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The majority of this class were handicapped by a language 

Jl problem. A total of twenty-five (25) students were from bilingual or 

non-English speaking families, and thus used English as a second 

language.32 The following list33 of personal characteristics serve, by 

31Bilingual and/or non-English speaking famili es, notwithstanding, 
the lower-class child is frequently thwarted by a language handicap. 
Robert Bavighurst explains that every child' s mind must feed on the 
language provided in the home. If families differ systematically in the 
ature of the language they use, their children's minds must differ sys­

tematically. There is substantial evidence that families do differ in 
this respect, and that the better educated parents, with higher socio­
economic status, provide a more stimulating and more elaborate language 
environment. The sociologist Basil Berstein has analyzed family 
language patterns in several classes, and has concluded that working 
class and rural families, as a general rule .. . restrict the mental devel­
opment of their children because they use a restricted language in the 
home. Therefore, a child who has learned a restricted language at home 
is likely to have difficulty in school, where an elaborate language is 
used and taught by the teacher; and the difficulty of this child is 
likely to increase ass/he goes further in school, unless s/he learns 
the elaborate language that is expected in school. Cited by Harold M. 
odges, Conflict and Consensus: An Introduction to Sociology (New York : 
arper and Row, 1971), p. 410. 

3211The effect of bilingualism has been examined by many different 
studies (for example, Smith, 1949; McCarthy, 1960). The results of 
these studies indicate that only the very superior bilingual child is 
likely to keep pace with monolinguals in either language. Koenig (1953) 
as drawn attention to the possible ill effects on the child's social 
nd emotional development of speaking the language of his peers with an 
ccent, and to subsequent ill effects on his adjustment at school. 

There is additional evidence that learning two languages simultaneously, 
etards the development of both. Vocabularies of bilingual children 

seem to be smaller, their articulation poorer, and their level of syntac­
tical structure lower (Smith, 1957)." Cited by Lefrancois, Ibid., p. 229. 

To emphasize the degree to which our school is involved in the 
bilingual program: While attending an inservice meeting involving ESL, 
every teacher at John Muir Elementary School was given a printed 8½ x 
11" guide that was three inches thick, in which prescriptions were devel' 
oped to help teachers individualize instruction in Engli sh as a second 
language. Marguerite Pinson (Coordinator), English as a Second Language 
(Orange County: Board of Education, 1975). 

33 Drawn up by one of the study groups at the Walsall Seminar, cited 
by J.W. Patrick Creber, Lost for Words: Lan ua e and Educational Failure 
(Middlesex, England: Penguin, 1972), pp. 76-77. 
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irtue of length alone (and it is not exhaustive), to give some idea of 

the predicament of the teacher. 

Personal Characteristics 

1. Substitutes aggressive action for aggressive language. 
2. (a) Generally poor physical condition. 

(b) Handwriting exhibits poor physical control . 
3. Aimless activity. 
4. Persists in parallel play. 
S. (a) Upset by broken routine. 

(b) Holds desperately to the familiar . 
6. Susceptible to peer-group but not adult pressure. 
7. Concentration severely limited. 
8. Self-effacing . 
9. Distrusts , but often demands, customary schoolbook 

symbols of literacy. 
10 . Possesses invisible parents . 
11. Takes little apparent pride in own work. 
12. (a) Expects and accepts failure. 

(b) Inherits failure from parents. 
13 . Needs to perceive immediate relationship between cause 

and effect. 
14. Possesses no accomplishments. 
15 . Rarely complains . 
16. Lacks conventional knowledge and experience. 
17. Distrusts verbal communication. 
18 . Functions badly in activities of the imagination. 
19. Reacts suspiciously to praise and indifferentl y to 

criticism. 
20. Seldom attempts to manipulate people for advantage. 
21. Lack of initiative in response. 

Language Habits 

1 . Speaks in a very limited vocabulary. 
2. Reproduces sounds inaccurately . 
3. Misnames objects or omits naming them. 
4 . Speaks haltingly without physical defect. 
S . Often speaks in monotone. 
6 . Indiscriminate in both noisy and quiet r esponses . 
7 . Seldom or never asks questions. 
8. Constantly uses present tense. 
9. Seldom uses modifiers. 

10 . Cause and effect relationships absent in speech . 
11 . Rarely engages in dialogue with adults . 
12. Talks almost exclusively about things. 
13. Avoids situations which require words. 
14 . Tells transparent lies. 
15 . Distrusts vocal people, especially those who use 

"big" words. 
16. Exhibits too ready agreement. 
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17, Cannot easily transfer abstracted information into 
concrete usage . 

18. Unable to vary language with situat ion. 
19, Reluctant to move from oral t o written language. 

To these stereotypes , the following were added . 34 

Speech 

a. Inability t o communicate at all because the whole 
situation is too unfamiliar or demanding (symptom found 
in younger children) . 

b . Inabil i t y to communi cate in more than restricted code/ 
ghet to language. 

c. Keenness to communi cate once good contact is made , but 
restrictions caused by poverty of words and structures, 
with reliance on gesture. Basic concepts inadequately 
realized. 

Listening 

d . Difficulties with understanding many words, language 
structures , concepts. 

e. Difficulties in understanding nuances of language, 
differences of register, etc. 

Resultant reading and writing blocks 

a. Problems with phonics. 
b. History of early start to failure . 
c. Non-literate background, hostility to books. 

Resultant intellectual retardation 

Problems derived from lack of experience in working things 
out in language. Inadequate conceptualization, etc. 

Social and Psychological factors 

a. Cultural conflict - two societies, etc . 
b . Adult- authority conflict and suspicion. 
c. Difficulties of adaptions to new situations, e.g., 

child's role in a class, short spans of concentration, 
etc. 

Added to those linguistic problems listed above, I found that 

I was complicating the issue even f urther, with a generation gap. More I 

34rbi'd., 77 7J8 _p_p. - . 
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It an once, noun 

treason being simply 

acing a compete y uncomprehending c ass, the 

in the particular words that I used. 35 

ITEM : One day I was asked what color I liked the best. 

II answered that I preferred orange, whereas my husband, Mr. Meinberg, 

liked red, and, therefore, I had an orange V.W. and he had a red V.W. 

I looked upon a sea of blank faces. "What's a V.W . ?" they wanted to 

l ow. "Oh, it ' s a Bug!" I explained, thinking that this answered their 

question. Silence again. "What's a Bug?" they asked in chorus. Not 

until I showed them my Volkswagen, did they get the picture. The word 

l"car" would have sufficed. 

ITEM: On another occasion, I was speaking to Ionotana (a very 

sharp immigrant from Vietnam), concerning the time36 he had to be in the 

office for punishment of some offense. I stressed the words "a quarter 

after," several times, to make sure that he'd make it to the office on 

time, so as not to incur further wrath from that department. With his 

limited language, "a quarter after" meant, to him, that if he gave me a 

35111f l anguage is the clothing of life, no child should be sent 
naked into the world." For a clear view of the effect of linguistic 
impoverishment, and examples of each item listed above, read Daniel 
Fader's, The Naked Children (New York: Macmillan , 1971). 

36A well-known authority on children in the United States once 
stated that it took the average child a little more than twelve years to 

ster time. This estimate is somewhat conservative. Young people of 
this age know bow our basic time system works, but do not yet seem to 
have fully internalized either the details or the emotional overtones of 
the formal time system. Edward R. Hall, The Sil ent Language (Garden 
ICity: Anchor, 1973), pp . 140-141. And of course, it takes that much I 
longer for young immigrants to learn to tell time. Especially when one 
realizes that Americans never question the fact that time should be 
planned and future events fitted into a schedule , whereas other cultures! 
do not place the same emphasis on time. One of the major difficulties 
in our school, is getting the Islanders to come to school every day, and 
on time. For a fascinating study of the concept of time (varying from 
Western precision to Eastern vagueness) , read chapter one, "The Voices 
of Time . " Ibid . , pp. 1-19. _____________________ _____ ...J 
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quarter after school, then he wouldn't have to take the punishment. 

Extortion he understood , telling time, he didn't. (I only found this 

out, to my dismay, after he kept repeatedly foisting a quarter into my 

bands, while I kept returning it and asking what the money was for.) 

at a tangle over mere words, but, then, I'm sure that many wars have 

started in much the same way. 

ITEM: One afternoon, I'd reached my noise tolerance limit. 

1 very calmly got the class' attention, and told them, in no uncertain 

terms, that I wanted them to be quiet. I explained to the children 

that I was very ill, a nd that if I caught them misbehaving, it would be 

just that much worse for them, because " ... I was really going to land 

on them." 

Operating under the assumption that forwarned is forarmed, I 

repeatedly told them (on an ascending scale) that, "I ' m really going to 

lay into you if you don't settle down. Do you understand?", whereby the 

students solemnly shook their heads in the affirmative. 

Not three minutes later, however, they were chattering away like 

gpies. At which point, I shrieked, "Just what did I get through 

telling you?'' 

"You said you were going to lay on us , " they said in unison. (My 

jaw must have dropped a foot , with that unexpected answer . ) 

"What?!!" I yelled (my mind frantically backtracking). 

"You said that you were going to lay on us!" they chorused back. 

The children were so adamant about it, that I was struck speechless 

(which is no mean feat for me!), as I tried to untangle my words again. 

During this impasse (I was in something akin to a catatonic state by 

this time), several pupils began whispering amongst themselves, "What 

17 



does she~ anyway?", and words to that effect . One bright boy 

figured it all out by himself. "She means that she's going to lay on 

cop of you and squeeze all your air out!" Needless to say, that sure 

got their attention. (Too bad I had to explain that my meaning wasn't 

quite that drastic . .. ) 

I found myself explaining most phrases, such as "round the bend," 

so that the children could simply understand the songs we were singing, 

much less the stories we were reading . 37 

Along with difficulties arising from differing dialects, problems 

arose that were aggravated by a poverty of conceptual experience. 38 

Because of the vas t gaps in their background knowledge, I was forever on 

guard as to what I assumed they would know . 

ITEM : There is a great, funny song, entitled "The Second Story 

indow, " by way of which I found that my class didn't know any nursery 

rhymes. This song uses various nursery rhymes, and twists the ending 

for each one, in a way in which children think is hilarious. I found it 

necessary to teach the rhymes, before the song, so that they could "get" 

the joke. It was well worth the effort ... 

371 am in hopes that my students got more from my English lessons 
than those high school students written about in Bel Kaufman ' s Up the 

!Down Stair case (New York : Avon, 1964) , chapter 12 . The quote I love is : 
"In answer to your question what we got out of English so far I am 
answering that so far I got without a doubt nothing ou t of English." 
Ibid. , p . 80 . 

38Fader, however , maint ains that too much has been made of the 
"poverty of experience" of the urban poor . He thinks the phrase really 
means "poor in experience like ours" and is far more an arbitrary judge­
ment than a proven condition. Fader , Ibid., p. 216. 
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rTEM: I found (as did Jam.es Herndon with his high school 

classes)39 that my students were not familiar with fairy tales or fables 

at all - I final l y gave up trying to explai_n about the Sandman (a lovely 

tale that I grew up with), that was mentioned in one of our readers. 

The more I explained, the worse it got. It seemed that the current T.V. 

show that they all enjoyed watching, was "Batman . " In this series, 

along with other archvillians like the Joker, the Penguin, and Cat Woman 

was the Sandman. I gave up on that one. To them, the Sandman would 

always represent the bad guy, while to me, be woul d always be the wonder 

ful man who put you to sleep each night with his magic sand . It was 

doubtless that we were worlds apart. 

ITEM: With the ERA Am.endment uppermost in my mind, I wanted to 

make sure that my girls understood that now, in this day and age, they 

would have the same opportunities as the boys. Therefore, I was quick 

to jump at the chance t o have a colleague ' s twenty-one-year-old daughter 

give a presentation to room 8, regarding her career on a Navy vessel 

(she was one of the first women to be stationed with male crews) . And 

ith Long Beach housing a Naval Shipyard (with the harbor being all of 

five miles f rom our school), I thought the speech would be of interest 

for several reasons. Not so. After she left, my class chorused, "What ' s 

a Navy?" So much for good intentions . 

ITEM: This lack of background knowledge became evident to others, 

as well as myself. One day my class was scheduled to visit our school ' s 

Learning Laboratory . Several of the children were most upset that their 

,Specialist wasted their time showing them " . .. old, rotten corn. 11 The 

39James Herndon, The ~ay it Spozed To Be (New York: Bantam, 1968), 
!P· 157-160. 
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rs; i~;; turned out, was a "five senses" lesson revolving subject, 

around Indian corn, because it was close to Thanksgiving. After I 

explained that that is the natural way in which Indian corn grew (in 

lall different colors, singly and mixed), the children agreed that it was 

8 good lesson . They " ... jus ' not want be mess i n' wif somethin' thas 

spoilt !" 

The gap widens further where the question of money is concerned . 

r make a concentrated effort t o try and view the world from the economic 

level of my class, but, even so, I sti ll make glaring errors. 

ITEM: California is known for i t s sunny days throughout t he year , 

but last year, we had rain for three weeks in a row. (No one but a 

!teacher can appreciat e what i t s like to keep 29 wiggling, squirming 

bodies cooped up all day, every day, for that length of time) . So , in 

1 
jan effort to relieve the monotony, and to get a little fun and excitemen 

into the day, I decided that we'd do something different for P.E. 

I gave each child a bal l oon, which they blew up , and I tied. We 

then vollied them back and for th across the room, seeing how long we 

!could keep them in the air. We played sever al games with them. Then, 

as a culminating activity , I had planned a team relay race (one that was 

popular at bir t hday parties, when I was young) . At the sound of my 

whistle, one child from each of the three teams would run up to the 

front of the class, place his/her bal loon on a chair, and sit on the 

balloon until it popped. After the balloon burst, s/be would run back 

and tap the next person on the team, who would do the same. The team 

that got rid of their balloons first would be declared the winner. 

I expected a lot of laughi ng, cheering, and app l ause after the 

directions were given (as per usual) . Not so . The class seemed frozen, 
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f bsolutely quiet, with looks of shocked disbelief 

Jchildren's faces . The stunned silence lasted for 

written all over the 

a good length of time 

(while we tried to figur e each other out), and then, thinking that per­

haps they had misunderstood me, I explained again . At this point, they 

jerupted (as i f at a given signal) into much shouting and movement . 

ras like watching ra t s in a maze, the way they were scurrying about. 

I "No ! No! " they chanted, while desperately clutching their 

It 

!balloons t o t heir chests . Suddenly , balloons were being shoved in 

desks and closets, under dresses and shirts and inside jackets, in an 

effort to save them. Adding t o this mass confusion , a coupl e acciden-

l 
tally popped, resulting in tears for the f r ustrated owners . The chil-

I 
dren wer e of one accord: they would not deliberately pop their own 

balloons. 

j Noting the determined/fright ened expressions on t heir faces , 

II (of course) changed my lesson plans . Instead of relays , I found some 

1yarn, and we spent the t ime tying a l ong pi ece to everyone ' s balloon. 

Naturally , I gave ext ra balloons to t hose whose had already popped. 

The children were so happy , as they marched out of room 8 into the 

!gray drizzle , pulling their brightly colored balloons behind them. 

seemed to be making thei r own rainbow . 

Wat ching them leave, I was struck by how much a 3c ball oon meant 

to t hem. It was obvious that most had never owned one before. Again , 

I had to caution mysel f not to assume anything ... 

In addition to the language and exper ience problems, twenty- one (21, 

childr en in the gr oup were reading far below grade level (scoring in the 

first or second quartile on the Long Beach Unified School District 's 

COOP Reading Test , #23B) , and, as such , were entitl ed t o extra services 
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b gh EDY and SB90 programs (state funded). A couple of children 
t rou 

ouldn't count past ten, several didn ' t know the alphabet yet , many 

lcouldn't spell their last name, and basic addition and subtraction facts 

(through ten) presented a major stumbling block to many. Frustration 

tolerance was low, to say the least, with crying far outnumbering 

trying, when new concepts were presented. 

Besides having major behavioral problems,
40 

as well as run-of-the­

discipline problems , added to those who were in the process of 

earning English, I also had a child that was being considered for 

ermanent psychiatric hospitalization, a child that was constantly up 

for adoption (to no avail), a suspected child abuse case,41 children 

40Many of the temper tantrums displayed in room 8 were not unlike 
those described in Mary MacCracken's recent books, describing her teach­

g in a private school for the emotionally disturbed. (The only differ 
ce being that I had twenty-nine pupils to take care of, while s he had 
maximum of four!) For inspiring stories of her no-hol ds-barred 

ccount of her war against the private hells of her students, I recom­
end the following : Mary MacCracken, A Circle of Children (New York: 
ippencott, 1973), and Lovey: A Very Special Child (New York: Lippencott 
976). Both books have become highly acclaimed CBS Special Television 
ramas , and the latter has been selected by the Los Angeles City Schools 

and the Regional Educational Television Advisory Council to be used in 
television-reading enrichment project. In addition to being included 

in the metropolitan distribution of the December 12th Herald Examiner, 
00,000 extra copies of a special edition script were issued to students 

all over Southern California . The purpose of both distributions was to 
give students, parents, and teachers the opportunity to share in this 
,extraordinary experience . 

41Recent statistics show that between 2 and 6% of all children in 
the United States are seriously injured by parental assault or neglect. 
Ruth S. Kempe and C. Henry Kempe, Child Abuse (Cambridge: Harvard 
University Press, 1978), back cover. This problem is considered so 
serious, that the Community Awareness Task Force of the Long Beach Area 
Child Trauma Council , together with the Long Beach Unified School Dis­
trict, prepared and distributed a lengthy f lier on child abuse (with a 
total of 25 local telephone numbers for various Botlines), that was sent 
[home with each child's report card. 

L 
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ith learning disabilities, and a dyslexic child. Each of these 

ty nine children posed specific problems in terms of educational and tweo -

emotional needs, especially when viewed against our time allotment and a 

44 
29-to-l ratio, 

For a number of reasons, I enjoyed taking these children to the 

ark in our neighborhood ,45 which sported much more playground equipment 

42According to some experts, a fourth of the children in every 
classroom suffer from some kind of perceptual block. For a no-nonsense 
~pproach to the problem, read: Martin E. Cohen, Bets Wishs Doc: A 
~ynamic Approach to Learning Disabilities (New York: Arthur Fields Books 

i1974). : 

I 43Between 10 and 20 percent of all children born today are dyslexic 
!and two-thirds of these children are afflicted to an incapacitating I 
degree. See Louise Clarke ' s Can't Read, Can ' t Write, Can ' t Talk Too I 
lcood Either: How to Reco nize and Overcome D slexia in Your Child (New I 

ork: Penguin , 1973), for an important work for anyone connected wit h 
lthe education and/ or therapy of children. 
I 
1 44oreer and Rubenstein maintain that we can look at schools as a 
~ ind of ecosystem relating to people in a shared space within a certain 
jtime, sharing our lifespace for better or worse. Gr eer and Rubinstein, 
Ibid., p . 121. Fritz Redl says: "All this knowledge about the individ-1 
ual is fine . But so what? We never work with the "individual" in j 
midair; school classes are groups. The moments i n a teacher's life when 
he has one chi l d at a time in his room is rare. His daily role is that 
lof a leader of groups . It is true that the teacher wants to reach each 
individual, by what he does and by what he makes the individual do . But 

1
his direct action is in and through the group. He meets individuals 
~ainly embedded in groups , that is, as parts of some group pattern or 
other .. . " Fr itz Redl, When We Deal with Children (New York: Free Press, 1 
19 ) , p . I 

451 do not feel that teachers who use school time in this way are 
killing or wasting time. I am in agreement with George Dennison, when 
he said that "Perhaps the single most important thing we offered the 
children at First Street was hours and hours of unsupervised pl ay. By 
unsupervised, I mean that we teachers took no part at all, but stood to 
one side and held sweaters. We were not referees, or courts of las t 
resort ... We provided some measure of safety in the event of injury, and 
we kept people out . It was a luxury these children had rarel y experi­
enced ." George Dennison , The Lives of Children (New York: Random House, 
1969), p. For a fascinati ng study of the importance of play , read 
chapter 7, in Edward E. Ford and Steven Englund ' s For the Love of 

1
Children: A Realistic Approach to Raising Your Child (Garden City : 
i:Anchor Press/Doubleday, 1977), pp . 108-125. Ford and Englund say that 
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~ha;-ou;-school. The class always looked forward to these times, as 

were not allowed t o go to the park on their own, as it was consid­
imost 

lered too dangerous to do so. The local junior high and high school 

gangs had marked off this territory as their own, and woe be to anyone 

!caught there who didn't belong . .. At the first of the year, a most 

!peculiar phenomenon was noted, which pinpoints the immaturity of this 

!group. The nature of their games was more like that of parallel play 

!(characteristic of three-year-olds). For short periods of time, these 

!children would play side by side (but wouldn't interact, wouldn ' t share 

I the activities involved, and wouldn't employ any mutually accepted 

I r oles), before scurrying off to play by themselves. 

I I I later saw this to be an encouraging sign, however, since parallel! 

1play is social play, albeit a primitive sort , and looked forward to the 

1day in which they could all be friends . Openly . 

i" . . . the play element in its deepest sense has been forgotten, corrupted, 
or repressed in our culture . " Ibid . , p. 109 . They maintain that ~ I 
play is both an activity and an attitude. They s take out five charac-

1t eristics of true play : (1) True play is free - freely chosen and 
I --unobligatory; (2) Play must be separate from everything else; (3) Play 
i s unproductive; (4) Play should be undetermined; and , (5) Play should 
be fun. (Italics theirs.) Ibid., pp. 109-112. They point out that 
although play is unproductive , it is not poi ntless : "Sand castles on 
lthe beach are functionless; they will be destroyed by the flood tide . 
But who's to say that in the life and satisfaction of an architect or 
~ainter or builder the sand castles of his childhood were pointless?" 
~ - , p. 110 . In a recent seminar, Ed Ford (a practicing Reality Thera­
~;:t) made the following comment, which I think is equally valid : "The 

d can only absorb what the fanny can endure." Edward E. Ford, cited 
from a presentation made at the Dick Sutphen Past Life/New Life Seminar, 
in Scottsdale, Arizona, on November 18- 20, 1978. And Rothman says that 
recent research in learning shows that both children and adults do learn 
without knowing that they are learning. "Learning does take place many 
times through play; in fac t , in the primary schools particularly , learn­
ing and play are actually synonymous . " Esther P. Rothman, Troubled 
Teachers (New York: David McKay, 1977) , p. 262. 
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CHAPTER III 

SETTING 

A chil d's environment consists of more than the culture in which 

s/he finds him/herself or the family and peers that surround the child ; 

it includes as well, the physical environment and the activities s/be 

engages in. Obviously such var iables as c limate and geographic location 

have a profound influence on the activities, and perhaps on the personal
1 

ity and intellectual characteristics of children, although it is 

f r equently difficult to separate these from cul tural influences . 

Furthermore, environment includes the nurseries, kindergartens, and 

•schools, which the child attends, for these institutions expose the 

child to atmospheres sometimes dr amatically different from his/her 

home. 46 With t his in mind , it is important to understand the setting in 

which this study takes place. 

The setting for this proj ect is a thir d gr ade classroom ( room 8), 

a t John Muir El ementary School in Long Beach, California. This large, 

thirty-three- year-old building houses the second largest pupil popula­

tion in the district (884 chil dr en) ,47 in a neighborhood of contr asts . 

46tefrancois , Ibid., p . 76. 

47Ghetto schools tend to be older because ghettos generally form 
in older areas of the cit ies . They tend to be overcrowded because of 
the higher population density and greater proportion of children per 
family in the ghetto . Carl J. Dolce, cited by Harold M. Rodges , 
Confli ct and Consensus: An Introduction to Sociology (New York : Harper 
and Row, 1971), p . 411. 
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The twenty to forty five- year-old single family homes range in 

condition from perfection to delapidation. The western edge of the 

school enrollment area is a main thoroughfare lined with numerous run­

down, partly boarded up, barely liveable apartment houses, which often 

shelter three or four families in one unit . Litter, graffiti, and 

roken windows abound. 

vandalism, robbery, and assault are considered the norm, and, 

consequently, the police must patrol this area more than any other 

region in the city. 

Teachers are not exempt from these criminal dealings. Indeed, 

during the year of this study alone, my wallet was stolen from my class­

room on three separate occasions, and my purse was taken on Open House 

Night. My new tape deck was ripped out of my car, in broad daylight, 

directly across the street from my classroom. A minimum of thirty cases 

involving stolen private property were reported in the same year by our 

school staff , including vandalized cars , as well as a stolen car . 

number of times throughout each year, teachers find that their class-

ooms have been broken into over the weekends, with materials either 

s tolen or scattered. Frequently , we arrive at school to find bullet 

holes in our windows, or new graffiti (usually mispelled) there to 

greet us. 

Assault and rape (with teachers being the victims) have reached 

fsuch proportions on our side of town, that we are not allowed in the 

school buildings before 7:30 A. M. or after 4:30 P . M. If, and when, a 

'night meeting is scheduled, teachers are cautioned to leave innnediately 

thereafter, and to walk in groups. To point out the seriousness of the 

problem, teachers were required to attend a meeting at our school 

26 



~ db the Long Beach police department), on "How to Prot ect l(sponsore Y 

Yourself in Case of Assault," wherein we learned various self-defense 

48 
pr ocedures . 

The neighborhood, from which the school draws its population, has 

gone through extensive racial/ethnic transition. 49 It was , originally, 

a white , middle- class area, until the early 1950 ' s, when many Oriental 

families bought homes in this area . Following the Orientals came the 

exican-Americans, Blacks, Fillipinos , Samoans, and Guamanians; and , 

ost recently , a number of Laotian and Korean families. 

The enrollment of refugee students from Laos began in January, 

1977. Lao students came directly to Long Beach, via the airpor t and 

immigration, from refugee camps in northern Thailand. These students , 

!for the most part , are members of the Mong tribe of north Laos, and 

speak a dialect of Lao which is called Mong. 

All of these Laoti an families were supposed to have had an 

1erican sponsor, who would help assimilate these people into our 

48More than 60,000 teachers were assaulted on public school prop­
erty in 1977, according to John Ryor , president of the National Educa­
tion Association. In addition, the Department of Health , Education and 
Melfare reported recently that 6 , 700 of the schools in America have a 
lserious crime problem, and that 5,200 teachers attacked each month 
require medical treatment. 

49Minority enrol lment for the 13th consecutive year has risen in 
the Long Beach Unified School District , according to the 1978 Racial and 
Ethnic Survey of Pupils compiled by James 0. Edmondson, director of 
research . Minority enrollment has increased from about 13% in 1966 to 
about 39% this year. Bl ack enrollment shows 17.6% of the total enroll­
ment, Hispanic students comprise 15%, Asian or Pacific Islanders hold 
4.4%, Oriental enrollment is down to 1 . 9% , and American Indian is at 
0.6% . The white enrollment continued to drop to 60.5% of the district 
total . Minority enrollment currently stands at 41 . 5% at t he elementary 
level, 38.3% at the junior high school level, and 34.4% at the senior 
high school level. 

L 
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---- -[culture . Foi"°thesum of $250.00 per family (paid for by our government), 

was to have found each family a decent place to live , help 

l
the sponsor 

to find the wage earner a job, and explain about our laws, schools, and 

city life. It was to be the sponsor's responsibility to generally look 

fter the family for one year ' s time. 

unfor t unately, one enterprising man found that this was a way in 

hich to make a fast buck. He thereby contracted to be responsible for 

a number of Laotian families , making himself a small fortune in the 

!process. He then "dumped" these families in the poorer sections of 

several surrounding cities, leaving them with $25.00 , a bag of rice, and 

la fond farewell. I 
When these children all came to enroll at Muir, we had a hard time 

finding interpreters for them at first , as those individuals from the 

aotian cities couldn ' t understand those from the country , and vice 

ersa . And among the other obvious problems was one regarding clothes . 

Because the children were wearing clothes that had been donated to them, ! 

and because they weren't familiar with our modes of style, some were 

arriving in pajamas or robes, with no shoes . (Shoes are a problem with 

the newly arrived Islanders also, as they too are used to going barefoot 

Thank goodness that our nurse always has on band a box of clothes (in 

varying sizes) for the students to wear . 

Wi th all of the minority groups that attend our school, we are 

extremely lucky, not to have the racial problems that exist in other 
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~reas of our count~- One of t he r easons is our school wide multi­

cultural program. 

Multicultural education51 is an integral part of our total school 

program. The goals of the program are to incr ease pupil knowledge and 

positive attitudes in the following areas : 

!Ethnic Studies ; (3) Intercultural Studies; 

(1) Human Dignity; (2) 

(4) Understanding and Accep-

tance of Differences and Similarities ; and, (5) Human and Intergroup 

Relations. (See Appendix A for an indepth understanding of our LBUSD 

multicultural goals : "Clari fication and Guide for the Development of 

eaningful Multi- cultural Component in ESEA, TITLE I, and SB90EDY 

rograms . " See Appendix B for John Muir Elementary School's individual 

multicultural goal s.) 

50see the following books for accurate accounts of the blatant 
racism that abounds in some schools: Jonathan Kozol ' s, Death at an 
Early Age (New York : Houghton Mifflin, 1967), describes Boston's 
Elementary Public Schools ; Jim Haskins ' , Dia of a Harlem Schoolteacher 
(New York : Grove Press , 1969), and Ned O'Gorman, The Children are Dying 
(New York : Signet , 1978), deals with New York ' s Public Elementary 
Schools; and, Alan Jones ', Students! Do Not Push Your Teacher Down the 

1Stairs on Friday (New York: Quadrangle, 1972), deals with high school 
/children in Chicago . 

51After reviewing literally dozens of books and/or kits revolving 
around Cultural pluralism ac tivities to be used in the classroom, only 
two are highly recommended: (1) Seattle Public School District No . 1, 
Rainbow Activities (El Monte: Creative Teaching Press, 1977). "The 
beauty of differences and the differences of beauty" is the Rainbow 
theme, wherein 50 multi-cultural/human relations experiences are 

!
developed; and, (2) Pat Marquevich and Shelly Spiegel, Multie t hnic 
Studies in the Elementary School Classroom (Pico Rivera: Education in 
Motion, 1975). The main objective of this material is not the retention 
of subject matter , but rather that the children develop a positive feel­
ing and respect for people from differ ent cultures, taking into account 
their similarities and differences . As Seymour Fresh said to the 
National Council for the Social Studies Yearbook in 1968, "The ' glass ' 
through which other cultures are viewed serves not only as a window; it 
serves also as a mirror in which each can see a reflec t ion of his own 
way of life." Ibid ., p . X. 
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1 ---:rc;hn Muir teachers formed a multicultural committee , in order to 

plan activities, schedule resource persons , and disseminate materials. 

The committee consists of teachers from every grade level, in addition 

Ito clerical staff , an ECE Facilitator , teacher aides, and parents . This 

is both a school and communi t y effor t . 

Our school makes an all-out attempt to emphasize various cultural 

groups throughout the year (on a month-to-month basis), via lessons, 

Lusic, dances, games , art, clothing, books, foods , movies, and school 

Lssemblies . The assemblies a r e conducted by our student body, as well 

las 

I 
parents , community workers, and out side professional performer s . 

Our culminating multicultural activities revolve around an Inter-

fational theme in June, involving our annual "Wide Wor ld of Fashion" 

show (in which parents , teachers, aides, and students model a uthentic 

!costumes), our "Dance Festival" (in which every grade level performs a 

!different dance representing various countries), and the Olympics (in 

which teams of children compete in various games) . The whol e school 

looks forward to these events . Indeed, children begin asking questions 

about our June activities in September, when the school year has just 

barely started . 

Because of the many cultural backgrounds represented at our school, 

teachers attend many presentations given to help us understand the reac­

[tions of our newly immigrated students, as well as information regarding 
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jt"he~stoms, homes, and school backgrounds. 

Ian example of the types of information received 

(See Appendix C for 

at these meetings.) 

During this study, our school had a full t i me principal, vice­

principal, counselor, nurse , community worker, ECE and SB90 facilitators 

!librarian, t hree math and reading specialists, and several ESL special­

Ssts, as well as a part time speech teacher and psychologist. Each 

!classroom had two paid a i des to work with the teacher , and, in addition, 

Isome classes had parent aides who donated their time . All in all , we 

ad a most impressive group of adults who worked with our student s, 

which is most important in creating an environment of mutual support 

land caring. 

I Our school buildings are small units of interdependency in which 

every individual child has the opportunity to be, and to feel him/her­

self to be, a participating member of a functioning communi ty; where a 

lcbild can work out for him/herself, and with others, the hard real ities 

that exist whenever people live and work in close connnunion with each 

other; where a child is known by name to many more adults than just one 

Flassroom teacher . Our school is so organized that every child can 

grasp the school ' s wholeness as a community, in a reasonably short time , 

and can live comfortably in it with a sense of belonging . 53 

52These presentations are offered by anyone in our community who 
bas f irsthand knowledge of the cult ure involved. For example : "Knowing 
Your Laotian Student," was presented by Mr. Dang Moua (a father in our 
lcommunity) and Mrs. Betty Seal (a consultant from the LBUSD Foreign 
Language Department) ; "Americans of Spanish Backgrounds," was given by 
Mrs . Rebecca Diaz (a mother of two of our students) , aided by her sister 
and brother- in-law; "How to Reach the Black Student at the Elementary 
Level, " was presented by Mrs . Bennie Reams, our vice- principal; "The 
Samoan Islands and Culture," was presented by Tilani Ilaoa, one of our 
student- teachers; and, "Teaching Strategies for NES and LES Students, " 
was given by Mrs. Glori a Simon , from the LBUSD Compensatory Education 
department. 

53cohen , Ibid., p . 146 . 
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The crucial thing about our school , when compared with many 

others, 54 is the safety55 and encouragement that the students sense in 

the classrooms. The children trust the teachers to the extent that they 

can truly express their feelings openly, without ridicule or derision. 

They recognize that they are valued, and will receive affection and 

support. 

The students are involved in creating their school environment, 

along with the adults. Many murals , posters, and art projects adorn our 

allways , making them a cheery place to be . The s t udents have been work 

ing together to keep our school cl ean, by attacking the litter problem. 

(For the most part, the litter and graffiti problem seem to belong to 

that of an older crowd, who frequent our schoolyards at night, and leave 

the broken beer bottles , etc . for us to clean up in the mornings). 

Our teachers try to make our classrooms as bright, and inviting, 

as possible, to encourage the children to want to be there . Abr aham 

Maslow, when describing t he sel f-actualizing teacher, was actually 

(I feel), giving a definition of John Muir teachers : 

Our teacher-subjects behaved in a very unneurotic way simply by 
interpreting the whole situation differ ently, i.e. , as a pleas­
ant collaboration rather than as a clash of wills, of authority , 
of dignity, etc. The replacement of a r tificial dignity- which 
is easily and inevitabl y threatened-with the natural simpli­
city which is not easily threatened ; the giving up of the 

54Refer again to those books by Conroy , Fader, Decker, Haskins, 
Herndon, Jones, Kohl , O' Gorman , and Kozol, for examples of the deprived, 
chaotic, and bizarre environments of some public schools. Loe . Cit. 

55Privacy and safety are critical for learning of all kinds . It is 
certain that the highly anxious, frightened child who is the typical 
failure or troublemaker needs more rather than less privacy , more rather 
than less safety and insulation. George van Hilsheimer, How to Live 
Wi t h Your Special Child , cited by Greer & Rubenstein, Ibid., p . 19. 

L 
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-"iuemptt o be omniscient and omnipotent; the absence of 
student-threatening authoritarianism, the refusal to regard 
tbe students as competing with each other or with the teach­
er; the refusal to assume the "professor" stereotype and the 
insistence on remaining as realistically human as , say a 
plumber or a carpenter; all of these created a classroom 
atmosphere in which suspicion , wariness, defensiveness, hos­
tility, and anxiety disappeared.56 

Wells and Canfield57 sketch at least five interrelated generaliza­

tions from what research is telling us about how effective teachers 

differ from less effective teachers when it comes to perceptions of 

I 
lot hers. In relation to this, Muir teachers58 can be characterized in 

!the following ways : 

1. They seem to have a generally more positive view of 
others-students , colleagues, and administrators. 

2. They are not pr one to view others as critical , attacking 
people with ulterior motives, but rather see them as 
potentially f r iendly and worthy in their own right . 

3. They have a more favorable view of democratic class­
room procedures . 

4. They have the ability and capacity to see things as they 
seem t o others, i . e. , the ability to see things from the 
other per son ' s point of view. 

5. They do not see students as persons "you do things to" 
but rather as individuals capable of doing for them­
selves once they feel trusted, respected , and valued. 

56Abraham H. Maslow, "Self-Actualizing People : A Study of Psycho­
jlogical Health , " in Clark E. Moustakes, The Self: Explorations in 
Personal Growth (New York : Harper and Row, 1956) , pp . 190-191. 

57 Harold C. Wells and Jack Canfiel d , 100 Ways to Enhance Self-
Concept in the Classroom (Englewood Cliffs: Prentice-Hall , 1976), p. 6. 

58under the State Legislation for the School Improvement Program, 
each school receiving these funds is rated by the State on the basis of 
two scores . One score is derived from the pupil achievement on the 
California Assessment Program data, the other score is derived from the 
results of an on site review or Program review. The stat e average was 
50. The district average was 52.58 and Muir School's score was 57.43 . 
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1 - Above- all else ,- Muir teachers maintain a "you can do it" attitude, 

and a friendly relationship with the students . All in all, John Muir 

Elementary School is a great place to teach, and it is hoped that the 

children £ind it a gr eat place to learn. 

Unfortunately, nineteen (19) students enrolled in room 8 were new 

I
to the schooi, 59 and therefore did not profit from 

atmosphere that s urrounded those who came to us on 

the nurturing 

a yearly basis . 

!These children were not only new to the neighborhood, but some were new I 
I 
Ito the city, state, and/or country as well. (See Table II.) 

I 

~ame 
r-
lLolo 
!Pat 
Norma 
Derek 

1
ronotana 
Brian 
Joannie 
Andy 
,Junior 
;m.chelle 
1
Everett 
~erenda 
Shane 
Gerald 
Ruth Ann 
Angelina 
Armando 
Consuella 
Steven 

TABLE II - CHANGE OF SC1-TOOLS PRIOR TO THIRD GRADE 

School/City/State/Country moved from 

Garfield* 
Burnett, Muir, Hudson 
Los Angeles, Mexico, Muir, Mexico 
Los Angeles 
Samoa 
Muir, Webster 
Los Angeles, San Diego 
Garfield, Muir, Hudson 
Los Angeles 
Phillipines, Hudson 
Signal Hill 
Mississippi, Webster, Edison, Roosevelt 
Whittier 
Los Angeles 
Guam, Lee, Muir, Lee 
Arkansas 
Los Angeles, Mexico 
Puerto Rico , New York 
29 Palms 

*Long Beach Schools are underlined . 

Left Muir! 

X 
X 
X 
X 
X 
X 

X - Records were sent on t o the next school , so the history 
of previous schools is not available. 

59 11No man," Alexis de Toqueville once commented, "is so footloose 
as the American . " The restlessness and geographic mobility which 
Tocqueville observed early in t he nineteenth century has not died down, 
for today an average of one American in two changes his/her residence 
every five years . Some two-thirds of this r esidential mobility involves 
little more than movement from one part of a county to ano t her , but 
6 million citizens move farther than that each year, many cross- country, 
making Americans one of the world ' s most mobile people . Hodges, Ibid., 
p. 201 . --

---
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CHAPTER IV 

THE SOCIOGRAM 

One of the most common techniques for assessing the nature 

l o£ peer acceptance or rejection is called sociometry, in which a ques­

l tionnaire or an interview is used to determine the patterns of likes 
I 
and dislikes in a group. The data gathered in this way are frequently 

1interpreted through pictorial or graphical representations in a 

l sociogram. 

A sociogram is valuable as a source of potentially meaningful I 

insights into social relationships in the classroom, about which the 

! teacher may be totally unaware. 

A sociogram was administered60 to the students during the 

first week in October, of the 1977/8 school year. The names of the 

1students were written on the chalkboard. Then the pupils were asked to 

write, without discussion among themselves, the answers to the 

following questions: 

1. If your mother told you that on Saturday your family was 

going to go to Disneyland, and that you could invite one 

person in this class to go with you, whom would you invite? 

6Orn order to prevent the possibility of my unconscious body 
language influencing the results of the test, my good friend and 
colleague, Cecilia C. Osborn, administered the sociogram to my class. 
She, also, is a third grade teacher at John Muir Elementary School. 

-- --- --- - --- ------~ 
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- z~ If it old you that for the next fifteen minutes of 

classtime you were going to be able to play a game, 

and you needed to choose three other people to play 

with you, whom would you choose? 

J . If our class had collected quite a lot of money for 

the Red Cross, and the money needed to be delivered to 

the school office , whom would you choose to deliver the 

money? Remember, the person you choose has to get all 

of the money to the office without getting lost, with­

out stopping to play along the way, without taking any 

of the money for himself or herself, and without let­

ting anyone else take the money either. 

Before the results were tabulated, I made a prediction as to 

those students that I thought would be chosen as the "stars" of the 

sociogram . I thought that Lolo would be chosen as the most popular 

child in class, only because I had heard bis name bandied about in 

regard to being the fastest runner in our room. I thought that in terms 

of l eadership qualities, our three Oriental girls should be chosen, but 
I 
they were so quiet, 1 felt that the class would overlook them. I was 

wrong . All four of the children were chosen as the most popular (see 

Table VI). 

The result of this testing was most unusual. In fact, I have 

never taught a class like this one, insofar as peer group relationships 

are concerned. The majority of my class turned out to be isolates or 

neglectees, which indicated a great need for study in the area of 

Affective Education (see Tables III , IV, V, and VI). 

Jb 



. . . . . . . "": .. . - . . -... -. 
Junior Brian 

. . ·1 · .. .. ... . . . .. . 

r- ----, 

I Ionatana 
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TABLE III 

SOCIOGRAM 

Andy 

' Terika I ,, ,_ - - .. 

. ..... .. 
Tony 

.. . . .. ... 

r - --- - , 
Everett Patrick I 

I __ l __ _J 

r- --, 
St even Randy 1 

L ____ J 

Shane 

Ernesto 

Joannie 

-- . . ........ . . . .. 

Phaloo Consuella •. 

. . . --. - .. . . .. .. -·· 

The circles represent girls; the rectangles represent boys. 

The arrows point to those chosen by his/her classmates. 

Dashed line represents neglectees; dotted line represents isolates. 

X represents moved from class. 
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TABLE IV 

SOCIOGRAM TABULATIONS 

Ethnic First Group Reliable Times 
Code Choice Choices Choice Chosen 

1. Andy w 8 24,19,5 8 1 4 0 

2 . Armando s 24 24,21, 19 21 0 1 1 

3. Arnetta B 24 15,16,13 11 1 0 0 

4 . Becky 0 20 7 , 20 , 16 7 1 6 1 

5 . Brian I 1 1,17,2 0 1 1 

6. Ernesto s 7 24,20,4 16 0 3 0 

7. Eunice 0 4 4,20 , 16 20 3 6 3 

8 . Everett B 17 1,24,6 21 2 2 1 

9 . Gloria s 14 14,7,4 7 1 1 1 

10. lonat ana I 24 6, 19 , 7 1 0 0 

11. Joannie B 16 16,8,14 20 1 2 1 

12 . Junior I 10 1,24 0 0 0 

13. Latanya B 3 14,20,15 11 0 1 0 

14 . Linda s 9 9,20 , 11 9 1 3 0 

15. Monique B 20 20,22,23 20 0 4 1 

16. Pamela B 11 20,7,4 1 5 1 

17. Patrick B 18 1,21,19 5 1 1 1 

18 . Randy w 21 8,24,21 17 1 0 0 

19 . Shane I 7 4,7, 16 7 0 4 0 

20. Stacie 0 7 7,4,15 22 3 7 4 

21. Steven w 8 6,-,- 20 1 3 2 

22. Terika B 20 11,15,23 4 0 1 1 



TABLE IV (Cont . ) 

Ethnic First Group Reliable Times 
Code Choice Choices Choice Chosen 

23. Belen s 0 2 0 
Absent day sociogram given. 

24. Lolo B 3 6 0 

25 . Angelina B 

26 . Consuella B 
These students enrolled 

27 . Derek B several days before the 
t est was given . 

28. Phalon B 

29. Tony B 

*The number s in the tabulations refer to the student number (in 
alphabetical order). Therefore, the First Choi ce column represents t he 
number of the student chosen in answer to question one . The Group 
Choices colwnn corresponds to the second question, and the Reliable 
Choice column corr esponds to the third question . The Times Chosen:J 
column refers to how many times the student was chosen for the three 
questions (in order) . __ _____ _ ___ _ 

39 



40 

TABLE V 

TABULATION OF CHOICES ACCORDING TO ETHNIC GROUP* 

First Group Most 
Choice Game Reliable To t al 

B chose B 5 10 2 17 
B - w 1 3 1 5 
B - 0 2 5 13 10 
B - s 0 5 1 6 

B - I 0 1 0 1 

w - w 1 1 0 2 

w - B 2 3 2 7 
w - 0 0 1 1 2 

w - s 0 l 0 1 
w - I 0 2 0 2 

0 - 0 3 6 2 11 
0 - B 0 3 1 4 
0 - w 0 0 0 0 
0 - s 0 0 0 0 
0 - I 0 0 0 0 

s - $ 2 2 1 5 
s - B 1 3 1 5 
s - 0 1 5 1 7 
s - w 0 1 1 2 

s - I 0 1 0 1 

I - I 1 1 0 2 

I - B 1 3 0 4 
I - 0 1 3 1 5 
I - w 1 2 0 3 
I - s 0 2 0 2 

104 t otal choices 

Racial /Ethni c Distribution : 

Black (B) 13 
White (W) 3 
Oriental (0) 3 
Spanish (S ) 5 
Islander (I) 4 

*All O' s a r e girl s; all W' s are boys . 
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TABLE V1 

SUMMARY OF THE SOCIOGRAM 

Number of Racial 
Stars Times Chosen* Origin 

Stacie 10 0 

Lolo 9 B 
Eunice 9 0 

Becky 9 0 

Most Reliable 

Stacie 4 0 

Eunice 3 0 

Negl ectees 

Armando 1 s 
Arnetta 1 B 
Brian 1 I 

Ionatana 1 I 
Latanya 1 B 
Randy 1 w 
Terika 1 B 

Isolates 

Angelina 0 B 
Consuella 0 B 

Derek 0 B 

Phalon 0 B 
Tony 0 B 

*Refers to questions 1 and 2 only. 



CHAPTER V 

AFFECTIVE EDUCATI ON 

Affective education today repr esents a marriage between numerous 

theorists in the humanistic psychology movement and educators who have 

been able to translate humanistic theories into curriculum programs for 

children . I will not attempt a det ailed explanation of the chr onology 

that brought us to this point. The theorists and their theories are 

' refer red to 

has been an 

Ion personal 

!dynamics . 

in the bibliography. Generally , though, affective educatio 

off-shoot of the human potential movement with its emphasis 

growth, sensitivity training, encounter groups, and group 

That movement was, and is, ao offshoot of the growing influ-

ence of the humanistic psychologist s, namely Karen Horney, Rollo May, 

!Erick Fromm, Erik Er ickson, Carl Rogers, Arthur Combs, Haim Ginott , 

Jwilliam Glasser, and others .
61 

Although great differences are obvious between the theories of 

these psychologists, they all accept certain basic assumptions about 

peopl e that are crucial to their theories, and that make affective 

!education sensible . They all believe that, to one degree or another, 

I 

men , women , and children have control over their destinies . This belie~ 

stands in stark contrast to the psychoanalytic theory (which holds that 

unconscious drives motivate behavior), and the behavioristic theory 

6lchase, Ibid., p. 4 . 
...____ -----
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rt. hi h holds that all human behavior is a response to specific stimuli 
l (W C 

beyond the control of the person). The humanistic theoris t s conclude 

/ that 

they 

I grow 

people can become aware of and control the forces affecting them; 

can make choices, can respond freely and intelligently, and can 

toward becoming fully functioning (Rogers) , self-actualized 

(Maslow), integrated (Peris) people.62 

Positive mental health is one of the fundamental ideas in humanis ­

tic psychology. Traditionally, mental health was seen as a problem of 

adjustment . This approach concentrated on peopl e who were considered t 

be "sick" and helped them to become adjusted and "normal . " However, in 

the service of the idea of positive mental health , affective education 

programs attempt to help students become clear about who they are, what 

they want out of life, and how to get it without hurting others or 

themselves. 63 

Throughout the 1950s and 1960s , techniques were developed to help 

adults become self-actualized . Growth centers like Esalen (Big Sur), 

Oasis (Chicago), National Training Labs (Bethel , Maine), etc . , became 

'clearing houses for people who wanted to work on their personal growth . 64 

It was inevitable that someone would realize that these ideas could 

have much greater impact if a way could be found to adapt t hem and sell 

them to the public schools. Enter affective education . 

Since that time, many theoretical models for teaching affective 

education have been developed . The following are descriptions of some 

62chase , Ibid. , p. 5. 

63Ibid . 

64Refer to Katinka Matson , The Psychology Today Omnibook of 
Personal Development (New York: William Morr ow, 1977) , for 139 different 
philosophies of personal development . 

'--- ----- --- -----------~ 
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e programs that I used in Room 8. 

Transactional Analysis 

Besides taking several T.A . courses at the University of 

California at Irvine (U . C. I.), I was a student of a private T. A. 

t raining program65 for over a year, so I am well acquainted with this 

philosophy. 

The transactional analysis approach explains that there are four 

life positions underlying people ' s behavior. They are : (1) I'M NOT 

o.K. - YOU'RE O.K. (the anxious dependency of the immature); (2) I ' M 

NOT O.K. - YOU ' RE NOT O.K. (the "give-away" or despair position); 

(3) I'M O.K. - YOU ' RE NOT O.K. (the criminal position); and, (4) I'M 

O.K. - YOU'RE O.K . (the response of the mature individual, at peace wit 

him/herself and others). Most people still unconsciously operate from 

the I'M NOT O.K. - YOU'RE O.K. position. 66 

Transactional analysis is a systematic and methodical approach to 

human behavior . It includes a theory of "personality" and a theory of 

social relationships . It offers students, teachers, therapists, client , 

etc. , a way to answer critical questions about themselves and their 

lives: What is going on? Why is it going on? How do I change if I 

don't like what ' s going on?, etc . T .A. has a less formal classroom 

6SMy training was through E. Wayne Hart of the Cypress Counseling I 
Center, 5300 Orange Avenue, Suite 216, Cypress , California, 90630 . He 
is a well known writer and international lecturer in t he field of trans­
actional analysis. 

66Added to the references in footnote #20 on page 7, are the follo -

l
ing, specifically geared for using T.A. with children: Bob Duff, 
Transactional Analysis For Teachers (Berkeley : Transactional Pubs, 1972); 
Ken Ernst, Games Students Play (and what to do about them) (Mill brae , 
Calif: Celestial Arts, 1972); Muriel James, Transactional Analysis For 

1
Moms and Dads (Menlo Park, Calif.: Addison-Wesley, 1974. 
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approach than other models and uses a vocabulary that can be understood 

by any eight year old chil d.67 

The Human Development Program 

The Ruman Development Approach68 to affective education employs 

the vehi cl e of the circle discussion, or "magic circle ," to help chil­

dren become aware of t heir thoughts, feelings, behaviors , to develop 

self-confidence, and to become int erpersonally competent. I have had 

experience in this area also, in that I have condu cted "magic circle" 

demonstrations to counsel or s in private practice, illustrating get­

together devices for prospective clients . 

In my opinion, t his i s the best packaged affective educational 

program for teachers . I t consists of a theory manual, daily lesson 

pl ans, rating scales for eval uating the program, and training sessions 

for teachers . 

Schools Without Fai lur e 

William Glasser wrote a book entitled "Schools Without Failure 1169 , 

lin which be presented a series of things that schools could do to 

promot e positive self- concept development and to improve the social 

development in children . The School s Without Failur e approach to affec 

tive education grew from t hese writings . 

Essentially, he said that if teachers would get personally 

involved with their students, teaching them things that are relevant , 

67nuH, Ibid., p. v . 

68Ref er again to those books by Ball and Palomares, Greer and 
Rubinstein, and Chase. Ibid . 

69Glasser, Ibid. See also: Marc Robert, Loneliness in the School s: 
1What to Do About----rl:(Niles Illinois : Ar us Communications 1973 . 
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ng instead of memorizing, most school failure could F promote tin 

lbe eliminated . The Class Meeting is the vehicle Glasser pushes as the 

systematic way to devel op thinking, get involved, and make the school 

70 more relevant. 

confluent Education 

The essential idea behind the Confluent Education71 approach is 

t hat when the mind and body are both involved in learning, the l earning 

is more effective . The techniques developed for this program employ 

ideas from Gestalt therapy and other humanistic theories, and apply 

these to traditional subject-matter content to make t he learning more 

personal. 

Values Clarifi cation 

The basic idea of the Values Clarification72 approach i s that most 

people aren't very clear about their values. For example, people often 

say that they value something, when their behavior clearly indicates 

that they value something else. Through this program, designed to clar 

ify one 's values, people become more responsible, more self-directed, 

more confident, more independent, and more willing to stand up for thei 

beliefs . 

The great thing about affective education is that you are not 

limited to one program. You can use many different theoretical 

70chase, Ibid . , p . 6 . 

71Brown, Ibid. 

72Refer again to those books by Simon, Howe , and Kirchenbaum; 
Simon Howe, and Raths; and Sax and Hollander, Ibid. See also: Beverly A. 
Mattox, Getting It Together: Dilemmas for the Classroom Based on 
Koblberg's Approach (San Diego : Pennant Press, 1975). = --------- --- -------

46 


