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CHAPTER I 

I:-!TRODUCTION 

During the past several years , an i ncreasing number or 

paren ts , taxpayer s , legislators , and educators have 

exp r es s ed concern about the inabi l ity of students to apply 

basi c skills i n e ve r yday situations . I n schools and homes 

today , t her e are frequen t comp l aints that children are not 

being taught basic and essential ski l ls a l ong wlth n work ~ 

able knowledge of their use . Perhaps the best i]lustrution 

of this t r end is the attent i on which has been focusc<l upon 

the dec line i n s tude nt scores on t he Scholastic AptituJc 

Test (S . A. T . ) in recent years . 

As a result of thi s academic lag , t he Miss our i St ate 

Bo ard of Education directed the De par tment of El ementa r y 

and Secondary Educa t ion , Ap r il 1976, to develop a progrim 

and curriculum objectives to evaluate the performance or 

Mi ss ouri s tudents in the ar ea of basic skills (Missouri 

Department of Educa tion, 1978) . 

I, t oo , am concerned about how students are being 

taught to think, tc reason, and to make decisions . Conse ­

quently , I have become directly in vol vcd in the educut i arm 1 

process anc. how a child reaches his potentiality 1vi thin u 

classroom environment . 

1 



2 

I bel ieve that learni ng how to think , choosing among 

alternatives, and making deci sions are broad socia l and 

academic goals in today's educational curriculum. Thinking 

i s not done in a vacuum, nor is it achieved automatically 

through teacher instruction . Therefo r e , learning more 

l ikely needs to be a social process, actively involving 

student s i n what is be ing learned . 

Educational goals vary from one te acher to another, 

and they vary among groups and i ndividuals within communi ­

ties and school dis tri c ts . I t h ink the mos t e viclen t go □ l 

in Amer ican society is to help a person realize his f u lJ 

capacity to discover, creat e , and achieve. Individual 

educational goal s may further include he l ping one acquire 

skills, knowledge, habits, attitudes, and awarenesses in 

order to l ive a more satisfying life- - to realize his unique 

potent ial . 

I think education can be either fun , work, or both, 

depending on whether we pursue it for pleasure, the personal 

desire to fulfill our po tentiality or because we have to . 

Much of formal education is not f un, nor is it supposed 

to be, because it is a compulso ry, standarized, anJ often 

traditionally rote experience. I contend that learning 

c an be a positive, interesting , and even enjoyabl e exper­

ience which allows for the individual to de vel op l1i~ 

unique potentiality . At any rat e, the c l assroom hcco111c:,; 



the arena, the action-place , the physical setting and 

environment where learning and education tak'e pl ace. 

School may be the place where we learn how to learn . 

3 

Schoo l s and teachers can cultivate a learning envi r onment 

which challenges the potentiality of students and is sensi­

tive to how children see themselves and their abil ities . 

Concerns of Study 

It is my observation, after t en years of c l assroom 

t eaching experience, that teacher attitudes and student 

perceptions seem to directly influence what a child t hink!­

and how he participates in the learning process. I have 

further concluded that thinking is a highly individual 

acti vity drawing upon one 's prior background of learni ng 

experiences. As a student participates in t he learn i n g 

process, he brings a total and unique self i nto the exper­

ience . 

The purpose of this study is to make observat i ons and 

s uggest possible interpretations of the dif ferences and 

similarities of three different classroom typ es . My study 

is concerned with the emotional, psychological, and physi­

cal perceptions that seem to be present within three 

classroom environments. The three classrooms to be clcr1.ncd 

ar e termed The Tradi tional Classroom, The Transitional 

Classrom , and The Open Classroom. 
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The information of this study has led me to create a 

de f inition of curriculum as a process through which students 

are able to conceive ideas , draw inferences, use judgment, 

and make decisions . In this definition, curriculum i s 

viewed as a con t inuous learning process aiding student 

awareness and helping a student realize h i s persona] growt h 

potential . To support this view, I will interpret an<l 

summarize fi ndings f rom a questionnaire I designed, and 

will speculate about their implications. 

I believe the perceptions one has of himself influence 

the thinking and behavior of the individual in a variety 

of settings and situations. Simply stated, I believe the 

nature of learning to think occurs most effe ctively thro ugh 

f irsthand experience and the direct involvement 0[ th e 

student with an activi ty that has meaning, interest, and 

purpose for the student. Th i s general statement of educa­

tional theory may be termed, "Experiential Learning . " 

This study project is broadly concerned with: 

1. Curr iculum and how it relates to the emotional, 

psychological, and physical classroom environment; 

2. t he realization of one's po tentiali ty a s a proces s 

of growth; and 

3 . an examination and comp arisen of three differ en t 

class room types t e rmed, "Traditional ," "Trans it i onaJ , " 

and ''Op en ," in order to evaluate the at ti tudina 1 responses 

of teachers and students . 
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It is expected that the study will provide information 

that will help me better facilitate children with learnlng 

opportunities . Consistent with my belief, I hope that the 

information I have gained from this study will help me 

become more aware o f the i ndividual student anc.1 his m1 iq uc 

potentiality to think, reason , make decisions, and strive 

toward the fulfillment of his ability and capacities . 

Operational Definitions 

I would like t o briefly present four operational 

definitions that will be referred to consistently throughout 

this study and whi ch will be fully explained later in my 

paper . A clear and accurate understanding 0£ these t erms 

is crucial to the analysis and synthesis of the materinl 

presented in this study. 

The findings of educational research indicate that there 

are many factors connected with helping children develop a 

true sense of themselves as fulfilled, capable human beings. 

The factors may vary not only among classroom settings, but 

also within each individual student's perception of the 

classroom setting. I have chosen three f actor s I fee l arc 

most important and directly affect the learning process. 

These include: 

1. Emotional Factors --those feelings that give li[c 

vitality, flavor, and personality. Emot ions such as joy , 

excitement, anger, sorrow , calmness, and love , are 
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manifested throughout t he body and affect behavior. Our 

emotions are the present feel ing we have about something or 

toward someone . One's emotional temp erament involves the 

fee lings, current attitudes, and impres sions that arouse ot1r 

awareness of those events acting upon us . Posture, facial 

expressions , and the tone of t he voice often give cues a s 

to the emot i onal status of an individual. 

2 . Psychological Factors--those attitudes and per­

spectives on human nature we use t o understand ourselves 

and other s. When we try to explain why we do the thi ngs 

we do or how p eople think, £eel, and relate, we are being 

psychological and are using a psychological pe rspective . 

3. Physical Setting--relates to the classroom en viro n­

ment that provides learning opportunities where emot io nal 

and psychological factors can grow and deve lop. The phys i ­

cal setting is therefore anything observable and found 

wi thin the classroom. It is also intended to include the 

arrangement of the observab le and its p erceived impact on 

the individual. 

The fourth key term to be defined here is Potentiality. 

To rea l ize one I s potentiality means to acquire knowleJgc 

and experi ence in l ight of t he beliefs and at tit ude s one 

has accumulated. Further, it is the fulfillment of one ' s 

potential that brings to the individual the feeling he can 

c ope wi th h.i.s enviroment; he can, wi t h confidence, ha11d.lc 

situations as they ar ise ut iliz ing his own ability and 



capacity . It is often amazing to realize how the inter-

nalized self-perceptions can influence the way a chilu 

strives to learn. One's potentiality refers to the 

interna l beliefs and att i tudes one holds about himself. 

Likewise, there can be external factors which also affect 

one ' s self-regard . Consequently, self-perceptions 

(internal beliefs and external sources ) influence who you 

are , what you think, and what you can become. Potentia l­

ity denotes those aspects that express the capaci ty of 

be ing and/or becoming, though not as yet actuali zed . The 

realizing of potentiality is infl uenced by internal 

beliefs and self-percept i ons . 

7 



CHAPTER II 

A CONCEPTION OF CURRICULUM 

Curriculum : Definition 

The focus of this paper deals with an analysis of 

curriculum as it relates to developing individuals who think 

for themselves. Curriculum can be the means through which 

attitudes, perceptions, and values of the teacher and stu-

dent develop, change, and grow . If curriculum objectives 

held by the teacher closely affect academic achievement of 

the student, then it becomes significant to understand 

teacher values and student attitudes. 

Professor Herbert Kliebard of the University of Wis­

consin gives the derivation of curriculum in an interesting 

manner. I believe his definition is most appropriat e , and 

applies to today ' s purpose of teaching . 

states: 

Professor Kliebard 

Etymologically, the term curriculum is derived from 
Latin roots meaning a chariot course--a kind of 
route over which the learner travels. Metaphorically 
speaking, the concepti on of the curriculum as a ro ute 
is still a rather. satisfying one; a seasoned traveler, 
the teacher, guides i nexperienced travelers over a 
path he is f amiliar with pointing out the major 
fe ature s of t he landscape a s they go . I n more con­
crete terms , however, the school curriculum comprises 
a selection for the purpose of teaching (TABA, p. 84 ) . 

8 
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Learnin g is a social process . Learning actively 

involves the student in what is being l earned. I t i s the 

teacher and student who travel together along emotional and 

psychological highways experiencing n ew awarenesses as tl1cy 

go . 

A major p r ior ity in curriculum planning and lea r ning 

s t rat egy seems to be t eaching individuals how to think, 

become aware of of alternatives , evaluate , and make deci ­

s ions. It is my belief t hat a teacher ' s attitudes and 

educat i onal values dir ectly in f luence the s tudent ' s sel[­

concep t and can enhance the full potential fo r a l l student s . 

My definition of curriculum views it as a process 

enabling educator s to teach chil dren how to think an<l dr aw 

from their own independent reso urces an<l capacities to 

learn . Th e child is a principal agent in his individual 

learning . It i s the child who undert akes the responsibility 

and direct ion to use his ability and function wi t hin a 

particular task and learning activity . In such a way , I 

bel ieve s t udents become directly invo l ved in the decision­

makin g process a nd generate responses f rom others . 

I believe there i s a need for curriculum to f urther 

the academic achievements of the student and , at the same 

time , al low for t he emotiona l and psychological growth o( 

t he student. I t hink an eff ective, potent cur r icul um nccJs 

to b e concerned both in the areas of a cademi c pe r for1nRncc 
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and with the learning needs, stages, and awarenesses of the 

student . It is then that curriculum can become a dynamic 

for ce in developing individuals who think for themselves . 

r define curriculum as being specific learning objectives, 

concern for the individual ' s total emot ional and psycholog­

ical gr owth, as well as an awareness of t he development o f 

the student ' s potentia l i t y . 

Dr. Celia Lavatelli (1972) is a leading curriculum 

theorist and author of the book , Elementary Schoo l Curricu­

lum. Dr . Lavatelli defines and briefly outlines what is 

meant by curriculum: 

By curr iculum is meant the set of l earning exper iences 
for children planned by the school to at t ain t he aims 
of education . The te rm includes: 

1 . Concepts drawn f rom man's vast reservoir of 
knowledge. 

2 . Skills essential for acquiring and coping with 
concepts--language skills for the mos t part. 

3 . Processes for va l uing and decision makin g , 
particularly about one's r ole as a human being 
in contemporary society. 

4. Menta l processes or problem-solving activities. 

5. Esthetic experiences in art, music, and the 
dance , wh~ch form an important p art of man' s 
heritage and enh ance daily l iving (pp. 1-2) . 

Curriculum facilitat es what and how l ~arnin g t::i.kes plocc . 

The dual task of curricul um seems to be to pr omote both 

developmental growth and the acquisition of organi zed 

bodies of knowledge . The in terrelationships of curricululll 
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disciplines ought to accommodate the emotional, psycho log i.cnJ, 

and academic needs of the society, teacher and/or student. 

r believe this perspective about curriculum can be impor -

tant in how a student learns to think, becomes aware or 

choices , and make dec isions. 

Curriculum As An Academic Process 

It is helpful to recognize the functions and roles o[ 

cur r i culum in order to unders tand their relationship to 

l earning. Curriculum can be an academic process . Curricu-

lum can focu s mainly upon learning units, lesson plans, anJ 

areas of study . The academic process of curriculum i s to 

attai n specific educational objectives and present them 

in such a way as to accomplish teacher - determined goals oC 

what the student is expected to learn. 

In this complex twentieth century, it is true that 

there is much to learn and find out. 

study and learn all there is to know . 

One person canno t 

One school and 

individual classroom teacher cannot teach all there is to 

l earn. Therefore , it is necessary to identify educational 

goals, teacher values, and student nee ds in order to 

r ecognize what and how a student learns. 

As an academic process, curriculum is conce rned wi t h 

teaching facts and imp arting organized bo<lic s of knowlcJgc. 

In writi ng humorously about the acaL1emic nature of c urr i cu ­

lum, Schrag writes about what is to be taught in the 

elementary schools today: 



Today the school faces demands, as it is more and 
more that the schools are being asked to win the 
Cold War, stop tooth decay, restore the national 
fiber, prevent Communist brainwashing, \varn about 
the evils of alcohol and tobacco, close the 
missile gap , entertain the community, open college 
gates, teach spiritual values, save the cities, 
and promulgate cleanliness (Lavatell i , 1972 , p . 3) . 

Typically , schooling addresses itself to the content 
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and subject areas of i nformation . All too of ten , teaching 

methods remain primarily oriented toward textbook mcmorlzu ­

tion , drill and recitation of factual information , ancl 

strict classroom discipline. The classroom itself seems 

to harbor an almost unfriendly, sterile, and cheerless 

atmosphere. 

Dr . Charles Silberman (1970) speaks to the fai lures or 

the public schools. Dr. Si lbe rman describes an a ll too 

typ i cal classroom setting in his text, Crisis in the 

Classroom: 

It is not possible to spend any prolonged period 
visiting pub lic school classrooms without being 
appalled by the mutilation visible everywhere- ­
mutilation of spontane i ty, of joy in learning , 
of pleasure in c reat ing , of sense of sel f . The 
public schoo ls--those 'killers of the dream , ' 
to appropriate a phrase of Lillian Smith 's--are 
the kind of institutions one cannot really dis­
like until one gets t o know t hem well (p . 10) . 

Ameri can schools, says Silberman, tend to be gri m, gloomy 

places oppressed by p etty rules . 

In the end, Dr . Si lberman sha r es some encourag ing 

remarks and suggestions on how schooling and instruction 

can be improved . He says t hat schools need not be Jj smul 



places of learning. Schools can be organized to facilitate 

the joy of learning . 

Curriculum As A Learning Process 

One may initially formulate the mechanics of curr iculum 

as structured unit plans in content areas , learning objec­

tives, and organized topics of inf ormat i on . At first 

glance , it would appear that such is the concern i n designing 

curriculum. But as such, I believe thi s attitude toward 

curriculum limits and denies the active, learning ro le or 

the student. Curriculum becomes a sterile pTogram . 

On the other hand , curriculum can be a l earning process 

dealing with the personal and social needs of the stu<lent. 

Curr iculum as a learning process can serve the emotional , 

psychological, and academic needs of the student . Curricu­

lum can be a student-centered approach to learning . The 

learning process deals with helping the student to th i nk , 

make decisions , discover how knowledge can be related to 

his world, and promote a healthy , strong self - concept . 

If the aim of education is to be a purely academic 

process, rel ating solely to subject material and the 

acquisition of skil l information , then I believe learning 

becomes nothing more than rote in s tructi on, memorization 

of isolated facts, passing tests, and trying to make ~ood 

grades on the report card . In the end, it lacks the foc us 

that is consistent with how children learn . 



on the other hand, the aim of education can be a 

teaching and learning process, a child-centered approach 

directed toward helping individua l students think an<l ful­

fill their potentiality. 
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John Dewey (1933) states many values for thinking un<l 

why it must be an educational aim. In his text, How \lie 

Think, he states the values of thinking as converting blind, 

impulsive acts into intelligent actions; 

We all acknowledge, in words at least, that ability 
to think is highly important; it i s regarded as the 
distinguishing power that marks man off from the 
lower animals . But since our ordinary notions or 
how and why thinking is important are vague, it is 
worthwhile to state explicitly the values possessed 
by reflective thought. In the first p lace , it 
emancipates up from merely impulsive and merely 
routine activity. Put in positive terms, thinking 
enables us to direct our activities with foresight 
anad to plan according to ends-in-view, or purposes 
of which we are aware. It enables us to attain 
future objects or to come into command of what 
is now distant and lacking (p . 17). 

1 believe viewing curriculum as a teaching and learning 

process is a more desirable approach to helping students 

learn how to think. TeachLr1g in a student-centered sett ing, 

I believe, best develops the overall academic and socjal 

needs of the child. It is important for a child to feel 

good about himself and be aware of his capac ities to learn, 

achieve , and make de c is ions . 

For the purpose of understanding teaching and how it 

relates t o the process of learning, Carl Rogers ( 19()9) 

makes a surprising statement : 



Teachino is, in my estimation , a vastl y over-rated 
f unctio;. Personally , I am not interested in 
instructing another in what he should know or 
think (p . 103) . 
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The point I fee l Rogers makes is not a negative reaction to 

teaching . Rather, Rogers is exp r ess ing a philosophy su~ ­

gesting teaching and l earning to be an acti vc, continuous 

process, as opposed to the c losed instruction of static 

informat ion . Rogers ( 1969) continues to discuss know lc<lgc 

and explains who the educated man is : 

The only man who is educated is the man who has 
learned how to learn; the man who has learned 
how to adapt and change; the man who has 
realized that no knowledge is secure , that only 
the process of seeking knowledge gives a basis 
fo r secur i ty (p . lO Ll) . 

Teacher values and attitudes greatly affect which 

approach to curriculum i s implement ed . A teacher may 

choose to apply curriculum as an academic process stres-

sing a subject- centered me t hod of instruction. In turn, 

a t eacher may select curriculum as a lea rning process and 

give attention to t he s tudent's emotional , psychologicol , 

and academic development. Whatever the direction, it is 

i mportant that the classroom teacher be aware of curriculum 

issues, understand how a child learns , and become cogni zan t 

of h is or her personal educat ional values i n order to best 

mee t the needs of students who must operate within the 

social struc t ure and expectations set fo rth by the s chool . 

Having considered the different conceptions of curri c u 

!um, it is unders tandable that individual schoo ls, teachers, 



and students lose their sense of purpose and balance in 

implementing ever-changi ng l earning priorities . 

It can be safe and comfortable to gi ve litt l e thought 

1(1 

to the "whys " of teaching . " I s the chi l d lear ning to t hin k 

for hi mself?" " Does the t as k provide opportunity to think, 

interact, and learn?'' It is my bel i ef that not knowin g 

why one teaches the way one does suggests ignorance in 

perpetuating a teaching styl e and curriculum process ,vhi ch 

gives little regard to how children th i nk and learn . 



CHAPTER III 

I DENT IFICATION OF CLASSROOM MODELS 

The Traditional Classroom--A Definition 

My concept of the Traditional Classroom entails an 

emphasis upon the transfer of content and a formalized 

approach to education. The Tradi tional Classroom deals 

specifically with subject material and is primarily con­

cerned with what is to be learned . The classroom procc!--.s 

places prime emphasis upon student acquisition of knowlc<lgc 

and facts; most often t hrough a process of memoriza tion un<l 

recitation. Textbook material, teachers, and workbooks arc 

the primary sources of inf ormation found in the Traditional 

Classroom. 

The traditional method of learning is largely achieved 

by memory and under the authority and direction of t he 

teacher . It is the teacher who is instrumental i n deter-

mining what is to be learned by the child and how he will 

learn. I t i s t he teacher who is t he singular fo.-ce i n 

selection of material, recogni zing and det~rmining student 

needs, and their capacity to funct ion within t hose t e <1 c hcr­

defined standards an<l objectives. 

17 
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This method of instruction centers around the teacher 

and the subject material as the major factors in the learning 

process. The function of the student is to learn, memorize, 

and recite the necessary material as proof of learning. The 

aim of the traditional classroom teacher is to determine 

what the student needs to learn and proceed in a consistent , 

instructional manner to induce, modify, and bring into 

existence evidence of successful transfer of materjal 

defined as appropriate . 

Students have little input when determining cur r i culun, 

needs. I think the child's interest and learning curiosity 

often go unattended; lesson plans and units of study mandate 

areas of study. In the Traditional Classroom, learning 

most frequently becomes a "no talking, sit in your seat, 

and keep the place in the textbook" process . As I have 

had numerous occasions to observe what I define as being a 

traditional classroom, I am immediately aware of the 

distancing between teacher and student. I have become 

conscious of the fact that the teacher is the sole power, 

authority, and decision-maker. The students have limited 

opportunity to become aware of the attitudes and percep­

tions held of themselves and others. The t raditional 

process is not one of social interaction among i ndividuals 

and group members . 

I think the principal task of the Traditional Clas s ­

room is to pre sent evidence of skill and subj ect mast ery 
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of predetermined academic goals. The classroom is teacher­

directed and subject-centered. The teacher 

characteristically regards the child as unable to define 

and create his own learning growth needs . 

Since the traditional class is primarily concerned 

with the transmission of facts and other academic mat erial, 

the behavior of children and the self-concepts they acquire 

are greatly influenced by their academic success. Scholas­

tic achievement, grade proficiency , and scholarly ability 

are the gauges of success . The emotional and psychological 

nature of the child is commonly treated as a separate 

entity going unrecognized in lieu of more academic areas . 

The Traditional Classroom presents few choices anu 

decisions to the student. It is the teacher who is the 

decision - maker, authority, and power. The teacher is the 

director telling students and children how a l earning task 

and experience is to occur. Thus the process of learning 

and thinking come about through decisions made by the 

teacher. The teacher typically selects and directs learning 

experiences which are felt to be the best for the students, 

regardless of the interest level, learning attitude, nnd 

self-perceptions held by the student to deal with and 

respond to the situation . 

These are general comments and observations that l 

make about the Traditional Classroom . There is another 



brief description of the responsibility of learning which 

characterizes the Traditional Classroom. Dr . Charles 

Silberman, Crisis in the Classroom (1971) says: 

More important, schools discourage students from 
developing the capacity to learn by and for them­
selves; they make it impossible for a youngster 
to take responsibility for his own education , for 
they are structured in such a way as to make stu­
dents totally dependent upon the teachers . 
Whatever rhetoric they may subscribe to, most 
schools in practice define education as something 
teachers do to or for students, not something 
students do to and for themselves, with teacher 
assistance (p. 135). 

20 

The fulfillment of student potentiality comes about in 

the relation of the individual to the responses of people 

around them . The classroom teacher is/has a potent 

influence upon a child ' s self-image and the attitudes he 

holds of himself . I see the inter - relationship between 

different classroom types , the teacher leadership role, an<l 

the curriculum as bein g tremendous forces acting upon the 

child . By being aware of these forces acting upon a chilJ, 

it becomes possible to understand how a child acquires his 

attitudes and develops the initiative and capacity to think. 

The Transitional Classroom 

The word transition denotes a change f r om one thing 

to another. I have chosen the term, transition, to name a 

classroom typ e because it has the distinction of showing 

change and passage between Traditional and Open Classroom 

types . At times, this classroom can be most subject - centere d 
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and teacher-dominated, allowing for very l ittle student 

input. Cl~ssroom communication is often one-sided, with 

the teacher being the last word . Yet, at other t i mes, thi s 

same classroom can also characterize similar qualities as 

t he Op en Classroom. Per sonal ized teacher-student relat ion ­

ship s begin to take place and a relaxed, warm , calm 

classroom atmosphere dominates . 

A Transitional Classroom may be defined as one which 

acknowledges a student's respons i bility and active i nvolve­

ment in the learning process , yet fo r malizes the approach 

and becomes strongly teacher and c ontent mastery oriented . 

The emphasis is upon grades , eliminating much of t he 

s tudent ' s decision-making proces s. The teacher l argely 

directs what is to be learned and how the students are to 

go about learning the material . The teacher is the director 

telli ng how a learning task/experience is to occur. From 

these t eacher-directed activities, students interact in an 

almost vicarious manner . The process of thinking and 

learni ng come about through the t eacher-prepared and 

de t ermined objectives . 

The Transitional Classroom, as defined in thi s paper, 

encourages academic achievement through t eacher perceptions 

of what the child should experience . Fee l ings can aJ d o r 

hinder the co gnitive (thought) process . The Trans ition:11 

Classroom expresses l i mited concern in transfering choices 

and decisions to the student. In the name of professional 



responsibility, the transitional classroom teacher feels 

motivated to select and direct learning experiences which 

are felt to be the best for the students regardless of the 

student's interest, learning attitudes, and self­

perceptions in dealing with the situati on. 

The Open Classroom 

For the purpose of this paper, I will define the Open 

Classroom as one which promotes active student involvement 

in the process of learning . It acknowledges the learning 

responsibility belonging to the student and places the 
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task to learn directly upon the student with the tc3chcr 

acting as a facilitator and director of the learning exper­

iences. It may be viewed as a society, a community where 

each student member has dignity and worth, and is entitled 

to the respect and freedom that his interaction and 

learning promote. 

The Open Classroom learning philosophy does not refer 

to the building's structure or design. It does not relat e 

to the building ' s structural capacity to create open 

spaces. Concrete walls, or lack of them, indoor carpeting, 

and extensive audio-visual equipment are not the definitive 

elements of the 11 0pen Classroom. 11 The Open Classroom is 

not tangible, visible goods and resources of the school 

and/or classroom, but is instead a process, a metho<l and 

a philosophy of learning. 
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Indeed, what the Open Classroom is can be understooJ 

in terms of an educational approach or philosophy of how 

children learn to think, make decisions, and s olve problems. 

It is predicated on a humanistic view toward students and 

the manner in which instruction and learning take place. 

Learning is related to th e interests of the students and 

connected wi th their environment and its social structures. 

Children come to school with values and varying 

i nter ests they have acquired and learned through years 0£ 

experience . Each student brings to the classroom lndlvi<lua l 

traits , likes /dislikes , and attitudes which arc his pcrsoncil 

contribution to that classroom. When these individuals 

assemble together, formin g a classroom of students, <lynamic 

relationships br i ng many potent experiences for its members. 

The Open Classroom views the student as being the major 

contributor in the learning process . The student has ideas 

and i nput into the activity and how that activity will be 

carried out. An "Open Classroom" supports the development 

of the individual student and allows opportunity for active 

student participation in making learning decisions . It 

allows students to feel secure in trying out ideas in a 

supportive environment . Neither punishment nor permissive­

ness is viewed as inherently meaningful . Punishmen t i nvites 

rebellion and opposition; permissiveness can be resented 

and insulting. Participation is the med i.at i ng act ion t liu t 
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brings va lue to pun i shment and permissiveness . The ahility 

to p a r t i c i pate in common group eff orts , t o cooperate in th e 

d i scussion and sol ution of common problems is nothi ng more 

than participation i n the learning/living pr ocess. 

Charl es Sil berman makes an observation about how chi l -

dren devel op their thinking and learning capacity: 

To know somethi n g i s not mer ely to be told it or 
to s ee i t but t o ac t upon it , to modify and 
transform it and to understand t he process , and 
consequences, of the trans formation . In t he 
wor ds of an old Chi ne se p r overb, 

I hear, and I forget ; 
I see, and I remember ; 
I do, and I unders t and (1971, p. 216) 



CHAPTER IV 

FACTORS RELAT ED TO THE FULFILLMENT OF 

STUDENT POTENTIALITY 

Children want to feel successful and significant . To 

fit i n, to belong, and to be a part of is important to the 

self-awareness of children . It is in t he clas sroom where 

children can find a consistent , supportive environment . 

The classroom can be that secure p l ace that gives opportunity 

and learning responsibility to the student s . Th inking i s ;i 

process; a way of reasoning and making decisions . llowcvcr, 

in order for responsible thinking to develop, the mind nce<l s 

to have those skills and experiences that enable one to make 

choices, formulate ideas, and make decisions . 

A child's attitudes and beliefs about himself are 

important in how he learns, because learning i s an intel l ec­

tual and emotional involvement. Consequently, the child's 

self-percept ions determine who he is, what he thinks, and 

what he can hecome . I want to examine three factors that 

influence student self-concepts. 

In this ch.2.pter, I will discuss the emotional , psycho­

logical, and physical environmental f actors that i nfluC'ncc 

the fulfillment of student potential . Following these 

2 5 



I will discuss communication in the classroom sections,. 
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climate and its effect upon teacher-student relationships . 

Emotional Factors 

The emotional l ives of children cannot be i gnoreJ or 

separated from the total child. The emotions of the inc.I-i­

visual are those very feelings and sensibilities of the 

person. The strong feelings are those of joy, love, hate, 

and agitation, arising spontaneously rather than through a 

conscious mental effort. Favorable concepts of self, in 

terms of feelings/emotions, are begun early in l ife and 

developed throughout life. Thus, I feel it is i mportant 

for educators and teachers to address the emotional nature 

and needs of the individual. 

Time 1s important in the emotional development of the 

child. Self-concepts are changing and new attitudes are 

being refined and developed. They are affected by growth 

and experience. What better time and place for se 1 £­

concepts, attitudes, and the emotions to become actualizeu 

than in the classroom . The classroom can be the locale 

and sett i ng for self-concepts to take shape. The emot ional 

lives of children can be recognized in schoo l s and suppor­

tively developed in the classroom . The emotional nccJs or 

the child cannot be neglected because these needs directly 

affect learning and behaving. 
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Louis Rubin, writing about Schooling and Life , suggests 

desirability of a healthy balance between the academic 

nature of l earning and the personal emotions and f eel1ngs 

in the schools . He further writes of the New Trends in 

the Schools (1973): 

To expand upon these implications, it is apparent 
at the outset that there is no way t o separate a 
child's education from his emotional lifc- -whethcr 
we should so desire or not (p. 7) . 

The emotional factors -- f or better or worse- - motivatc 

thinking and stimulate learning needs . Dr . Rubin (19 7 3) 

writes of these factors: 

Amid all t hat is unclear about affect , the available 
research evidence suggests that i t is heavi l y 
influenced by two factors : by t he individual ' s 
internal drive and by the extern a l stimuli i n his 
envi ronmen t . True indi vidualization, therefore , 
requires that we discover wha tever we c an about a 
child ' s emotional characteristics, and plan his 
educational experi ences accordingly (p . 12) . 

When a child ' s emotional and psychological well-be1ng 

is ignored , the l earni ng process is impeded and a communi­

cation breakdown develops between the t eacher and student. 

Without emotional care and regard , the student f eels unim­

portant and that even his best academic efforts are not 

good enough. Without emot ional understanding, t he teache r 

pursues the academic curriculum and neglects i nne r f ee l i ngs 

and psychologi ca l concerns of the c hild. 

Silberman expresses a similar v i ewpoint in sugge s t i ng 

a r e as import ant to t he j o Li of th c e u u ca t or . 11 c \H i t e :,; 

(1971) : 



What educators must realize , moreover, i s that how 
they teach and how they act may be more important 
than what they teach. The way we do things, that 
is to say, shapes values more directly and more 
effectively than the way we talk about them (p . 9) . 

Psychological Factors 
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Time and experience help make i t possible fo r i ndivi­

duals to emotionally mature . From day to day and year to 

year, individuals undergo tremendous transitions and change 

in order to meet new and different psychological stress in 

daily life. Certainly very few of us , if any, are the same 

individuals we were years ago . Perceptions have changc<l, 

attitudes are different , and internal convictions have been 

altered . Certainly I am not teaching in the same style and 

manner as I did my first year of teaching . This personal 

change in attitude and modification of teaching behavior 

evolves gradually through the realization that chil<lren, 

too, have an emotional self, a psychological self, and an 

academic sel f . Teaching specifically requires this under­

standing . 

There is a psychological nature to each person . The 

student and the teacher both have a psychological profile 

which characterizes and denotes the individual. Emotions 

can rapidly change and may vary from one day to the next; 

one experience to another. At times, the emotions a r c not 

particularly consistent, reasonable or even logical with 

expected or preconceived behavior . Emotiona l moods ..inJ 
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TEA~tlBR SURVEY - QUESTIONNAIRE 

J.. Ar•e indJ. ,ridual differences among stuctents 
r ecognized? 

2o Are alternate ways of learning provided for? 

3. Are meaningful oppo.t"'tunities for active -;tucenc 
participatiou providad for in the a~ea of 
making lea.rni.ng d.eciel:i.ons? 

4. Is the class~ooID environment designed to 
roster autonoll,g.:? 

5., Is the class set up in such e. tie.y as to provide 
for. support. 

6" Do the .:eachers a.J.low for evaluation and 
feedback f:rom students? 

7~ Does the child make a genuine cont~io~tion to 
himself and the group~ 

Ur Does i;he student have the a.bil:· ty ·co lee.rn for 
himself and ~ot be depen~ent on otha~s7 

() <, Does the student have the oppcr·~·,i-ii i.::, to 
comffi~cate his ideas and not be ~ependent on 
otb.e1,s? 

10.. Does the student know uo·~ onJ.y 1v~at :La Jrnown by 
also llbw it is knom12 

110 Are the childre:a fres to develop inte;::•0sta o:,. .. 
skills of which ~hey havo no kL.owled~e? 

l~.. Ia the classrooo st.ructU1'ed iu such a way as t.o 
i'aciJ.:Ltate the interests ot ·ch~ s·au.cmnts? 

13f' A "":'e ta.e ei.--periences Ol'ganized so that pu.pil.s 
of va"t'yl.ng abili';ies an.d inter.:1ei;,s can t~ 
e.ssul'ad of a :.:-easonabla amount of. auccasa? 

JJ~ Does yo~ mei.hod o.f teachJ..ng p,·ovicle an 
ouport~nity for each etudent IDO o~ganize hiG 
l~a.Pning'? 

1 r;~ Docs yoll.l"' mei.bod of instt'uction help J.ec rni115 
become a pl~~sant~ e~citing ~zpeKience JaadiuZ 
to the develo:9ment of gemli llG e.:!!.'.ci t~emen'i· :tor 
J. eo.;:-niilfff 

I l 

:r 



16,. 
:.-

18., 

20,, 

21c 

22 .. 

25,. 

26,. 

28e 
• r 
• Jo: 

:10 .. 

Does your method of work:lng allow students to 
feel secure enough to try out creative ideas 
without fear.? 

Does your method allow for the most suitable 
app~oach to bH used for. e:ny given lesson? 
a) Individualized 
b) Small Group 
c) Large Group 

Does ~he classroom envi~onment allow fo~ 
response and thinking a·c va:-.~ous levels? 

I feel ih6 students in my :lass need to work 
di1 .. ec·,1y wt th nanipulative nm.terials,., 

I feel the students jn my class are a-1:.J.e to 
work together ::.n group situations,. 

I feel tbe students in my class are ;;c oe 
trus t~do 

I feel ·the stutlents :ln my ~lass ai--e capable 
mrud11g decisions. 

I feel the s tu(lcn ts in my class can oz·go.w.ze 
class projects., 

ot: 

I feel the t tu den ts in my class \'iant to achieve. 
aud to do a good job .. 

I feel the students in my cl~b can accept 
responsibilj_ty for organizing e.nd plann:ing tasks. 

I feel the snudents in my claso can enjoy good 
~erul'lworkfl friend.sh1p1; and fairness. 

I :?eel the otu<ients in my class want to ba 
:l.nformed as cor1pletely as possible of as me.ny facts 
anr. t--•11tr.s as possible!! r~ative to the issues., 

I ieel the students in my class aN~ capabl~. 

I .?eel th~ sti.1.den ·t.s 
sc:lf-cpntxol,. 

in m:y cJ.a.ss ~ze:rcise 

I :~eel the students in my class a.re eager ·co 
lec:..J"n., 

I 2- 3 
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Ti.:..4.CHER .... STUDl!~NT QUBS'fIONNAIRE 

I feel :f'ree to state my ide8.s . 

I feel I will be l:istened to. 

3,. I know that I am a part of this class., 

I feel I am trusted. 

I like to listen to the ideas of others. 

6.. It j_s important to me to do my besjtt 

7. I can accept other people•s cornmentG and 
opinions about me. 

8. I get involved in what I e.m doing. 

9.. 'There is oppo1"tunity for m& to pls.n my work. 

10. My feeliugs a~a important. 

11. I feel people don't listen to my opi.niono~ 

l2~ I am responsible for my consequences. 

13" I l ike to make my own decisions. 

140 I like to plan group activities. 

15" I feel I can share my ideas and opinions with-... 
1!!:J.thout being cz-iticised,.. 

16~ I can accept other people ' s co~ments 
about me. 

17~ It is olr to make a mistake,. 

18~ A clean room is necessary for good 
learning. 

19(- The teacher' cont.!:·ols \'!ha·t I do. 

20. Grades tell me how ru~ch I learnE 

21., Ny teacher likes some people more ·t.han otherso 

22 l am learning_~ 

23. Grades are important to me. 

2L:-ii It is alright for people t.o do things 
different from ne. 



27. I like to :ia-.,o a desk of my mm. 

234 I like all lea~.aing to haJ;,pon in th e r-;aroG 
x-ooru .. 

zq. I am p~y at school. 

30. PeopJ.e ;;.:-:e friendly and easy 'l,O get 
along v,.i.:th o 

31 It is ok to cry. 

32 Things go well ;.:or me at school. 

33. Boys aud girls t.re equaJ . 

34. !-1.y t.eacher ::.s fair. 

35. I get in trouble for no reason. 

36. I laugh a lot at &chool. 

37, I am happy. 

38. Uorkhooks should be the main ·.my to learn. 

39. I will be what I \'Ja.nt to be. 

~o. It is ok to gei angry. 
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CHARTS AND GRAPHS 
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