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trusting his feelings, desires, and yearnings in order 

to find fulfillment. It was a beautiful philosophy be­

cause the human spirit ~s emancipated from the tyranny 

of everything that was exterior to itself. 

Freed from the tyranny of the nee-classicists• worship 

of the rational being and the dependency on reason, the 

romanticist could regain the sense .of wonder in the world. 

In finding this sense of wonder, the romanticist vowed 

t hat each man should follow a unique course since all men 

were not identical. This strong assertion of the indivi­

dual's quest for fulfillment attracted me. The romantics 

use of such words as self-expression, self-realization, 

sel£-help, and self-reliance were especially signif icant. 

Therefore, the following words of Emerson in his essay, 

"Self-Reliance" became very meaningful, 

To believe your own thought, to believe 
that what is true for you in your pri­
vate heart is true for all men--that 
is genius.2 

In these years, I turned to the philosophies and 

works of Rouseeau, Thoreau, Whitman, and other romantics 

to nourish my ideas concerning the importance of the 

individual encountering life. As a result of these 

readings, the following ideologies came forth, 

1. Conformity destroys what is best in 
an individual. Thus, the individuality 
of a person was sovereign to his being. 

2. Rigid structure and order kills 
creativity in the individual. 



3. Man can find unity in nature. 

4. ~an should not depend on the past for 
lmowledge but should obtain knowledge by 
letting his feelings react to his present 
environment. 

4 

Awakened by the romantic emphasis on the individual , 

r turned to the existentialists in order to broaden my 

views of the importance of the individual. Although 

unable to internalize the beliefs of the existentialists 

in their entirity, there were definitely some points 

which could be gleaned and applied. Harold Titus in his 

book Living Issues in Philosophy, defines existentialism 

as: 

•• • an emphasis on the uniqueness and primacy 
of existence in the sense of the inner, immediate 
experience of self-awareness. The fundamental 
drive or urge is to exist and to be recognized 
as an individual person. The most meaningful 
point of reference of any person is his own 
immediate consciousness, which canpot be con­
tained in systems or abstractions.J 

This increased awareness of the consciousness of 

the individual connoted responsible,vital, meaningful, 

emerging life. Therefore, it was not merely living; it 

was life itself. Existentialism, within the context of 

this definition, was applicable to my educational setting. 

One of the major goals in rrry teaching career has been 

to increase the student's knowledge of himself. With this 

increased self-knowledge, he is then asked to make deci­

sions, which will not only affect himself but others as 

well, By being involved in this process of becoming aware 

of self, hopefully, the student is encountering a meaning­

ful environment. As a result of this decision-ma.king, he 
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is asked to assume the responsibility of the consequences. 

All of this reflects an existentialistic overtone. Sartre 

would state that existentialism's first move is to make 

every man aware of what he is and to make the full 

responsibility of his existence rest on him. The crux 

of existentialist philosophy i s involvement, commitment, 

action, responsibility, and feeling for one's fellows. 4 

The existentialist demands a strong sense of empathy 

in man. Sartre's ideas state that man is alone in the 

universe with his fellows. It is his belief that humans 

thus share each other's predicaments. They feel joy, 

sorrow, sickness, and loneliness with each other.5 

As an educator, I believe that the implications of 

development of empathy within the classroom are of un­

paralleled importance. When the student can fully under­

stand and accept his feelings as well as the feelings of 

his peer group, many of the major obstacles to learning 

have been removed. For in relating to others, he truly 

knows himself and is able to structure his learning ex­

perience in a manner that is meaningful to his existence. 

What was so inspiring concerning the assertion of 

the individual in rrry philosophy was the unlimited human 

potential that existed. Critics of this point of view 

might have viewed the individual's acceptance of respon­

sibility as being an impossible , rarely obtained reality. 

However, I viewed it as a cause for extreme optimism. An 

individual , who was involved and committed to action, could 



not be contained, but by the help of his fellow men, 

he could obtain ful£illment. 

6 

The idea of a student-centered classroom came from 

reading a book by Jean Piaget entitled Science of Education 

and the Psychology of the Child. Piaget concluded that 

educati on could be compared to a crude method of rote 

"force feeding." He believed that children reacted 

passively to learning and thinking because teachers 

simply fed students their lessons rather than allowing 

them to become actively involved in the process. 6 

Having read the words of Piaget, I became aware 

of the fact that I was guilty of what I call the "brown 

bag " syndrome. I would present a well-defined lesson and 

then ask the students to regurgitate the information into 

the brown bags which supposedly represented mastered 

knowledge. Piaget's comments concerning a student­

centered classroom rather than a teacher-centered classroom 

were to have a far-reaching effect on my teaching style 

and ultimately on my students. In knowing that the 

teacher was not the exclusive source of infinite wisdom, 

I returned to my classroom with the difficult task of 

putting theory to a practical application. With this new 

insight, I searched fo·r ways to clarify and expand this 

position. This time I did not turn to known scholars, but 

instead I discovered a new resource--my students. 

By allowing the students to become actively involved 

in their learning process and asserting their individuality, 
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Piaget's "forced feeding" disappeared from my classroom. 

with this reality came the understanding of why students 

were rebelling against my classes. Prior to this time, 

s tudents had tediously devoted their energies to filling 

useless brown bags with knowledge that was non-redeemable 

in life. 

In moving away from the more traditional method of 

the teacher as being a disseminator of information to a 

more student-centered, teacher-facilitator method of 

learning in my philosophy, I found further words of 

direction from Piaget. Piaget encouraged learning to 

emerge through group collaboration. 

In this respect the cooperation among the 
children themselves has an importance as 
great as that of adult action. From the 
intellectual point of view, it is such co­
operation that is most apt to encourage real 
exchange of thought and discussion, which is 
to say, all the forms of behavior capable of 
developing the critical attitude of mind, 
objectivity, and discursive reflection. From 
the moral point of view it results in a real 
exercise of the principles of behavior, and 
not solely in a submission to external con­
straint. In other words, social life., intro­
duced into the classroom through the agency 
of effective collaboration among the students 
and the autonomous discipline of the group, 
implies the very idea of the activity we have 
already described as being characteristic of 
the new school; it is morality in action, just 
as "active" work is intelligence as act. And 
even mo·re than this, cooperation leads to the 
formation of a number of particular and inter­
related values such as those of justice based 
on equali~ and those of "organic " interde­
pendence.? 

In Piaget 's statement concerning group collaboration, 

the social action of the teacher was not eliminated. As 

a member of the group, the teacher was expected to react 



and to give input. Thus, instead of eliminating the 

social action of the teacher, this became a means by 

which learning could become a joint endeavor. 

8 

After reading Piaget, I became anxious to talk about 

some of the changes that I would like to see occur in 

education. In talking with several colleagues, I soon 

found that rrry concerns were not shared by them. In fact, 

many of my attitudes were considered radical. Many 

colleagues almost viewed themselves as Plato would. They 

saw themselves as social agents of society who directed 

students in a "god-like" manner to their proper position 

in society. This guidance included evaluating a student's 

potential, categorizing him, and then giving him a label. 

Bewildered by the difference that was emerging between 

my colleagues and myself, I turned to the writings of 

John Holt for encouragement . 

When John Holt condemned the teacher for presenting 

himself to children as if he were god, all-knowing, all 

powerful, always rational, always just, always right, I 

felt that I had found a brother in the flesh. He stated 

that "this is worse than any lie we could tell about 

ourselves."8 Being convinced of this basic truth, Holt 

became a resource instant inspiration for me. 

Holt's writings inspired me to have the courage to 

not only voice displeasure with the status quo of education 

among colleagues, bu t also to become actively involved 

in seeking change. When Holt spoke of "teachers learning 



their pupils, instead of their subject matter, to see 

and of sensitivity and intimacy in the teaching/ 

t · h · "9 h wa l d . . t th learni ng rela ions ip, e s ea ing me in o e 

discipleship of humanistic education. 

9 

since for th.e past few years, I had been advocating 

change and examining educational issues from teaching styles 

to curriculum implementation, I was asked to serve as a 

master teacher in a program which would investigate a 

humanistic, open- school approach to learning. It was 

during t his time t hat a major portion of my philosophy 

was formulated . 

Being introduced to humanism and t he concepts of 

open education, I soon became an avid disciple , and my 

devotion took on a religious fervor . Eventually, I 

evolved to the stage where I was trying to convert fellow 

educators to a similar dedication and conversion. This 

was not unusual for advocates of the open education process 

to present their concerns with such zest. Barry Hake , an 

accepted authority on open education, compar ed the concept 

of open education to a relg ious debate and indicated that 

open education required a religious-type conversion and 

dedication.10 Unfortunately , teachers who did not share 

similar views were labeled as being pagan. As a result, 

I was completely non-tolerant of them as educators. 

The two years spent in the open-school program were 

the most intense, fiery , and exhausting years of my 

teaching career. Ya ~ at the same time, they were the 

most ch~llenging . During thi s time , I was given the 
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opportunity and academic freedom of putting the almost 

"Biblical" words of Kohl, Silberman, and Brown to the 

test of practical application. Through frantic readings, 

devastating failures, and sweet successes, a staunch commit­

ment as to what a l earning environment should contain 

erupted with the full force of an activated volcano. This 

commitment permeates the structure of YALAC. 

As a result of the experiences in the program, it 

became evident to me that a learning environment should 

encompass these major concepts: 

1.There should be tolerance for teaching styles 
and philosophies that are different than your 
own. Kohl states this idea well: 

We have to move beyond the competitive 
judging of one another's work and 
support one another, share experiences 
and develop a community of teachers 
within the school who can relate to one 
another openly and honestly.11 

2. Teachers can create an effective learning 
environment. In his book, Reach, Touch , and 
Teach , Barton states: 

We have ourselves to give , and that is 
a great deal. Within any teacher, with­
in any person, there is infinite com­
plexity, ability to respond, to exchange 
ideas, and to change personality. The 
common teacher is not common at all, he 
is bulging with talent, with energy, and 
with understanding.12 

J. Students should have a right to pursue their 
own desires and should have input into the 
learning environment. 

4. The student is the agent of learning. 

5. The teacher should be sensitive to the needs of 
the students and provide materials. 

6. Students need varying lengths of time to com­
plete material. 
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7 , Students should be given part of the respon­
s ibility for their learning, 

8 . Students should have the experiences of Cis­
covery , inquiry, setting goals , making choices, 
and weighing alternat ives , 

9. Students should be a part of the evaluative 
process. 

10. St udents are different ; they should be offered 
many alternatives in the learning process. 

11. The teacher should not manipulate students to 
achieve his goals. 

12 . Teachers must change and g r ow with the students 
instead of attempting to change them. 

1J . Learning occurs best in a non-threatening 
atmosphere of mutual trust . 

14. Value clarif ication should be presented through 
the inquiry approa ch. 

15. School shoulq •reflect society and life . 

Th e open-school program had helped me to develop an 

aspect of my philosophy that had been virtually non­

existent . This aspect concerned the humanistic movement 

and the process of valuing . To discover and to develop 

effective strategies for educating the inner strengths 

of my students became a g oal of my teaching career . 

\'Ii thin this framework of humanistic education , 

emphasis in the classroom was placed on motivation, an 

awareness of the "here and now" , (and the excitement in 

experiencing this awareness), creative thinking , inter­

personal sensitivity , self- reliance, self- esteem, self­

assessment, strength training , and value clarification. 

Noticing the repetition of the word "self " in the above 

list , it is not difficult to see why humanistic education 



was so appealing to me . Within this philosophy , the 

words of Emerson and Sartre echoed loudly. 

12 

The idea of helping students to become increasingly 

a wa re of the "here and now" was an exciting idea. It was 

during this time that Gestalt Awareness Training became 

particularly meaningful. I agreed whole- heartedly with 

t he assumption that if a person could not chang e "here and 

now," where the conditions could be optimal , he would not 

very likely change or grow outside after the course . Thus , 

a major portion of my teaching energies was devoted to 

creating an awareness within the classroom. 

naving spent a great deal of time and frustration in 

attempting to teach the anxiety-ridden student, I welcomed 

this new source of enlightment . In making students aware 

of the fact that anxiety can be reduced and even eliminated 

by considering the "here and now" ir.stead of continuously 

worrying about the future , my classroom was becoming a 

more tranquil place . Perl ' s words concerning living up 

to one •s ovm expectations instead of the expectations of 
/ 

others were also a source of encouragement to my students .1J 

Student feelings and their emotional responses to 

my class began to take priority in my value system 

concerning educational philosophy . So much of my time 

was taken in considering the affective realm of learning 

that I began to view content as being secondary . In fact, 

it was very often slighted. I felt guilty about presenting 
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my s t udents with content-based materials. As a result 

of t his guilt complex, many times my students were 

victimized by hidden agendas. These hidden agendas con­

sisted of behavioral objectives based on mastery of 

language arts skills. They were very cunningly hidden 

within a unit so that even the shrewdest of students 

did not realize that they were being subjected to cog­

nitive skills . Perhaps I viewed the affective mode 

of learning as providing a long-term internalization of 

skills , which would be very beneficial to the student. 

On the other hand, I viewed cognitive skills as providing 

short-ter m gains, which were not applicable to life. 

Since my ovm basic exposure to secondary public 

education had been during the Sputnik age , this probably 

tainted my perception concerning cognitive skills. During 

this time , the emphasis was placed on the race for knowledge, 

and cognitive skills reigned supremely, I remembered with 

displeasure the many hours that I had spent in lectures 

memorizing insignificant data. I did not want my students 

to experience a similar learning situation. 

This fallacy of placing the affective and cognitive 

modes at war with each other lasted fo·r a considerable 

amount of time. Since I was experiencing extreme confusion 

in my attitudes toward learning, this confusion was re­

flected in my classroom. For some strange reason , I 

felt that even iI I did recognize the importanca of 

cognitive skills, they could not be integrated with the 

affect ive skills. Thus, there were days in my class that 
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were directed to the affective means of learning. Existing 

within the same unit, there would be other days devoted 

to cognitive skills exclusively. I imagined some catas­

tropic incident happening if the tv.ain over-lapped and 

were covered in the same day. Therefore, they co-existed 

superficially within my classroom for over a year. 

With the reading of Human Teaching for Human Learning, 

r finally realized the misinterpretation of learning that 

r had been advocating. 14 The emer-&1--,g term confluent seemed 

to answer the ambiguity concerning affective/cognitive 

learning. The idea that confluent education is an attempt 

to integrate the head and heart, the mind and the body so 

that like two brooks flowing together into a stream, each 

merges into the other, losing its boundaries to a greater 

whole provided an answer for which I had been searching.15 

No longer did the affective and cognitive modes of learning 

have to fight for "prime time" in my classroom. The 

realization that they could become one made immediate sense 

to me. 

Realizing that by integrating mind and feeling, the 

teacher had the power to help a student become aware of his 

unlimited potential served as a reason for me to adopt 

confluent education as a statement of my educational 

philosophy. I also felt that the adoption of this par­

ticular philosophy signified an added depth of maturity 

to the religious ferver of rrry open education days. What 

had been lacking and causing serious questions to be asked 

had been fulfilled through the readings of confluent 

educators. 
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Wi t h the adoption of confluency as a personal 

philosophy came an awareness . Since confluency involves 

a smoothness or flow in the transition from affect to 

cogntion and the belief that affect and cognition are 

co-existing modalities , the duty of the teacher would be 

to develop material s and teaching strategies that would 

facilitate the interpenetration of these two modes of 

learning . 

Out of this realization , there gr ew the idea of the 

YALAC Composition Program. It was my desire to devise an 

approach to composition that would be soundly constructed, 

(reflecting my philosophical interpretation of education) , 

effectivel y taught , properly sequenced, and carefully 

evaluated. This provided the basic structure for YALAC ; 

for YALAC contains materials , teacher str ategies , activities, 

and means for evaluation. 



PART II 

AN ANALYSIS 

Con:fluency posits the concept that behavioral 

development and observable levels of performance com­

petence are dependent upon affective and cognitive 

variables flowing together. This section will in­

vestigate the units of study, strategies, and activities 

devised for YALAC to show that both affective and cog­

nitive variables are present. The units of study are 

based on two assumptions of Combs and Snygg•s perceptual 

theory. One is that there is a basic need for a person 

to enhance himself. The second is that all behavior is 

determined by the perceptual field of the behaver at the 

instant of behaving.16 The structure of this perceptual 

field is dependent upon two factors--experience and mean­

i ng . Within these key concepts of self-organization and 

the perceptual field, YALAC attempted to develop a con­

fluent approach which reflected the flowing together of 

cognitive and affective variables. 

In order to examine the affective variables of YALA.C , 

Krathwohl, Bloom, and Masia•s taxonomy (developed in 1964) 

has been used. Their classification includes the variables 

of receiving, responding, valuing, organizing, and 

characterizing.17 
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Receiving, the first affective variable, involves 

the learner being aware of certain phenomena and stimuli. 

How could writing skills be mastered if students were un­

willing to receive the teacher, the class, or the material? 

Nruch of the behavior of students in school is directed 

toward maintaining their sel_f-organizations. 18 Since 

many of the students had experienced failure, punishment, 

censure , and ridicule in their past writing experiences, 

they were unwilling to receive any new attempt that might 

further destroy their self-organization. Thus, by avoid­

ing or not receiving , they were keeping their self­

organization intact. 

One of the major tasks of YALAC, then, was to organize 

the progra,m so that the students would not feel threatened 

in their sel_f- organizations, and as a result would be 

willing to accept or receive experiences in the needed 

composition skills. The ve·ry structure of the units of 

study of the program reveal the importance of the student 

"receiving." 

YALA.C begins with an orientation unit. In the 

rationale for this unit, it is evident that the receiving 

of the program by the student is considered to be of 

paramount importance. The :rationale states that some 

of the students have been unsuccessful in the past in 

learning the basic skills of composition; therefore , their 

attitude is very negative. In order to create a favorable 

atmosphere within this type of classroom, the affective 
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realm ~ust be considered. Attention is given to student 

and teacher attitudes, concerns, and expectations. The 

unit is structured so that students encounter situations 

which are positive so that the self-image of the student 

is enhanced. Also the orientation unit is concerned with 

getting the student involved in the learning process 

i mmediately. An ultimate goal of this involvement is to 

ask the students to receive and accept partial responsibility 

for their learning. By beginning YALAC with an orientation 

unit , the teachers are attempting to make the course more 

acceptabl e to the students so that maximum learning can 

occur. 

In the rationale for the orientation unit, the second 

var iable, responding , is also evident. By asking the 

students to help create the classroom environment by setting 

up rules, by designing the physical classroom, and by dis­

cussing how they learn best, the teacher in reality is 
' asking them not only to receive YALAC, but also to respond 

by formulating a class which is individually tailored. 

One specific activity which solicits the response 

of the student concerning teacher behavior is an assignment 

where the student is asked to write a newspaper advertise­

ment for t he perfect teacher. It is announced to the stu­

dent that he has been given the responsibility for hiring 

the most qualified person to f ill the position. At the 

same time that students are writing the advertisements , 

the teacher is writing an advertisement for the perfect 
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student . This activity reveals a characteristic of 

YALAC. Since the . learning environment involves both 

teacher and students, any effective program must facilitate 

an exchange for sharing between students and teachers. 

Charity James in Young Lives at Stake states that teachers 

lives are at stake too. She expresses that they should be 

experiencing the same kinds of support, respect, and optimism 

about themselves that are accorded to students. 19 

In allowing students to receive and to respond without 

fear of destroying their self-organization by beginning 

YALAC with a non-threatening unit, such as the orientation 

unit, the teacher is s:?tting the mood for the third variable 

which is valuing. Valuing can be defined as the learner 

displaying behavior which is consistent with a single belief 

or attitude in situations where he is not forced to comply 

or obey. Students learn because they believe that what 

they are learning is important and worthwhile. If a student 

perceives that what he is learning is beneficial, he will 

employ this learning as a vehicle to enhance his self­

organization.20 Thus, it is evident that the affective 
-

variables are dependent upon each other and cannot exist 

independently. 

In the development of YAIAC, the process of value 

clarification was utilized. Within this process, students 

were asked to examine alternatives and consequences and 

were encouraged to reach their own decisions, morals, 

and values. 
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Rat hs, Harmin, and Simon in their book Values and 

Teaching have identified seven broad value skills. The 

skills are: 

1. Seeking alternatives when faced with 
a choice. 

2 . Looking ahead to probable consequences 
before choosing . 

J . r11.aking choices on one's own, without 
depending on others. 

4. Being aware of one's own preferences 
and valuations. 

5. Being willing to affirm one's choices 
and preferences publicly. 

6. Acting in ways that are consistent with 
choices and preferences. 

7. acting in those way~ repeatedly, with a 
pattern to one's life. 1 

These skills are present in many of the YALAC activities. 

In an effort to make the composition course more concrete 

and experiential, the students are asked to become involved 

in value-clarification activities which not only focus on 

affective skills but which tend to flow into the cognitive 

skills. 

An example of this type of learning activity is The 

Marijuana Story. (Appendix A) In this activity, students 

are gi ven an incomplete story which involves some value 

conflict s among the characters. The students are asked 

to align themselves with the character whom they respect 

the most and then to defend that position in a discussion 

session . After the class has discussed the various 
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characters and their value conflicts, there is a session 

of role-pla~ing in an attempt to end the story . Following 

the r ole-playing session, the students are asked to write 

an ••I l earned" paragraph , 

Valuing, as conceived in the YALAC Program, is a 

combination of the pragmatic philosophers and the humanistic 

psychol ogis ts . The pragmatic philosophers following Dewey22 

believe that value questions should be treated like other 

questions and that moral issues are as susceptible to 

rational processes as other issues. Thus, this approach 

to values would not replace academic study but would rather 

be an addition to it since it examines current real-life 

issues in a non-moralizing manner. Humanistic psycholog ists 

such as Rogers , 23 stress the importance of a supportive 

social environment . There is a high priority given to 

one's feelings and the feelings of others, and the focus 

is on building communication skills. Within this humanistic 

values approach , a key implication is that teachers must 

be honest, warm, and empathic . 24 By participating in 

value-clarification activities, the learner displays 

behavior which is consistent with a single belief or 

attitude in situations where he is not forced to comply 

or obey. In other words , an internal commitment becomes 

consistent with external behavior. 

The affective variables of organization and character­

ization actually are an integral part of the values clarifi­

cation process. Organization is defined by Krathwohl , Bloom, 



and Ma.sia as the learner being committed to a set 

of values as displayed by his behavior. They a l so 

22 

define characterization as the total behavior of the learner 

as being consistent with the values which he has inter­

nalized.25 For example this would be represented by the 

development of a philosophy of life. A philosophy implies 

that a person is behaving as he believes . Using these 

definitions of organization and characterization, it is 

not difficult to see the relationship that evolves f r om 

the perceptual theory of Combs and Snygg and ultimately 

YALAC. 

In organizing and characterizing , the students are 

being asked to affirm their choices and preferences 

publicly, to act in a manner that is consistent with these 

choices, and to act repeatedly so that a pattern of life 

is formed. Therefore , the variables of organizing and 

characterizing become evidenced by the students• behavior. 

The perceptual theory states that the quality of this 

behavior is limited both by the amount of experience 

and by the .lack of openness to the personal meanings of 

that experience. 26 Hence , the design of YALAC is devoted 

to asking the student to become involved in experiences 

which are reflective of current problems in society. They 

are then asked to trust their experiences . This ~rust 

enables them to react with an intelligent, consistent 

behavior. One goal of YALAC is to encourage intelligent 

behavior , as defined by Bills, by exposing students to 

various experiences. Bills defines the intellig ent 



person as: 

.. one who is broadly and deeply experienced, 
who is open to his experience when it is 
needed, who is open to the demands of the 
problem, who is open to the effectiveness 
of tentative solutions and who is able to 
sense the newness and i mportance of par­
t icular ~roblem situations.27 

2J 

Thr oughout the YALAC Program students are exposed to 

concrete , experiential segments of life in order tha t 

they might internalize the skills of reorganization 

and characterization. 

If a course is truly confluent in nature, it must 

not only reflect the development of affective s kills , 

but i t must also focus on cognitive skill building . Since 

YALAC is based on a course outline adopted by the Hazelwood 

School District in 1969, it is not difficult to see the 

cognitive aspect. The objectives for each unit in the 

outline are written in behavioral terms, and it is clear 

that knowledg e is g oing to have to be transmitted if 
\ 

s tudents are g oing to be able to perform the objectives 

f or each specific unit . However , many of the objectives 

for units never request the student to go beyond the simple 

recall level or initial knowledge level. In Bloom's taxonomy 

of cognitive variables or levels of learning, he cites 

s ix developmental stages: 

1. knowledge--Involves the recognition and 
recall of facts and specifics. 

2. cornprehension--Involves the learner's inte-r­
pretation, translation, summarization, or para­
phrase of the g iven material. 



J application--Involves the use of materia l 
i~ a situa~ion ~hie~ is diffe:ent from that 
situation in which it was orginally learned. 

4 analysis--Involves separating a complex 
whole into its parts until the relation­
ship among the elements is made clear. 

5. synthesis--Involves combining elements 
to form a new original entity . 

6. evaluation--Involves acts of decision-
makin? , j~dg~~ or selection based on a given set 
of criteria. 

In the YALAC Composition Program , the objecti ves, the 

units , and the activities are created so that a ll six 

levels of learning are prevalent. 

24 

Piaget in his book entitled Science of Education 

and the Psychology of the Child concluded that education 

could be compared to a crude method of rote "force 

fedding." He accused teachers of using an archaic education­

al approach and of not being concerned enough with the 

mental and emotional development of the pupil. He believed 

that children reacted passively to learning and thinking 

because teachers simply fed students their l essons rather 

than allowiP.g them to become actively involved in the 

process . 29 Having read these words , the teacher became 

aware of the fact that she had structured learning 

s ituations which required only "brown bags" from the 

students. This occurr ed when a well-defined lesson was 

presented , and then the students were asked to regur gitate 

the information i nto the "br own bags" which represented 

knowledge . In order to avoid this type of learning 
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·ence Piaaet •s words and Bloom's taxonomy of experi ' o 

of learning became guides for formulating daily 1evels 

1esson plans • 

By focus ing on the paragraph unit included in 

YALAC, the six levels of l earning , as identified by Bloom, 

can be observed. A sample activity such as The Supreme 

court vanishes (Appendix B) involves the various cognitive 

l evels of learning. In this activity , students ar e asked 

t o recall what they have learned about general and specific 

details , t he topic sentence , and the clincher sentence . 

To r eveal comprehension of the material, there is a 

brainstorming session which includes the entire class 

working together. The~ are then asked to apply these 

newly- lear ned composition skills in solving the mystery 

by pretending that they are reporters for a daily newspaper . 

Analysis and synthesis take place when the mystery i s 

actually sol ved and written as a journalistic entry . The 

final step is evaluation. When the students break into 

dyads in order to evaluate each other' s work , they are 

making judgments concerning the assignment and their 

skills . Sever a l activities in the par ~uraph unit include 

the six cognitive levels as defined by Bl oom. 

In the first section, an attempt was made firs t to 

identify the cognitive and affective variables , and then 

t o show that the YALAC Composition Pr ogram contained 

both of them. 



confluent education is a relatively new theory 

being practiced widely . However, since it is a wide­

spread pr actice with little theoretical devel opment , 

the question is often asked , "How can I be sure that 
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what I am doing is truly reflective of confluent edu­

cation?·• Stewart Shapiro , anticipating some of these 

problems and frustrations caused by a practice which has 

surpassed theory , has attempted to further define and 

explicate the complex array of techniques, concepts , and 

sett i ngs t hat are characteristic of confluent education. 

The purpose of this explication is t hat better confluent 

models mi ght be built--confluent models which will reflect 

the l egitimacy of affective g oal s , principally those 

stemming from f undamental human concerns and to place 

thes e goals within the disciplined context of a total 

curriculum, "soundly constructed, effectively taught, 

properly sequenced , and carefully evaluated."JO Thus , 

this section of the paper will take the findings of 

Shapiro and apply them to the YALAC Program in order 

t o examine the con.fluent nature of it. 

In working with a team in the Ford Foundation's 

Development and Research in Confluent Education (DRICE), 

Shapiro recorded a working definition of con.fluency and 

a list of essential features of a model case of confluent 

education. They defined con.fluent education as "a 



27 

deliberate purposeful evocation by responsible, identifable 

agents of knowledge , skills , attitudes , and feelings 

which flow together to produce wholeness in the person 

and society ... Jl The necessary elements of this type of 

education which emerged are : 

1. A context or climate of two- way openness 
to learning . Confl uent education has a 
structure which includes intentionality to 
learn and support for the l earning of both 
teachers and students . Setting this climate 
is considered "shaping behavior," and in­
tentional ity incl udes awareness of the 
teacher's own values, patterns , and selective 
r einforcements of the student's responses . 

2 • .Awareness of self as a legitimate object 
of learning (for teacher and student) and 
deliberate attention directed to this learn­
i ng . 

J. Subject matter which is close~y related to 
the significant personal needs and feelings of 
the students . The major criterion for in­
clusion of any subject is the extent to which 
students can come to feel significantl y re­
lated to it . 

4. Experienced-based learning . This means 
learning that is c l osel y tied to the direct 
contemporary experiences of students, and 
l earning in which inferences and abstractions 
are drawn after the concrete learning ex­
perience itsel f . 

5. Awareness and intention to develop conver­
gent and cognitive processes integrated with , 
or parallel to , other learnings . Other 
learnings involve action and will , as well 
as affect . 

6 . Encouragement of the expression of feelings 
by both student and teacher. 

?. Use of feedback to refine and develop l earning . 

8 . Encouragement of divergent imag inative 
thinking . 



9. "re-subjectivising" of meanings. This 
involves the re-creation and internalizing 
of external, social, and transpersonal 
meanings , and perception and knowledge. In 
some ways it is the opposite of what Phenix 
describes as the process of aesthetic crea­
tion. (i . e . objectifying the subjective)32 

The first feature of the DRICE evaluation of 

confluent education is a context or climate of two-

way openness to learning . This structure includes 

activities which stress the intentional learning of 

both students and teachers . In this feature, there 
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is an inareased awareness of others involved in the 

learning process. The two- way openness characteristic is 

inherent in the phil osophy , the objectives , and the 

selction and position of units of YALAC. 

Following my philosophical investigation and various 

educational involvements, definite ideas concerning what 

an educationalmvironment should contain emerged . These 

have been listed in the philosophy section of the paper . 

However, they can be summarized in a definition of the 

"live classr oom" by George Brown: 

The live classroom is full of learning activities 
in which students are enthusiastically and authenti ­
cally involved. Students take on as much responsi ­
bility for their l earning as their capabilities 
allow. Each student is genuinely respected and 
treated as a human being by his teacher. He, in 
turn. , participates in the learning process as one 
who structures strategies for learning , as 
individualized as possible, while fQcusing on 
process as well as subject matter . Jj 

Many times an educational endeavor is weakened because 

the int en~ionality of it is not communicated to the students. 

One way of solving this problem is through the use of 



29 

objectives and brainstorming sessions. In each of 

t hese ways, the teacher is able to express her desires 

for the student. YALAC always begins a unit of study 

with brainstorming and vrritten objectives . 

Written objectives can seem very formal , and thus 

they may not truly communicate to the student the true 

concerns of the teacher . Therefore , I am using the 

format of an open letter, being written by the teacher , 

to her students . '!.'he letter would serve as a warm way 

of introducing the teacher ' s intentionality to her students . 

It would also serve as an excellent means of getting stu­

dents to speak of their concerns . As a sort of fringe 

benefit , it could be a beginning step in building mutual 

trust within the classroom and establishing a two- way 

openness to learning . The following is a representat ive 

l etter: 

Dear Students , 

When you enter ed my class today , I could 
see the tenseness in your faces and the energy 
dr a ining from your bodies as you p l opped into 
the "most- distant- from- the- teacher" chair . I 
felt your distur bing gaze as you tried to de­
termine what fate was in store for you this 
year . I could tell that the possibl e fates 
that crossed your minds were very upsetting. 
As a result of these t r oublesome thoughts , 
the atmosphere seemed to be chared with anx­
iety , and an air of uneasiness hung heavily in 
the class . 

·:1ould it make you feel more comfortable if 
I t old you that I had difficulty sleeping last 
night? The anticipation of new students , the 



new responsibilities, and the potentialities of 
a new class caused butterflies in my stomach . 
Thus , my night was spent in thinking about 
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you . How could I possibly co:nmunicate ;ny con­
cerns for you not only in my class but in the 
future as well? What could I do to rid my class 
of the anxiety and uncertainty that seemed to 
prevail in a new class? How could I bridg e the 
gap between you and me and the experience of 
learning? 

Not lmowing how to verbalize these concerns 
to you, I decided to write you a letter. I hope 
that the l etter will help to bridg e the uncomfor­
t able gap between you and me . 

First , ~uch of the class will be spent in 
get ting to know each other and in interacting 
with each other . Many of the days will be spent 
worki ng in small groups with a common task. One 
of t he first tasks will involve writing as a group 
in response to the statements: 

The five things that I like about English 
last year were ____________ • 

The five things that I disliked about English 
l ast year were 

The next day as a class, we will discuss, 11·,·lhat • s 
worth lmowing . '' I respect your opinion and will 
request your input continuously in this class . I 
believe the class will be meaningful to you if 
your ideas are considered in the planning of the 
course . 

As an individual, whenever we work in groups, 
you will have the option of passing and working alone . 
However , I want you to know that I bel ieve that 
group collaboration is one of the most effective ways 
t o learn . I believe deeply that we learn from 
others , and that other people can give us insights 
into our own behavior . 

I want you to be able to talk freely in this 
class and to express your ideas without fear of 
ridicule and censure from myself and others in the 
class . In order for this to become a r eality , the 
class will need to become aware of the behaviors 



implied by a value which I cherish. This broad 
value is the val ue of human dignity. In my class 
I would like my students to become intensely aware 
of the worth of each i ndividual and the respect 
which each individual must be given. Therefor e , 
I will s~ructur e activities , through conscious 
teacher acts , which will foster this concept . 
r,:any times I will ask you to participate in dis ­
cussion, r ole- playing , and writing experiences 
which will ask you consider the value of human 
dignity . In so doing , I am asking you too to 
value it . 

However, as a teacher , I r ealize the dangers 
of "shaping behavior", and of you simply adopting 
this value on a super ficial level . I know that 
students do things simply to please a teacher . 
I f you exhibit behaviors which seem to reflect 
t hat you value the individual, ·I will undoubtedly 
be pleased and .will reinforce this behavior in a 
positive manner . However , my real desire for you 
is that you will not simply imitate , but will 
internalize this as a value of your very own. True 
harmony will never be achieved in your life if 
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you continue to simpl y adopt other people's values . 
:r.any writers have worded this concern more effective­
l y that I can. I•d l ike to share their thoughts 
with you . 

Carl Rogers states that you've lost trust 
in yourself in the following statement: 

In an attempt to gain or hold love, 
approval , esteem, the individual re ­
linquishes the focus of evaluation 
which was his in infancy , and places 
it in other s . He learns to have a 
bas i c disuust for his own ex~er­
iencing as a guide to his behavior. 
He learns from others l arge number 
of conceived values , and he adopts 
them as his own , even though they 
may be wi dely discrepant from what 
he is exper iencing . Because these 
concepts are not based on his own va l u­
ing , they tend to be fixed and ragid , 
rather than f l uid and changing . J 

In an arti cl e explaining ego boundaries , Thomas 
Yeomans descri bes what happens when a person accepts 
a personality element f r om another person: 

In inttojection, a per son may accept 
an el ement of personality f r om another 
which he then comes to view as his own 
when , in fact , it is not . In this case 
he has i ntrojected the el ement and placed 



it within his ego boundary . 
This leads to an expansion 
of the ego boundary, but it 
is an overexpansion, for the 
element remains foreign inside 
him and may cause a good deal of 
conf'usion and stress in its re­
l ation to the other elements . In 
this state the person loses touch 
with who he really is.35 
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Raths , Harmin, and Simon warn the teacher of the fallacy of 
not letting the students really have a choice when 
dealing with values : 

•. • But when we are concerned with 
values, we must be willing to g ive 
the child his freedom to choose. In 
short , we are saying that a coerced 
choice is no choice at a1·1. It is not 
likely that values will evolve from a 
choice imbued with threat or bribery, 
for example. A condition of choosing 
that the value theory suggests is free -
dom to choose. One important implica-
tion for teachers is the diminution of 
the punishment and reward systems so 
widely used in schools . Choices cannot 
be considered sufficiently free if each 
one is to be weighed, approved or dis ­
approved, or graded by someone in charge . 36 

I want you to know that you are a unique individual 
and that you have ma.~y abi lities which you have never 
discovered. rr.a.ny of the activities during this course, 
will have the objective of you getting to know yourself. 
In getting in touch with yourself , you are going to 
realize that you have many potentialities which have been 
latent for many years. Through a redirection of wasted 
energies, these potentialities will be discovered. One 
of the ways in which you will get to know yourself better 
is through writing. I lmow that many of you feel insecure 
about your writing , and this will not be a pleasant ex­
perience . However, Assagioli states: "As the repeated 
habitual actions are taken over by the unconscious, the 
conscious is freed for other and higher activities ."37 
This is my desire in having you write . 

The touics will vary in nature . Many times the 
writing will be reflective of a piece of literature which 
we have read; other times it will seem totally unrela ted. 
Sometimes I will ask you to write on topics such as "Who 
Am I ?" , "~fie as a Tr ee" , and "When will I be ready to assume 
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responsibility for mysel f?'' What I am trying to say 
to you is that self-knowledge is leg itimate in the 
classroom and should be pursued. Through an awareness 
of the self , the individual is able to see his potential­
ities . Perls concerns himself with this potentiality 
when he says, "Nothing is every created, it is dis­
covered in a moment of experience . 1138 A goal of my 
class is to let you experience yourself moment by 
moment. 

I am going to ask you to trust me. I will be 
structuring experiences which will help you to discover 
things that you might not be able to learn on your own. 
Trusti ng a teacher is not an easy thing to do . Rogers 
stated a reason of why it is so difficult: 

The student has been "conned" for so l ong 
that a teacher who is real with him is 
usually seen fo·r the first time simply 
exhibiting a new brand of phoniness , To 
have a teacher prize him in a non-judg­
mental way arouses the deepest disbelief . 
To have a teacher truly and warmly under­
stand his private world is so unbelievable 
that he must not have heard correctly. Yet, 
it is this last , the ·e3mphatic response, which 
is probably the first element to get through , 
the first reaction which begins to convinc~ 
the student that this is a new experience.)9 

I want you to know that I assume this responsibility 
and will attempt not to violate your trust . In structuring 
these experiences, I will be listening to your suggestions. 

I want you to look at the experience of writing as 
a vehicle or a means of expressing yourself as a person. 
I want writing to widen your perception instead of 
limiting it. In order to obtain this •goal, I will con­
tinually stress these concepts: 

1. Writing should begin with an immediate 
experience . 

2, By starting with the self and moving out­
ward , by starting with an awakening of th~ir o·Nn 
perceptions, the students can use language to 
articulate their experiences of the world. 

J. Writing is a process which can be learned. 
This process or structure should always follow 
the actual experience of writing. 



As your teacher , I want you to learn the skills of 
writing. We are living in a world which demands 
written communication, and I want you to be able to 
function in this world . 

I want the class to be student- centered. The 
structure of the class and the activities should re­
flect your needs . In order to achieve this, I will 
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be asking you to share in t he responsibility for the 
class. Brown states that it is imoosslble for students 
to be able to assume responsibility for their learning 
without e~eriencing themselves internally and ex­
ternally.4D Hopefully the cl ass wil l give you the 
opportunity to exper ience yourself , and you will be 
able to assume this responsibility . 

Pl ease do not stereotype me as a teacher. I 
resent this . Rogers expresses a similar attitude 
in the following statment : 

Teaching , in my estimation, is a vastly 
overrated function . Teaching means "to 
instruct ." Personally I am not much 
interested in instructing another. "To 
impart knowledge or skill. : Nry reaction 
is, why not be more efficient, usi ng a book 
or programmed learning? "To make to know." 
Here my hackl es rise. I have no wish to make 
anyone lmow something. "To show, guide , direct." 
As I see it, too many people have been shown , 
guided , dir ected. So I come to the conclusion 
that I do mean what I said. Teaching is , for 
me , a relatively unimportant and vastly over­
valued activity. 41 

I , too , am a learner and am a person str uggling to 
find myself as ~ou are . I do not have all of the 
answe·rs. However, I do have some questions for 
you to consider. I would prefer that you refer 
to me as a facilitator of learning. Rogers defines 
the faci l itator very wells 

When I have been able to -transform a group-­
and here I mean all the members of a group, 
myself i ncluded--into a community of learners, 
then the excitement has been almost beyond 
belief. To free curiosity; to permit in­
dividual s to go chargi ng off in new directions 
dictated by their own interests; to unleash 
curiosity ; to open everything to questioning 
and exploration; to recognize that everiJtiling 
is in process of change--here is an experience 
I can never forget . 42 


