Some psychologists feel that delving into the past serves
tae purpose of finding "causes" (and thus excuses) for
the present situation.

In a similar manner it may be said that Adlerian
psychology, with its emphasis on goals for the individual,
stresses a future orientation with emphasis on "becoming."
T:is orientation aggravates the usual tendency to try
always to be a step ahead of actuality. Thus, people who
"live for the future" never catch up with the events for
wiiich they have prepared and never reap the fruits of
tlheir sowing. Their rehearsal for even the most unimportant
situation may rob them of the ability to act spontaneously
wrhen it arrives. Existential and Gestalt therapists, in
contradiction to the Freudian or Adlerian, emphasize a
here-and-now or "being" orientation to living, and stress
the here-and-now as the significant variable for thera-
peutic work.

From the foregoing discussion one factor stands
out and that is that different individuals have many
d_ffering needs and attempt to meet those needs in a
variety of ways. The only way that the school, or any
institution or person can help meet human needs is to
provide options and allow the individual freedom to
choose from those options. These options must include

more than the traditional cognitive or factual subject
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natter. Instead of imparting predetermined chunks of
knowledge and acceptance of the status quo, learning
environments and programs must be created that will
allow students to explore such things as social and
political change, human existence, freedom, creativity,
and community. Along with reading, writing, and
arithmetic, the student may select self-exploration,
interpersonal and human communication skills, explora-
tions for leisure time and for cybernation, without
conformity and structure for all. Emotional maturation
becomes part of the educational process by a continuous
ccncern from kindergarten to the university for making
self-knowledge part of the curriculum, recognizing the
erotional or affective side of humans and providing
opportunities for growth in this important area. A
persons freedom is the right to know what he feels. 1In
the words of William Schutz,

We have succeeded only in creating a generation

of young people who are unable to distinguish

thoughts from feelings, and unable to express

feelings even when they recognize them. They

are unable to distinguish between_their own wants

and what their wants ought to be.
In short, we are "training" more and more young people
to be unable to recognize and meet their needs. People
need to feel, recognize, understand, and articulate all
of the things that go oh inside them. If children are

to have freedom to know what they feel, they must be

encouraged and helped to attend to their forbidden thoughts,
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and to put them into words;lto talk out loud about love
and hate, jealousy, fear, curiosity about the body, and
family relationships.
Earlier it was stated that if children are to
learn, or experience, they must feel safe. Maslow discusses
tnis safety need, saying that in general only a child
who feels safe dares to grow and experience. He can't
be pushed ahead, because the ungratified safety needs
will remain forever underground, always calling for satis-

21 How can we know when the child feels safe

faction.
eaough to dare to choose a new behavior or new experience?
Oaly the child knows whether he feels safe and by his
caoices he tells us the right moment when his courage
oatweighs his fear. We often know little or nothing about
the fears and insecurities of people in schools. . .not
te students, the teachers, the custodians, administrators,
ozr school board. How many children sit in classes, fear-
ful of questioning? How many young people go through

high school and perhaps graduate without sharing that

fear, whatever it's cause? With our competitive educa-
tional models, disciplined behavior expectations and

r.gid schedules, it is hard to imagine a safe, reassuring,
supportive atmosphere. Is the person in school accepted,
trusted, respected? Are educational situations permissive,
admiring, praising, gratifying, non-threatening, non-
valuing, and non-comparing? Is gentleness, love, and

urnderstanding conspicuous by its presence? Most of these
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guestion statements are answérable only in the negative.
People can't be forced‘to grow and no one can prefer it
for them. When people gather together each must be

accepted respectfully; trusted, and helped to grow. We
must trust and love each other allowing freedom for each

to learn.

Human Actualization

Schools must help people become more autonomous,
more spontaneous, more confidentﬂ Maslow's self-actualizing
person is one who is more fully-functioning and lives a
more enriched life than does the average person. Such
an individual is seen as developing and utilizing all
of his unique capabilities, or potentialities, free of
the inhibitions and emotional turmoil of those less self-
actualized. The self-actualized person appears to live
more fully in the here-and-now. He is able to tie the
past and the future to the present in meaningful continuity.
He appears to be less burdened by guilts, regrets and
resentments from the past than is the non-self-actualized
person and his aspirations are tied meaningfully to
present working goals. He has faith in the future without
rigid or over-idealistic goals. Carl Roger's writings,
along with those of Everett Shostrom reflect the same
22

idea.

Another dimension of self-actualization is inner

directedness and outer directedness. The source of
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direction for the individual can be inner in the sense
that he is guided by internal motivations rather than
external influences. The inner-directed person appears
to have incorporated principles and character traits
started by parental influences and latter on influenced
further by other authority figures. The outer-directed
person appears to have been motivated to develop a radar
system to receive signals from a far wider circle than
just parents. There is danger that the outer-directed
person may become over-sensitive to "others" opinions

ir matters of external conformity. Approval by others
becomes, for him, the highest goal. Manipulation in

tke form of pleasing‘pthers and insuring constant
acceptance becomes his primary method of relating. At
present, schools encourage and reward this latter process.
Nct only is it necessary to please the "teacher" but
current behavior modification techniques such as operant
conditioning through positive reinforcement greatly
ircrease outer-directedness.

The support orientation of self-actualizing
persons tends to lie between that of the extreme other-
directed and the extreme inner-directed person. He can
be characterized as having more of an autonomous self-
supportive, or being-orientation. Whereas he is other-
directed in that he must, to a degree, be sensitive to

people's approval, affection, and good will, the source
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oZ his actions is essentially inner-directed. He is free,
but his freedom is not gained by being a rebel or pushing
against others and fighting them. He transcends complete
inner-directedness by critical assimilation and creative
expansion of his earlier principles of living. He discovers
a mode of living which gives him confidence.

Personal growth toward self-actualization thus
may be said to involve development of inner-directedness
of support, but in addition it is seen to involve develop-
ment of time competency. The healthy individual is one
who lives primarily in the present. Living fully in the
mcment, or the present, does not require concern for
support or sustenance. To say, "I am adequate now", rather
than "I was adequate once", or "I will be adequate again",
is self-validating and self-justifying.

What has all this to do with school? Plenty!
This kind of human growth is learned. Students and
teachers can share with each other their feelings about
their growth in these important areas, helping each other
determine self-actualization. 1Is this not "achievement?"
Shostrom discusses other self-actualizing values such as
feeling reactivity, self-regard, self-acceptance, synergy,
awareness, capacity for intimate contact, and acceptance
of aggression. These are human concerns. . .human learning
for human understanding. When are "educators" going to

show concern for these learnings? As schools move toward
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"performance contracting", "assessment", and "behavior
modification" techniques, human education becomes even
less of a reality; human needs are met even less
efifectively than in the past. Contracting does not
encourage a person to actualize; it holds him to a

future behavior and/or task that has been planned at some
past time, often by someone else. Feelings and circunm-
stnaces change. If the contract allows for these changes
why have a contract at all? Behavior modification
techniques, i.e., positive reinforcement such as M&M's,
is simply external control and severely limits a persons
ability to recognize his own needs, as well as preventing
actualization. Assessment is a measuring of the worth

of the person. We neea to help all students feel a sense
of self worth and this is not accomplished by the use

of competitive, valuing behavior or techniques.

The schools are doomed to the failure of producing
citizens who are poorly equipped and poorly prepared to
help solve the highly complex problems, technical and
social,of the twenty-first century, or even their own
personal problems, as long as they continue to use per-

f ormance contracting, assessment, and behavior modifica-

tion techniques.

Human Motivation

Earlier, motivation was discussed in connection

with self-actualization. What causes a person to do
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things. . .to speak, to write, to run, to play, to work?
In short, what motivates a person? What causes them to
respond, and to respond in the way that they do? Do we
respond a certain way because we feel like doing so,
because we expect desirable rewards for doing so, or a
combination of both?

B. F. Skinner believes that behavior can be
explained in terms of "causes" or conditions which lie
beyond or outside of the individual; it should be possible
to produce behavior according to plan simply by arranging

the proper conditions.23

Skinner's Stimulus-Response
Theory makes use of reinforcement and conditioning in
the learning process; behavior is directed by stimuli
from the environment. A person selects one response
instead of another because of the particular combination
of prior conditioning and present physiological drives
which are operating at the moment of action. Stimulus-
Response Theory maintains that anyone can learn anything
of which he is capable if he will allow himself to be put
through the pattern of activity necessary for conditioning
to take place. Most behavior modification and operant
conditioning programs found in the schools today are
based on Skinnerian Theory.

Men such as Carl Rogers and Arthur Combs disagree
with the notion that the individual is no more than a
link between a series of complex causes and their inevit-

24

able and predetermined effects. They believe that
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people's behavior is a function of their perceptions, that
perceptions lie inside of people, and cannot be dealt with
directly. Abraham Maslow and Everett Shostrom would, of
course, agree with Rogers and Combs. Recent research can
a’_so be interpreted as support for this view of human
motivation: George Mayeske found that a student's self-
concept of ability accounts for the greatest variance in
h.s school achievement.25 James Coleman found a pupil
attitude factor, which appears to have a stronger relation-
st.ip to achievement than do all of the "school" factors
together; this factor is the extent to which an individual
feels that he has some control over his own destiny.z6
Wilbur Brookover says,
One's self-conceptions about his role as a student
indicates to the individual whether he ought to
learn certain things, where he can learn those things,
and if he feels that he can learn them, when and
where to learn them. . .recent research by the
authors and their associates shows that self-concept
of academic ability is significantly correlated with
school achievement. Self-concept accounts for a
significant portion of achievement independent of
measured intelligence, socio-economic status,
educational aspirations, and the expectations of
family, friends, and teachers.

When the meanings that govern people's behavior
are seen as lying inside them, our own behavior in working
with them becomes facilitative; assisting and aiding
replaces directing or forcing. Or, to state the point
differently, if we believe that behavior is a function

of the forces exerted on people, then the methods we will

use in working with them will have to do with attempting
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to control the forces acting upon people. Shostrom calls
these latter methods manipulative behavior, and Combs
says that people who are dealt with in this manner tend
to become dependent upon the people who are manipulating
them. It also means the person or people who are doing
the controlling or manipulating must know where people
should go in order to know how to try and get them there.
No one can know where another person should go.

Thus, with regard to human motivation, it is the
contention here that people learn more and in a more
enjoYable manner if they are allowed to determine their
own needs and choose their own experiences in their own
way. When people are free to learn they will find their
own best ways. Learning to experience and learning to
experience the freedom to be one's self is human learning
for human understanding; in order to fully experience,
to become Maslow's self-actualizing person who meets needs
eifectively, we must allow these needs to come from within
that person, not impose them from without upon hin.
Instead of educating children to lose themselves, limit-
ing experiences, controlling the lives of others, let's
help them to be aware of their feelings and their bodies,
to expand their awareness by providing experiences and
the freedom necessary to enjoy these experiences. Skinner
talks about freedom and control of men, but these two

terms are mutually exclusive and show an inverse relationship;
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i.e., the more control there is the less freedom there
can be. This approach is fundamentally a dictatorial
approach., It is a strange thing, says Arthur Combs, that
it is the most used method of dealing with people in our
society, despite the fact that we pride ourselves on
living in a democracy and abhorring dictatorships.28
If we wish to avoid dependent relationships and
manipulative behaviors, it is necessary for us to find
ways of helping, facilitating, aiding, people, rather
than attempting to direct, force, or coerce them; we help
people develop faith in their own dignity and integrity,
and accept the responsibilities for their own behavior.
This approach is consistent with the basic democratic

idea that when men are free they can find their own best

ways.

The Public Schools

Schools today do not allow people to effectively
meet their needs. The rule rather than the exception,
is the sclhiool where adults make all of the important
decisions, set up all the important rules, regulate the
time and responsibilities of the students. The person
somehow gets lost in a maze of scheduling, rules, and
regulations. Seldom do students venture to inquire
akout what they can hope to learn or whether they can have
a say in what will be studied. Academic freedom is

almost completely disregarded. The student is kept in
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slavery to his master. What freedom has the student to
decide what is worth learning and doing and saying in
pursuit of an education? When Johnny doesn't do well in
school the focus is on Johnny: "What is wrong with
Johnny?" meaning Johnny's presumed ability, capacity, or
behavior. Seldom is the question, "What is wrong with
the school?" We build into a school a design to make
certain children don't learn and we perpetuate that
design. Goethe said that if you want students to become
great scholars you must begin by dealing with them as
though they are already great scholars. As an example of
how students are treated in school, Edgar Friedenberg
compares adolescents to nineteenth-century colonial peoples:

Adolescents are among the last social groups in

the world to be given the full nineteenth-century

colonial treatment. . .administrators. . .prefer

to study the young with a view to understanding them,

not for their own sake, but in order to learn how to

induce them to abandon their barbarism and assimilate

the folkways of normal adult life. . .like the best

of missionaries, he is sympathetic and understanding

toward the people he is sent to work with, and aware

and critical of the larger society he represents.

But fundamentally he accepts it, and often does not

really question its basic values or its right to

send him to wean the young from savagery.2

Postman and Weingartner base their entire book

atout schools and teaching on the thesis that change,
ccatant, accelerated, ubiquitous, is the most striking
characteristic of the world we live in and that our
ecucational system has not yet recognized this fact.30

Schools must be a place where adolescents examine the

scurces of their pain and conflict and think its meaning
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through, using their continuing experience of life to
help them build better social arrangements in their turn.
Freidenberg says that the school requires the kind of
conformity that abandons the experience of the individual
in order to usurp a tradition to which he does not belong
and to express a view of life foreign to his experience
and, on his lips, phony. For an adult this is self-
destructive; for an adolescent it is the more pitiful

and tragic, because the self that is abandoned is still
immanent and further growth requires that it be nurtured
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and continuously clarified and redefined. The school

can be a place where both students and teachers learn
about themselves. . .their feelings, their behaviors.

It can be a place where the deepest concerns, doubts,
fears, and sorrows are shared with other human beings,
along with joy, happiness, success, and love. It can be
such a place; it seldom is. Two sociology professors in
California maintain that our educational system is set-up
so as to make meaningful learning almost impossible:

If it were our heinous design to create a situation
in which 'learners' would be deliberately prevented
from getting excited about ideas, from forming
'communities' of learners who get caught up in
creating and thinking and trying to work out the
puzzles of life together; if we wanted to make

sure that everybody would remain constantly pre-
occupied with extrinsic rewards, busywork, routines,
and bureaucratic maze-running; if we wanted to make
learning a 'grind' where you're always on trial and
must, for survival in the system, learn to pretend
to know and hide your real questions; if we wanted
people to be continuously coerced into writing
down, listening to and memorizing what they haven't
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asked about, don't care about, and know is
unrelated to their lives; if we wanted to make
absolutely sure that all of the learning that
might incidentally take place be fragmented in

the extreme so that students have little chance

of ever putting things together; if we wanted to
assure the appearance of tranquility while we keep
passion, excitement, and spontaneity stiffled; if
these were our explicit goals, then we would cogg
up with a system just like the one we have now.

Walk around a school and listen. 1Is there a
sound of eager involvement? Passionate debate about
issues of life? People getting excited about their latest
d.scoveries? People trying to figure out how to best
live their lives and what things are worth giving them-
selves to? People considering the relevance of larger
events in the world to their own experiences? People
sharing joy and love? These activities are conspicuous
by their absence in the majority of schools. Education
today takes no account of the fundamental fact that signi-
ficant learning takes place only when people have emotional
involvement. . .when they are really caught up in the
adventure of learning. Self-appropriated learning is the
only kind that has much meaning. It is the learning that
people actually build their lives on. People can learn
incredibly fast when they are excited about something.

The present structure with its pat programs and regimenta-
tion tries to stuff learning into artificial, emotionally
dead routines.

The ordinary person is a shriveled, deseccated

fragment of what a person can be:
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As adults, we have forgotten most of our childhood;
not only its contents but its flavor; as men of the
world we hardly know of the existence of the inner
world; we barely remember our dreams, and make little
sense of them when we do; as for our bodies, we
retain just sufficient proprioceptive sensations to
coordinate our movements and to ensure the minimal
requirements for biosocial survival. . .to register
fatigue, signals for food, sex, defecation, sleep;
beyond that, little or nothing. Our capacity to
think, except in the service of what we are danger-
ously deluded in supposing is our self-interest and
in conformity with common sense, is pitifully limited;
our capacity even to see, hear, touch, taste and
smell is so shrouded in veils of mystification that
an intensive discipline of unlearning is necessary
for anyone before one can begin to experience_the
world afresh with innocence, truth and love.33

In a conference sponsored by the National Student Associa-
tion, the discussion focused on the need to redefine a
good education for today's youth. The participating
students concluded that any viable definition should
embrace at least these three elements: (1) Relevance to

a world of rapid social change; (2) commitment to the
individual as the sine qua non of value in the educational
process; and (3) readiness of the educational system to
explore diverse and changing needs of the current student
population in order to meet the very different develop-

mental opportunites many of these students require.34

Social Class and Achievement

Regardless of the relationship between social
class characteristics (social and economic factors,
beliefs and values) and achievement, class does appear
to be an important factor in terms of who gets educated,

where the; receive their education, and how they receive
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i<. These factors, in turn, are important in determining
tlhe type of occupation open to an individual and the
armount of remuneration he can expect to receive for his
work. Tha success of students in school is found to be
directly related to their class background in virtually
all studies.

Strodtbeck35 emphasized the social and cultural
motivational sources of academic achievement in his study
oZ Jewish and Italian high school students. His findings
suggest the motivational significance of group differences
in family interaction, particularly power relations in
the socialization process and value orientations toward

37 and others

achievement. Similarly, Parsons,36 Kahl,
have underlined the importance of social class membership
as a major determinant of the occupational aspirations

and achievement of youth. They have emphasized class-
related differentials in the socialization of children

and the consequences of such differences for the attitudes
of youth toward academic achievement, occupational
aspirations, and plans for college education.

Mayeski concluded that the social and economic
status of the students cbnsistently related to school
outcomes:

For both students and teachers, the American
educational system reflects the structure of
American society. It therefore tends to perpet-
uate and even further increase the differential

learning experiences that students bring to the
educational setting by virtue of their birth.38
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M_nority pupils, except for orientals, have far less con-
viction than whites that they can affect their own
environment. Whatever may be the combination of non-
school factors which put minority children at a dis-
advantage in verbal and non-verbal skills when they enter
the first grade, the fact is the schools have not overcome
it. The findings of the United States Commission on Civil
Rights support those of the Coleman Report regarding the
extent of racial isolation and extent of disparity in
educational achievement between Black and White children.39
What this research tells us is simply that the
schools are providing different learning experiences for
different people, based on some form of stratified group-
ing arrangement. These grouping arrangements in turn are
based upon factors other than the needs of the students
as determined by consultation with them. What interests
them? What do they want to learn about? Not only are
students with different backgrounds (cléss differences)
being sorted and grouped regardless of their interests
or their feelings, they are subjected to evaluation
techniques to measure their "achievement." A student is
evaluated and his achievement measured regardless of
whether he wants to be where he is or doing what he "must"
do. No wonder many people leave school feeling that they

have no control over their own destiny.
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When social class composition was held constant
in other research, the factor most crucial in affecting
school achievement was the school climate, or academic
norms. The expectation of the teachers accounts for high
or low achievement: the more prevalent the emphasis by
the staff and student bodies of high schools on the
importance of such matters as intellectualism and achieve-
ment, the higher the achievement level of individual
students, regardless of their personal or socioeconomic

characteristics.40

As long as a person must be evaluated
in competitive environments, he will try to perform as

he feels the evaluator wants him to. Once again, a
practice that leads to other-directedness and pleasing

others, regardless of inner needs or wishes.

S-ratification Within the Schools

Emphasis in the schools is on identifying and
selecting students rather than on efforts to cultivate
the appropriate social climates or environments which
would be harmonious with the needs of each. In molding
children to a stratified society, the school engages in
continuous sorting and selecting of students; rating,
ranking, and separating them into various quality groups.
Children from higher social strata usually enter the
"higher" quality groups and those from lower strata the
"lower" gquality ones. School decisions about a child's

ability will greatly influence the kind and quality of
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education he receives, as well as his future life,
including whether he goes to college, the jobs he will
get, and his feelings about himself and others.

The chief official instruments used for sorting
students into homogeneous or ability groups are standardized
tests and teacher judgments. Unofficial factors often
enter the selection decision, such as parental inter-
vention, a child's behavior, or quotas in each grouping.
Project Talent47 reports that 54 percent of high schools
had homogeneous groupings and 49 percent had tracks in
the early 1960's.

Another part of the school stratification process
i3 the "normal curve of distribution," a statistical
extrapolation that has been erroneously interpreted by
some educators to mean that a certain proportion of
students must be "failures," another percentage "near

misses,"

and on up to "honors." Most upper-income
parents do not tolerate a system in which administrators
expect that teachers will grade on a curve from honors

to failure. The common assumption that 10 or 20 percent

o]
t1

f students must fail according to the iron law of
statistics and the demands of secondary and higher education
that students must thereby be ranked and only a certain

proportion given "A's," "B's," etc., is more than suspect

as a means of educating and dealing justly with students.
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Placing responsibility for the failure of students,
especially those from low-income families outside of the
school occurs daily. This is done by pointing to the
"limited native intelligence" of the disadvantaged along
with "cultural deprivation” factors.42

Critics claim that I.Q. tests are biased in favor

the language and training of upper-strata children and

th

o
dc not measure native ability. They further claim that
these tests label students, retard the progress of many,
and provide a rationale for the failure of schools. They
do not even attempt to measure creative ability,
motivation, curiosity, persistence, industry, and capacity
for sustained effort.

The total impression transmitted to many educators
by the concept "cultural deprivation" is that the "rejected,"”
"disadvantaged," or "deprived" child is handicapped, not
by school or society, but by their own culture and
behavior, and that he is so different and "crippled" that
he cannot be expected to achieve as others do. Many
cultural differences, however significant they may be to
school achievement, are adaptive responses to social
realities and inequities, and are hardly under the unaided
control of the family culture. Persuasive longitudinal
studies on the effect of preschool education on later
performance are lacking and some contrary evidence points

tc the repeated finding that the "deprived" enter kindergarten
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as the intellectual equal of other children but regress
steadily as they continue in school starting in about the

43 This would tend to indicate that

taird or fourth grade.
the problem is in the school rather than the preschool
years spent at home.

At any rate, the term "cultural deprivation,"
says Kenneth Clark, masks the fact that these are human
beings who are "deliberately and chronically victimized
by the larger society in general, and by educational
irstitutions specifically. . ." Clark suggests that one
oi the things we should do is:

get rid of our guilt-determined sentimentalism and
over-solicitousness in the actual education

process. Let us approach these children in terms
of educational requirements, standards, and demands,
as if they were human beings and not lepers. Let
us not teach these children as if they were differ-
ent, as if one had to be specifically careful how
you teach them to read.

Perhaps the most striking attribute of the
disadvantaged, or culturally deprived, that needs positive
attention in the school is a sense of powerlessness.
Feelings of powerlessness among the disadvantaged inhibit
knowledge and occur even more frequently than among white,
m.ddle class students.

When the schools can begin to meet the intellectual
and emotional needs of people; when cooperation replaces
competition; when options are offered that interest every-
ore; when people trust and respect each other; then terms

like cultural deprivation, I.Q., achievement, and groupings

will seldom be heard, much less practiced.
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The basic contention underlying the discussion
thus far is: the schools function importantly in the
operation of the system of statuses and social class of

he society in which they exist; education is the main
instrument for upward mobility and will become increasingly
more so in the future; and, finally, social mobility,
social change, and education are closely related.45 The
society stratifies its members and offers to various
strata widely variant material and status rewards. The
school is part of the society's stratification system

to the extent that it prepares students for a "place"

in society like that occupied by their parents. Thus,

the schools function importantly in the operation of

the system of statuses and social class and most available
evidence indicates that the role of the schools in this
respect will take on added significance in the coming

years.

About Research

Educational research to date has grown from various
d-mensions and indicators based on either the stimulus-
response conditioning and reinforcement theory, or the
role and interactionist theory. Operationalized dimensions
of variables that reflect these theories can seldom provide
support for different theoretical orientations. When
propositions outside the framework of conventional theories

are tested, applying differing conceptualizations of
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variables such as school achievement, learning, etc.,
than we can better evaluate all theories and construct
new ones or build onto present theories. No theory can
predict something that isn't contained within the theory;
no support for alternative learning procedures can be
forthcoming until research is conducted using non-
traditional operational definitions. For example, if
lecarning is defined as self-actualizing, or as experienc-
irng, and achievement were to be measured in terms of
self growth, what would our research data show? If
achievement is defined by the student instead of the
school, what differences in learning and attitude would
occur?

All factors affecting achievement and attitudes
are impossible to control, no matter what conceptualiza-
tions are used. Components of attitude formation and

icentification are questionable.46

It is nearly impossible
to separate the effects of the various factors thought

to influence school outcomes, however these factors are
defined and operationalized: social class composition,
school climate and other body variables, pupil programs

and policies, facilities, school personnel, expenditures,
etc. None of our analyses can tell us in any specific

way how much of a change will occur in certain school
outcomes if certain school resource inputs are systemically '
altered.47 Students' feelings about their school experiences

are one of our best indicators of the kinds of learning
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