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. ABSTRACT |
» -(-” .
. At a time when the computer presenoe ie gaining so
~prcminent1y in oqur everyday lives, educatcrs are confronted
) with ‘yet this dimeﬁpion in their. claesrooms. How do ;hgy
- perceive its educational merit? Among the multitude ot ‘
available computer softwaro, LOGO, deeigned primarily by
Seymour Papert, puts forth & child-centered learning o
environment, intended to toster intellectual growth grounded
~ in one's cultural experiences. -3;J' -
The LOGO philoscphy puts to question many of the N
- underlying assumptions governing the day to day‘activities

in our classrooms. This study searched fﬁ insight into

o
!

‘those - assumptions. o : .
Using ‘an ethnographic approach, four educators in
Grades=one to four in a French Immersion elementary school "
were documented~as-they implemented LOGO for’the first time °
with théir children.” Once these underlying pedagogical 4
stances were unveiled, they were then discussed within the ‘-~
" framework of LOGo_yhilosophy as expounded by Papert in his
book Migd_tg;mﬂ cause these educators were part of a
:prengh/}mmersion_context,\the hi-lingual efrect was hriefly

explored. -



f,as problem-solter and ckild a knower )

‘ B
\
>
.

Following,a fourteen week period of observation, four

conceptions ofichild emerqed; child as passive recipient'of‘

. knowledge, child as motivated recipient of knowledge, child

.

A@ﬁhwugh only the last conception was resonant with

since this study offered no criteria for' | | &f@;

;implementation, it presented to the educators a set of

circumstances to derive their own interpretations. Whether
these can in fact endure will be contingent on. the choices

they will continue to make and the realization of those

-

choices. o : o

L) . :
It was concluded that hardware and software in and of

3

themselves cannot create a philesophy resonant with Papert's

vision of LOGO. Only we, as unique human beings can make

the “hﬁmanistic"'choiceszof'which Papert speaks.

£ 4
[N
‘



(.

ACKNOWLEDGEMENTS ° o,

A ’ ~
I extend mf appreciation to Dr. DaiYo Sawada who
gave so generously of his time and wisdon to
nurturt in me lucn,personal growth. I also wieh to
thank | my committee members, Dr. '‘Ruth Hayden and
Dr, ﬁ}ton OIson for generating such a pleasant
ambiance of thought provoking dialogue. This.
document wOuld not have substance if it were not
for the teachers who gave of themselves to, ‘
,participate in this study. I extend»my thanks to
them. Collaboration is a working togetgéx, a
sharing and'cooperating which I experienced'with
,Rutn Cypher during the course of this reseaich and

for which I am grateful.

TN



TABLE OF CONTENTS,

CHAPTER ONE ‘ ‘ :

THE NASCENCE OF THE PROBLEM ' . ' ¢ . 1
Theoretical Orientation . S ‘ 8
Background to the Study 4 ?3 11

CHAPTER TWQ v ' oo .

DESIGN OF THg INQUIRY A 19
My Introduction to the Setting ' 21
Role 1 Researcher as Assistant to the Teachers 31
- Role 2 Regearcher as Ethnographer ' 34

In the lab o - 34

In the teachers' evaluation session. 38

Analysis of the Data ' i ~ 139
CHAPTER THREE ’ 3 ,

PRESENTATION OF THE CASE REPORTS ' C 41
Melanie ) _ . 41
Daphne 60
Jonathon . : ' 76

Samantha : - 92

CHAPTER . FOUR

UNDERSTANDING THE 'REPRESENTATIVES' . . 114
Preconceptions ! ‘ 114
The Origin of "goals" 117
Teacher Role and Teacher-Student Relationship 119

The Road Ahead 129
- The Priorities Underpinning Mindstorms : 131

Remarks . ] _ 145

CHAPTER FIVE o
REFLECTIONS . 149

BIBLIOGRAPHY i ' . 159

-

- APPENDIX B

APPENDIX A ‘ . }f - ' C 163

viii - ' "

164 - .

?m



.

 CHAPTER ONE
THE NASCENCE 'OF THE PROBLEM

", ., .man is an animal suspended in webs of L
significance he himself has spun. . ."(Geertz, 1973, p. 5).

It vas Mﬁrchulsth,_szps in the morning when Daphpi‘

' fpéked her  head into the 155: 1boked at me standing in the
froﬁt left cofner of the lab, and‘whispered "Good morning

- Josephine". ‘Followed by her flock of Grade tﬁog, she
entered about a third of the way 'intQgthe lab. As the
youngstedrs passed by her oﬁ their way to a computer, sonme

- stopped to get one of two sheets Daphne held in her hand{h
One sheet, entitled ARBRE, detailed three pégéédures which
when. correctly typed in drew on the monitor a series of six
trees éiightly atop each other. The oth?r shéet, entitled
pARRE, detailed three procedures which drew a staircase witt
four stairs, At the outset,;eighteen ch#ldren were working.
on the ARBRE sheet, four on the CARRE one, anduywo were
typing in commands such as AV 200b, AV 4000. As the séssior
progressed some of the stLdents put fheir paber-aside,'br
turned it over and did other activit;es.- At one point, two
‘boyg working together were.trying to draw adjacent_circleg,
an activity théy began in th?i{ last session. Six students
vere noﬁ drawing lines all 6ver the screen with commands
such as AV 2000,'AV 5000 énd so‘forth; Two others'were
typing in letters on the‘screen. Some:of these were

individual letters, others were words, and still others were¢



L

sentences or phraeee.‘ Two studonts who JQre initially
drawing linee all over the screen by typing in the AV
command with large numbere, saw éhoee typing letters ‘and
.changed to that activity as well. During the sessiOn some:

' of the lfhdento changed their activities eeveral times.
There wes constqpt interaction between each pair of stndente
as ﬁell as frequent Qisitations to other‘groups: Sometime's

it was to point out something on someocne else's screen,

. ’
"aAhh" at someone's creation, or to summon a "look" at one's:

own. o
: 4

While the students worked at their comput}rs, Daphne

' walked around the lab, observing and giving assistance

whenever the students requested it by either raising their

hand, calling out or running to her. At one point, shenmade

‘her way to my corner where we enéeged in the following

. ’ . . . ™
oonversation. | . . N\

Daphne: I see that the procedure for the trees is
doing much faster now, so I guess they're’
_ getting used to it. :

I: f . What is IT [emphasis]?

4 ’ - + , .
Eaphne' This [pointing to the papers in her hand]. ™
They are ablée to type it in now quickly.
Before it took them a whole class to do it.

I: You mean follow the directions? [(She had
’ mentioned to me in a previous lab session
that her goal in using these papers was to
. facilitate following directions].

[} > *

Daphne: Yes.

P
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We were 1nto;rupted by two girls who had r&ilod their
-
. hands and were calling Daphne. She immediatq&? went to

.
them, Momentarily I was‘called upon by Daphne and asked
'%y isn't this working?" I recognized the medsage
iudicatiug.éu‘crroféin a subprocedure. I eloo uoticod that
the name of the qubprocedure.ARBRE was misspellod to read
ARBBRE. I asked if what they had on the screen was the same
as that gon their sheet. Daphne checked and noticed the
error which she promptly poipted out to the girls. They all
Ieughed and Daphﬁe.immediately typed in the correct name. ’I
left,

™ A kind of buzzing petmeated’the lab which amplified
over time. bn one occasion, Paphne flicked. the light switch
on and off, put her finger to her lips and said "Sh-h". The
noise level subsided.

At tbe end of class, Daphne flicked the light switch
again, and spoke to the claesiin Ftench. The children
‘hended Daphue their papers, lined up in the lab, and waited |
for her to ;ead them out. Once all*the“sheets were in her
hand, Daphne looke% at me, said "Thank you Josephine". Some

4

of the children said "Thank you" as they left the 1#b.

At 9:35, samantha's twenty four grade threes trickled
into “the lab. They were»not accompanied by their teacher;
Immediadtely they went to a computer and started to work.
One computer was shut off and out of order, so those two

children looked around and joined two other groups; They

L



- were carrying either folders, papers ‘with their own writing
.on them, notebooks or nothing at a11. Three minutes later,‘
Samantha entered holdirg some disks. She’came-over to me,
’%'V,pointed to the disks and said, "These are blank disks tgey O
/2 .peed to save‘on."7 She then observed and spok:/?ith the)‘
' children in French as‘she went from group to droup. One of s
,-the boys - rrom a group came to e and said something in*'
"?French.; Samantha noticed and . approached us. I asked her‘;f

“’ ]

\k':for a translation.v he boy repeated hlS statement, and

| \TSamantha translated it to be. "We ‘need hebp” She‘then
i‘followed the -boy. to his computer.” I remained in my corner .
where I recorded what had happened. She listened to the d

iboyshas they pointed to several places on the screen and

~]then sqoke to them in French while they typed. She did not
. type anything on'fhe computer rather, had them do it After’
l{a minute or two, I went over to take a. look ‘and asked ’"Is‘
A_there a problem?"" Samantha answered “Oh no. They -
idthought the LP [the French primitive for PENUP] wasn't

working".b I left. Samantha circulated again and stopped'to

‘f,assist some boys who wantedm$o créate a picture.. They
"engaged in a, conversation wi&h’ﬁer while she changed the

B program commands on the paper which they were followznd.;
'She wrote down the commands and watched as they executed

d.kthem. fAs she continued to c1rculate among the class, she -
'approached two girls who wrote down" all of their commands as'

»»’they typed them. Samantha asked in French and then

e
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\x:- .

translated for me into English "You are‘writing all this
N . . . 4

down so that you can program it?" .One of the girls 1ooked

'up at her and‘answered, "Yes we\?re.» e we just use our

‘ brains, it gets nixed up. So wq have to write it down " As:

she continued her rounds, Samantha asked another two groups

e

'»the same question.. Both replied "Yes“ As the recess bell

rang, an- "Ahhh" permeated the lab, and the children left‘in

e much the same'way as they had entered .Samantha remained

.v'hehind with one‘of the boys‘bepause'he had requested that
she help him to programbafcircle. She aSked‘him'questionsyy
he replied and typed'in the commands. I stood closeby and
_observed.- She said to me, "He, has ‘been strquling with
these eyeballs for several classes now."*'I watched ﬁor a

’ short time and then returned to my corner. They spent the

: entire recess period together. At the end Samantha said
.4 that he could continue it next‘class and to sav it to disk'

k}now, which he did.” Both Samantha and the boy/left together.
R o ¢ _ /

It was. 10: 33. Recess was over. Jonathgn led his quiet
grade four class down.the hall in two lines. He stopped
hutSide the lab, stepped into ‘the lab, looked;at me,Kthen at
;the paper in hlS hand and called some names. Some of the

students were called in one at a time, some in pairs. 1In
N L)

,’fboth cases he pointed to the computer at which they were to

work. The rest of the students were then permitted to enter

and take any computer that was left.} The students all

£

;

.-/

S, carried an 1dentical Duo-Tang folder, which they immediately,,{

C .



opened and\from which they began to type. They. worked in '

pairs: one‘'student read commands’ or dfrections off a page in

"one's own folder, and the other one typed in- those cz%gands.

‘v'The results were recorded. At half time, the studenks
switched places and the corresponding duties. At 10:45, two

"boys were sent out of the lab to their classroom. Jonathon
vseldom spoke/with the students an& when he did,:it was in
French. Little nbise, if any, could be heard., Interaction

between the various groups wvas nonexistent,,,It/appeared as

b5

if each student knew what he or she had t 3”
were not’ all doing the same exercises a
'rather following a series outlined by J Lce
’ that a pair of boys were typing in AV w; ‘arying numbers
following it.' This was, not one of the exercises, but no

% 5 ¥

attention was focused on-that by Jonathon.; He c1rculated
;and offered help whenéver he saw.g}mething on the screen to
_<which he wanted to draw their attention, or to resolve~a
"'behavioural problem. Jonathon never touched the keybd‘fd

-‘He asked questions, elicited apswers, or pointed t6 the .
'vlgscreen or page in the folder. Thevstudentsfoften_looked at -
" hin and then typed. At 11:00 J,onathon flicked the light
switch;on and off and firmly said3 ﬂVitement",‘,Someuof'the
,students came -immediately but he had' to walk.around;and
gather the‘rest, 1They'all lined up in the'lab, HeN kb
.repe_ated, "Vite, Vite®, followed by three of the st@ent'sr

k)

» ' ) I . et



names. . He then led the class out of the lab and down the

hall to his classroonm. -

Melanie and her. grade . one class had been waiting

_ outside the lab huddled in the entrance way.. Once the lab

was empty, the children entered and ran haphazardly to a

computer. They immediately paired themselves off and
. started pressing~keys on the keyboard. Melanie entered

- holding a“file folder, out of which she pulled '~ °

transparencies with black feltipen imprinted‘mazes on them.
She immediately began to tape these on each monitor.' There
was no parent in the lab today/like thefe had been in her

previous, sessions._ There was a lot of‘noise,and she raised

her voice twice in French to ask for silence. Once the

mazes were all in place, she ‘asked thé‘children to watch as

b

she demonstrated in front of the lab the order in which the

1

maze was to be completed. ‘Slowly and carefully she followed
‘the outline of the maze, numbered from 1 to 6. She then
'told the children to begin. Shortly, one child called out

in English and asked how he was to get the turtle from one

particular pOint to the next, p01nting to the transparency

'Melanie answered "I don't know.-You‘ll have to figure itk

out." At 11 10 a parent’entered the lab and began tp

" fs;is excellent. I m really pleased" Oonce the children

_cizculate., It was 11l:14 wﬂen Melanie walked by me and said

completed the first maze, they could elect to’ either ‘re-do

it,. or_to try‘another,one from the folder. The children

L.



.. ‘
worked and talked with each other. Melanie approached me
.and said, "I would like to do numbers with them. ‘How can I
" do that?” I asked what range of mumbers She wanted. to do.
‘She mentioned 1l to 10. I suggested that she may have' them
draw usinq the four commands which they were using in the
mazes. She said that would be too difficult. sor .
‘suggested perhaps a dot to dot.  Melanie smiled and said
'fthat she would pfepare that for next class. By the end of
the class, 5 of the 21 children had completed the first maze
successfully and had proceeded to the next ones fﬁelanie

”m\

told the children to 1ine up in the 'lab, while -she oollected
- the taped mazes from the monitors. once the ohildren had
all lined upy, she directed them into the hall told thenm to -
- get dressed and leave withvthe parent to return to their.
‘class. Melanie collected;her things, said "Goodhye,

' Josephine" and-left. - L o

ze ori on ‘

As this study unfolds we witness four distinct
“realities each embracing a culture uniqu unto itself. " Four
'teachers, four "webs of significance" (Geertz, 1973, p. 5)
‘give rise to four interpretations of one computer language.

Geertz (1973) tells us that to analyze culture is to

untangle the web in search of meanings so quiescently

~

fintertwined. -Whether it be referred to as culture,

understandin“s, social. reality, beliefs, world view or . .

'perspectives, its most "fundamental’and ubiquitous"



s
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- expression is that»of meaning (Lofland and Lofland, 1984, p.

. 7l)i Perhaps Geertz summed it up. best when he said it was

at "the heart of our discipline" (p. 29) .

e John Van Maanen (1983) tells us‘that we haye become
increasingly aware that“the\peop e‘we study "have‘a‘form of
life, a culture that is their own (p. 12). To undexrstand
‘the social actions of these people requires, an appreciation\
and a description of that. culture. This'study defines
oulture as how individuals use their acquired knowledge to
interpret experience and generate behaviourffSpradley,
'1980) . This acquired knowledge has much in common with
symbolic interactionism which rejects the Stimulus-Response
model of human behaviour and the argument :that the soa@al f
world'can be understood in terms of causalvrelationships :M

(Hammersley -and Atkinson, 1983), and replaces it with a

theory that seéks to explain human behaviour in terms of '

- meanings and p rceptions that things have for that®®

particuzar individual. These meanings evolve from social

dinteraction and are»modified through a process of

' 1nterpretati'n as events continually unfold and shape

actions.‘ In/ this sense the same physical stimulus can mean
different ty ings to different people,'and indeed, to the
same person at different times.{.mw

If s cial actions are meaningful for the actors then
studying them can be approached‘by searching for those

meanings-through the eyes of the actors themselves as they

. ' ' »
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a
'go about their daily livea. Our special interLsts, motives,
desires, aspirations, religious and ideological commitments
affect how we define our reality. Schutz (1962) argues that-
- the selection and interpretation of facts, as well as the |

assumptions we make about the world, are part of our . common '

sense inking: the taken-for-granted meanings which allow

. 4 . . . . ¢ . >
“us to functien“in‘everyday.life. He further suggests that

we funCtion in th §%‘.ld by predicating our interpretations
and. actions on a stock of knowledge, groundig in our own
personal experiences as well as those of our predecessors.
iIn this context, the task of the researcher is to observe
the actions, as well as the talk of those studied,-to more
fully understand that individual'sfstock of knowledge which
influences those béhaviours. Being COgnizant of this, a
sincere effort must be’ mpge on the part of the researcher to
avoid replacing his or ger ‘own understandings “of everyday
life with that of the individual whose culture the
‘researcher wishes to explore.

Given the situation wherein conventional guidelines for

. N ' .
~implementation are absent, each individual we ves a fabricn

or the potential of LOGO within the educational milieu, A
'resonant with its own unique texture., Although the four
teaphers in this study participatsd in the same initial
introduction to Loco to be discussed in Chapter 2, anm\had
access to the same fescurces (Appenddr Af, their experiences

as well as those of their students varied greatly. Because

»
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we are participants in many different social situations,ZWe
apin man& webs. As.a collectivity, each class weaves yet
another network generating a,culture uniqué to those
participants.. How can ‘we ‘more fully understand these
differences and how can this ameliorate our perceptions of'
’ Papert's LOGO. within our educational system as we know it

today? -
¥ - ‘ )
Background to the Study . | \

1 'LOGO owes its emergence and growth to numerous’
influences, not the least of which are Seymour Papert-its
designer; the research firm of Bolt,. Beranek and Newman-its

place of inception; and M I. T.-its-nurturer. i
s"

Papert a precocious youngster, grew up in Johannesburg
where at the age of eight he began publishing an |
‘anti-apartheid newspaper.- He eventually attended school in

. Cambridge, England the University of Paris, and spent tive
years in Geneva with Jean Piaget. It was during,his stay

- with Piaget (1959 to 1964) that the fbcus of Papert's
*attention was on children, on the nature of thinking, and ‘
on h \J children became,thinkers" (Paperﬁ, 1980, p. 208).
His;eventual_frrival at M.I.T. pro&ided him with the
'environment and opportunity to'explore that focus. Papert's
concern for each human being as unique with a concomitant .
2style of thinking and 1earning, underpins his view that

’educato s must enable the learner to take charge of his or

1earning_now,_and~we, as educators should,support
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theml"as they build }heir o;n‘intellectual structures'withl‘
materials drawn fromhthe surrounding culture" (Papert, 1969,—
p. 32). dnlyfthen:will‘they be enabled to develop thinking
and coping strategies ghatuthey will need, to exist in a

world of change (Coon, 1982). Papert's.dream‘ﬁas.:or the

child to gain a mastery of the world and a self-confident,

.realistic image of him or herself as an intellectual agent.

A all learning is culturally based. It must come

natu _lly, it must be meaningful it must be fun. He
-believed that learning to communicate with computers'could-
"in fact be such a natural process, by creating an

_ environment in which a child’ could create his or her own
tools with which to learn. LOGO was to become the ‘wehicle
for crgeting just such an environment. )

LOGO was desigﬁed?to be an "object to think with"
embodied_in the computer-controlled cybernetic Turtle: a
carrier of "poﬁerful.ideas", the "cornerstonecof the LOGO
educational philosophy", and a tool by Which children-could
‘control the computer instead of the other way around .
(Austin, Logo’ Memo #23, 1976, ‘p. 4-5). This philosophy ;
manifested itself in the concept ofpmioroworlds. The design
of this‘microworld was‘intended to’be a "growing place" of
powerful ideas where children could make their own’ru1e5~and

'_syntéx (Papert, lé%O). Various learning styles could be
: nurtured and the rules could be changed anytime by the

students themselves (p.. 46). It became a philosophy as well
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(Wierzbicki 1984, p. 51) . <
~ LOGO advocates believe that it helps t_fgiﬁ‘

¥hile teaching the machine how to "think"_ the ¢ "?d is

- developing his or her own reasoning process (Marikqson,

1983, p. 74). POGO procedures encourage students to plan
their work, develop a logical seéu;nce,'ghd then tes; i€,
Uitimat;}k\}t'plaées the child in a setting where\he'or sge
is }n control of Soth the‘iearning enviroﬁyent and.the‘_
technology. Here the child becomes agggnombhs.

Wierzbicki (1984) states that it is not a tutorial

_device, rather an exploratory one. Its effectiveness lies

in‘fhe way in which ii is taught and thereby ité "benefits
run the gamut of having no benefit at alibto givinq‘a‘chila
a profound sensef?f self" (p. 51).

- Eveh though Seymour Papert felt LOGO couid‘be a very
pqwerfﬁi"toé; in heiping people develop their own ’
intellectual structures, he also had serious doubts as to
itsAaCceﬁtance andlapplicatioﬂ in present éducational
syétgms. "I think there's.a very good possibility it [LOGO]

\

won't be taken up. . .by schools" (as quoted by Kelman,

'1983). Dr. William Higginson, a participant 1n LoGO

K v | | » ’ | ’
*‘ " N ‘ X N . .

~



research at Queen's University supports this. "We areinot

‘optimistic about the chances of an authentic version of LOGo

\

reaching the average classroom" (1982). If ‘indeed,

- J \\
Papert's ideas aboutﬂtonputers and their role in the
educational process are revolutionary compared to the
vested interest of an educational system that virtually
hasn't changed since the Middle Ages (Nelson and

Friedman, 1981, p. 12),

. * \
then this study hopes that by allowing teachers the freedom
to interpret and implement as they wish, some insight can be

gleaned into Papert's concern. For, as Wérner and Rothe

)
A

(1980) put it: )

)
The'degree of implementation generally rxefers to.the

*match betweerl what program developers intend should
hgppen and what actually does happen in classrooms (p.
Perhaps at this time some. insight into'my own "web of
significance" and experience with LOGO may window the
nascence of this study. My interest in computers surfaced
g‘ an “Internat'ional
u g my nine years of

teaching children aged eight .to fourteen I had developed a

while teaching a third grade clas

- \
School in Japan. Prior to that 4

strong interest in what was then known as the Communication

Arts whiqh regarded technology first and foremost As my

s -
teaching experiences were evolving from the complex society
of a major Canadian city.to the reaches of an Inuit and

Loucheux commnnity in the far north o was my recognition

and appreciation of each chilq as unique. This was



¢ | 15
.

heightened all the more when upon my arrival in 9apan I wal'
askadﬁ;o-teach in an ;ntarnatién&l'SChool. It was with this
"web f significance" that I found myself amidst a multitude
of ;:§>in§ baﬁkgrounds. IF was here that I was encouraged
to probe the varied real life experiences of my students anq
share with them my owh. The curriculum, althqugh still in
place, bestowed a flexibility emboldened by the school's
‘ administration. Where, for example, é;; curriculum
prescribeq North American Indians tb be taught as part.of
‘the Grade three Social Studies program, I was encéﬁraged to
replace -that with my Northern experiences and‘bring to life
a very real pﬁrt of my unique culture. ‘

During my third year' of teach{ng the school was offered
‘ a grant to purchgsg five Apple cemputers complete with
monitors, disk drives and one printer. To enﬁble teachers
"to gain familiarity with these machines, the vice principal
arranggd for a consultant to teach a csmputerlLiteracy
course to interested teachers} at the school's expense.
Upon complefion df thisitwenty hour course, several of the
teachers, including myself, decided to investigate LOGO. We
were told that this was a computer language for children andr
a sgudy group was suggested as ‘the means of exploring this
language. This involved learﬁing LOGO on our own whenevér\
we had time, using the‘manual which accompanied'the.Apple
LOGO software paCkagé; Casual meetings with the.other

teachers were /held when deemed necessary by us to iron out

- L
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aifficultied or share our findings. After two months, I hag
worked through the graphics section. It was at this time
that I began to. formulate in my mind the educational
potential of LOGO. For me, first and foremost it became an’
expression of parsonal ideas respecting my individuality.
Further, I perceived it to be an avenue for analytical and_
synthetiool thinking. “Having always been ooncerned with
that aspect of education, especially in the area of problem
solving, I visualized its megit as giving students an
opportunity to develop their cogitative faculty: to think,
to use the pouers of .their own minds to conceive ideas,idraw‘
inferences and to make,judgemonts. Therefore, my | Y
int?rpretation of LOGO invited the students to eiperiment
_with the gtaphics in very much the same way that‘I had. It
- was now th;t_I became interested in its origin, and was

jsubsaquently informed about Seymour Papert's book,

Mindstorms. 'Reading that, helped confirm my own
perceptions ‘ _ |

About this time in my LOGO development I foundvout I
uas to return to Canada. Since I was to’take up residence
in Edmonton, I decidod to pupsue my interest by attending.
the University of Albetta. It was there I discoveroo that
my interpretation of LOGO at tos elementary gEVeI'differedA
radically from the way it was tsught: the focus was more on

teaching mathematical concepts as prescribed by the

\cu;kiculumiquide. My awakening to such hlternative.
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possibilities manifested itself in the pursuit of this
‘ study: How do other toachgri in their everyday worlads
visualiZe LOGO's merit and what are tﬁc'undcrpinningl of
their choices? i -
How was I‘to investigate this? Since we cannot
presupposa an understanding of those ;eachers' aeveryday
lives, that understanding of their séﬁial actions must be
built on the perceptions of tnose tegchori’as they perform
those actions. The stress here upon the word action |
underliﬁﬁs the fact that we are "pre-inter?reters" Sf our
;;éiél actionse and those actions are only a part of our
"totéI\h@havior". Therefore tq seek to understand more
“fully that social reality is to "understand the subjectivity
of the actor by grasping the meining an act has for. him"
(Schutz, 1962, p. XLVI). 1If one's beliefs, phileophy,
family, .friends and experiences are influential in his or
her actions, then this study called for a genre of research
which.wouldualibw me to experience teachers as individuals:
-a research methodology whic\ w ulé open the way to their

H
experiences, their sense of yeaning and the-consequences of

r

their actions. .

So'hpw can one get at those’socigl meanings? Since a
first requirement of social research is fidelity to the
phenomenon under stuay as interpretations of the same
pﬁysical éfimulus will vary Aﬁong People and across

. / %
occasions, that approach must givé access to the meanings

r



communication with the individuals in their natural ’

which generate their social actions.

ide’that behaviour.¢7Throu§h some'form Of ’

Participant

18

. environment, one can hope to arrive at the social meanings

b observation, informal and formal interviews ‘are some of. the

.
Iz i

(J

’

communication vehicles to enter the everyday world of the

s

individual. These are part of the Ethnographic Research

way as ‘the participants do and learn the culture of the

people we are studying. Ethnogrthy as a social research

methodology is founded upen | the existence of cultura1.25

" help relate my under%tandings of thos‘

[y

four cultural

B environments and‘make them come ali e for others.

L

"fteacher and class, it becomes imbued w1th these patterns.

'pattern variations. As LOGO becomes interpreted by each 5

i process which enableswus to interpret the world in the same

JDiscerning these patterns will lead to themes which should *

oy
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CHAP’I‘ER TWO
. . ™ DESIGN or' THE INQUIRY

‘ If indeed,ournmost saldent viréﬁe is our diversity
‘(Spradley, 1980), then an Ethnographic inquiry can help
grasp that diversity. Ethnograpﬁy is essentially one of | |
_several social research methods which portrays research’ as a
'process of exploration. Its spirit lies in What Hammersley
andetkinson (1983)'calli"reflexivityﬁ;)the recognition°that
we are all‘participants in the social world;that w 2tudy
: and cannot'abscond our‘reliance‘on-commonesense Know edée or
»‘the v1ability of our effect on® the social phenomena we B
- study.‘ What they in fact suggest is that

b

. We must work with what knowledge,We have, while -
recognizing that is may be erroneous and subjecting it

. to systematic inquiry where doubt seems justified.
Similarily, instead of treating. reactivity merely as a
source o6f bias, we can exploit it.  How people respond -
___to the presence of the researcher may be as informative
as how they react to other situations (p. 15) R

All data should be interpreted contextualIy Thef

v~fundamental process of “reflexivity" allows one to

L4

; participate 1n a particular social world reflect on the

f.products ‘of that 'a?ticipation and search for an.

understanding of the ts Of one's role as researcher on

4 that_situation.‘ During the ‘ i' ; ‘ork,'as the
researcher comes intofcontactEWith"ther people, he or she
,will be identified by such ascribed characteristics as

. i j A 3§ g _

. v
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,, gender, ethnicity and age. It‘is'however,?not merely”a'
matter of physical characteristics, since the researcher

also brings into the situation a culture, personal style and
'manner. As’ the "r earch instrument p&r excellence"
(Hammersley and Atkinson, 1983, p. 18),'one 's behaviour and
attitude -may influence the context. In this sense the data .

should not be taken at face value rather, as a’ source of

- inference to capture ‘themes. Hammersley and Atkinson (lgaqrf'

argue that there is no such thing as "pure data"‘free from

%
AN

kpotential bias, and that it is therefore important to\\i
lunderstand how the presence of the’ researcher may have \
shaped the data and\interpret it accordingly.

. We act in the social world and yet are able to reflect
upon ourselves and our actions, as objects in that world.
Just as our participation is "reflexive so ‘is our’ Research
;Design. Inasmuch as one researcheg settings in which one
‘ has little power and minimal previous knowledge, the
researchvcannot be fully de51gned at the outset That does
not imply lack of preparation or expertise rather, that this
kind of research cannot be programmed since its practice is
X replete with the uﬂzxpected. i‘"other words, "It puts a
.ypremium on flexibility" (Lofland and Lofland 1984, p- 13)

" The need for preliminary fieldwork to assess a setting for
.’its appropriateness and accessibility, as well as, a prelude

to refining @he research question, becomes clear.



'My pre-fieldwork phase began'shortly after arriving at

%

iversity when I found myself sharing an office with a

4

teeéher on leave from a French Immersion School. Oyer a
period of two months we shared. much of our thoughts on
‘education_end our research'interests. Upon hearing of my
interest in”LbGo she_questioned‘thekeventuality of dEDdoiFg
research‘at her school. She mentioned the teachers'
expressed interest in cogputers, 1OGO, their desire to use
both, - their “frustration& at not knowing "what to do" and -
their dissatisfaction with the software available in their |
1s¢hooi>at that time. VSome of-these teachers'had previously
participated in a LOGO workshop given at the school by one
of the parents, but felt the need for additional assistance” i
_prior to introducing it tovtheir own students. Although

" this had whet their enthusiasm they had become emphatie
about the need.for'ag"computer lab" if they were to use
‘computers with their students at all Siéce"there was' at
that time, no perceived facility available for such a lab
only a handful of teachers u%ﬁ? a computer in their own
room. That was the status at the time I was introduced to

.,that setting.f |

| ‘ Since the research problem and the setting are so
interrelated, we agreed that it would be best if we. "cased"
the possible research setting for its appropriateness and

‘accessibility (Hammersley and-Atkinson, 1983). 1In effect,
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could I get the data that I needed for my research question?
At first my colleague casuallyospoke with some of the staff
about their’ feelings concerning LOGO. since it had been -
ra:sed several times in the past it waé‘not new and their :
feelings had not changed.' one consistent echo was the need
for a lab. It became clear that without.a lab this study

. wouId not be“?easible and since I was interested in Eh_i;
‘perceptions of LOGO T respecZZd ;ngi; decisions. My
colleague suggested that she approach the principal w1th
this dilemna. I, as a graduate student, was willing to do
regearch in which the teachers would be able to implement
LOGO in<their classes, however, the teachers were tenac1ous‘
' about their need for a computer lab. v
| The principalis'enthusiaSm for‘gonputers to;beemae'part.'
of the school environment was evident‘fron the acquisitionf
" ‘she had made the previous year with mcneYS allocated to
individual school administrators for the purchase of
computers; During one casual converSation I had with her,

' she .mentioned herg"impulsive“ nature to_"jumpvintov
everything". She upheldlthat with "it is better to be on
top’of everything than missing out”. The dilemna £he noﬁ
faced auspiciously gave rise‘to the inception of a. lab | She
seized this opportunity to secure administrative support |
i from the board to create a lab out of what was then a storev

room housing those boxed acquisitions.»conputers, disk

drives and monitors. s .



e

7

L | Ce 23

once -the idea of a lab became a reality, my colleague -

made arrangements;for me to attend a statf meeting to meet

———

the principal and the teachers. When I arrived sheztook me
to the staff room, and as we mingled made some v |

introductions. Once the principal arrived everyone settled,

down. I was introduced as a graduate student who knew LOGO ,

and would be willing to help them set up a program for their"'

students. LA barrage of questions flooded the room. with :
whom would‘I be working, would .there be a lab, how long
would I be,there,‘how would this be scheduled since thé -
school,was on a six-day cycle and I was on a weekly one{
should“the Grade oﬁes be~inc1uded‘since they wereonot..
locatéd in the main building, would this be in French or

English and so on. I had indicated a preference:fof the

early eleherita grades and that I would be_available

ing and Friday all day. The principal quickly
the available number of thirty five minute time -
periods, number of classes, my options, and concluded. that I
would be able to work with four teachers. It was obvious
from the discussion that a great many teachers wanted to .
participate in this study '

How were these four to be, selected? Amidst the
bustling conversation I heard the suggestion that one -

teacher from each of Grades one to four participate in the

study as a representative and relate back to the other

-

\\\ teachers at hls or her particular grade 1eve1, After some

o
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discussion as a collecti ty, agreement was reached. These

'representatives' wOuld be scheduled for twice as much lab
time, " that is, both on Tuesday and Friday mornings. All of.
‘the others ‘would be scheduled only once with extra spare
i:hfiods scheduled for anybody's use. I ‘would make myself
available to all of the staff on Friday afternoons. 'With
this dewised communication scheme, it wasfioped that all of
the teachers would eventually become fa liar with LOGO
' This involved -familiarizing another three teachers at least |
per grade level. The principal had reassured all that plans’
‘for a. lab were already underway. The construction and '
a‘electrical crew would be arriving within days to equip the
‘store room with appropriate wiring and furniture. The:
discussion then centered on the teachers' preference for
Freqch 10GO. I was asked whether this. would create a
problem for me. I indicated that I had no access to the
French LOGO program butK%hat given one I would be able to:
accommodate. Someone quickly alerted us_to the fact that
. .one of the school's magazines published in Quebec, contained
an order form for French LOGO. The principal offered to
phone and in that way expedite_deliyery prior toithe ‘
Christmas break so that volunteer parents could make copies
ofnthe manuallfor'each.teacher. Those participating in the
i.study,.as well as myself would receive theirs first. It was

mid November and thoughts were already pre-occupied w1th

Christmas and the next term.. A consensus was reached that
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'it would be bes if I came eafly in the New Year. I thanked
_everyone and 1ef: with the understanding that I would begin -
in early January. It was also decide that my colleague
would continue in the role of liaison and let me know when -
all was ready.

I remember feeling anxious driving back to he
university. I had been warmly received with ‘an enthusiastic
audience. They wanted something I could offer and I, wvanted
something in ‘-exchange. This notion of "trading. _— ’.
technical knowledge and resources" (Hammersley and Atkinson,
1983, p. 81),.is not new and can be an effective way for a
researcher tovdemonstrate integrity and deter being
identified as an intruderr The Loflands (1984) go so far as
‘to suggest that sdccessful entry into a situation may well
rest on the researcher s ability to negotiate, as in this
situation, wit technical knowledge. It is important
however, not oaconfuse_this kind,of,"expertise"ﬂwith the -
researcher's ole“as."learner". ‘This study negotiated
"expertise" yn technical.knowledge for "learner" in-
implementation,,an grea of "ignorance" on my part It is
also important to clarify the parameters of this "expert:-a"
.to those involved in the study, as ambiguity may create
inaccurate expectations such as'my—setting up a.cn;ricm,rm ¥
‘for the teachers’ and cast doubt ’on my credibility

. L felt—that together we had shaped an understanding, a

working identity; a beginning'to my study. I would commence
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,with A workshop‘whera turther‘ambiguities‘could be.
addressed. The school personnel had made_the,decisions. ‘My
stipulation was only opne: that I would not tell or show them

't-how to do 10GO but rather, give them the technical - |

knowledge,'that is, the primitives, and offer an array of .

_ suggestions and resources’ when asked. 30wever they chose to
use them was their‘right. This was a conscious effort on my
part to avoid imposing my personal interpretations and
.keeping true to my interest in how tn_g perceived LOGOo. It

: was now that I was ab¥e to formulate my Research Question .

. more precisely.

o o . ‘ &
Whet LOGO interpretations are made by the teachers and how

. are these implemented? -

Aspect (a). What underlying pedagogical stances are
inherent in the nature of the context

teachers construct for LOGO?

~Aspect (b). Do these pedagogical stances and
environments reflect any of the
‘priorities expressed by Papert (1980)

_in his book Mindstorns?

Aspect (c). Does a bi lingual context affect the

LOGO implementation in any way?

My preliminary fielﬁwotk had indicated an

_appropriateness of the setting and access became readiiy
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_available to this "closed setting": ofie to wﬁichvaccees "is
not granted to just anybody" (Lofland and Lofland, . 1984, p.

. 22). This was largely due to my colleague, sometimes
referred to as a "sponsor", who "cased" the research site,
made the necessary inquiries of the teachers, informed the
principal of the situatioen, introduced me to the setting and
vouched for me and my research interest. In essence, she
provided me with access to the data. Access as mere
«physicai presence does not guarant%e aﬁaiiability o:‘the'_
data sought. it is imoortant to establish andrmaintain a
working‘;resence. -Once this.kind of access was granted, I
"was able to ohtainzpermission from the "gatekeepers"i those
with formal power to‘control entrance into the setting. I
was able to get past these "gatekeepersW through the
principal who had made allgthe'necessary arrangements for
me.- A$ a "known investigator" engaged in "overt" research,
g my.rdle and intentions were explicit. The_teachers,
students and the’school were-granted’anonymity by way oF‘
pseudonyms.' As researchers, our goals are not judgement or
reform rather, understanding Pseudonyms help to focus on
thﬂ emergence of patterns and not on the evolving potential

: human interest story. Since I would not be assuming an :
alreadylexistant role in the;setting but creating my own,[ny‘

gresence would be "unusual"-and therefore alter the priginal

setting.
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Yin (1984) tells us that studying cases "allows an
invo-tigation to retain the holistic and meaningful
charecteristics of real-life events" (p. 14). It was in the-
interest of m; toloa;ch to maintain tho integrity of the
‘roal-&ifo situation. Yin further outlines threaﬁggpditions-
for choopino casos\to'a&udy;a‘phonomonon. It became
appatont the all three éritgria were present in my research

question: p

1. It was a "how" resedrch question.

2. I would have "little or no" control over
actual behavioural events.

3. The focus was on "contemporary events"

T  not historical. .

vy , '
+ our attention is further drawn to the fact that

. . .the case investigatéd is net isqmorphic with the
setting in which it takes place. -A-setting is a named
context in which phenomena occur that might be studied
from any number of angles; a case is thosé phenomena
seen from one particular theoretical angle (Hammersley
& Atkinson, 1983, p. 43).

Since four teachers were being studied, aach individual
' ¢
teacher was a case, as well as the primary unit of" analysis.

The data collected about each would copprise a multiple-case

study. The setting was the coﬁputer ib in a French
Immersion @ommunity School, L'Academif té. Mafie; located
in a city of approximately 35,000 residents. The four cases
were Melahie, Daphne, Samahtha‘ahd Jonathon, .

'freprggentatives' of grades one to four respectively.

L

¥
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QTK The, first wee} back in January, I was informed by my
Wcolleague that the preparations of.the lab had been -
.completed, the French LOGO program had been ontained, sonme
of the manuals were xeroxed and "they‘were ready". |

L'Acadenie Ste. Marie is a large, ong story school
building accommodating Gyades one thfoﬂgé’seven. There‘are
four classes of each grade’ except Grades one, five, six and
seven. The Grade one classes are situated on e_hill in an
annex, approximately a ten minute walk from the side
entrénce.of the main building.. They come here for Music and
Physical Education classes taught by an “expert". They will
now have to come here forvcomputer’ae well. The cfhesrooms
in the main bﬁildtné’are arranged in a somewhat horseshoe‘
fashion with-the grade levéls clustered together. The first
time I arrived at the school, I noticed three orange'school
buses ats the front entrance unloading children bussed in
from all parts of the surrounding area, as well as ;romfthe
nearbyunore-denselyjpopulated city. As I,epproached°$he ‘
school from a parking lot across the street, where I'was
told I could park my car, I noticed the children playing in

. the spacious playground, many sliding down a huge hill just-

. behind the schoola Hovering around.the side entrance some

L~“‘ere preparing for the bell to ring As l\méde ny way to

that entrance I met the principal sndagled in’her fur coat
hstanding near the‘doorway. _We quickly'exchangedA

pleasantries and I went in. | A

-
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fA short, narrow antr&nceway opened to a much wider
hallway to the left. The first’door on the left opengd ta
the new computer lab (Appendix B). Upon entéring, I sensed
the newnasé of the room: th¢>c1ean; freshiy painte& walls,
the smooth,?shiﬁy, neatly a;r&nged tables, the’bright
~uncluttered Sounéers, the empty shelves and équara cubicle ’
and the.natural texture o;‘ihe bulletin boards prominentlj
displaying a vagieﬁy of recent éomputar maQazines. Thirteen
computers were arranged [in a horseshoe w%th the frdnt part
of the lab vacant excepjigor a computer téble supportingvone
moveable systeﬁ. I was later told that it had been put
there for demonstrations. Eleven of the computer systems
were "Apple compatible"; one was an ApplefII Plus and the
other, an Appiq IIe ' with Apple digk drive. The first(

computer on the right counter, nearest the door, was the

.only one with a célor'moﬁitpr, the rest were all green

creens. |
‘K\\/As time went on, more magazines and books were brohghti
‘_in, larée colored manila tag charts appéared‘op the wall, a
sheét for the purpose of listing all the medﬁénical computér'
problens waé péominently displayed near the front of theg
lab, and gradually'an array of sdftware and‘manuals wés
beginhing to apﬁear. Softwafe was stored in a’disk
organizer, locked'in.the loyer éupbéard at the front of the
lhb} the manuals were ei%her in the upper cupboard or on:top

of it. There were two sets of keys to the lab and
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cupboards: one in the library, to which I had access and the
other with a Grade 4 teacher who was given responsibility
for the lab. Time witnessed the dawning of an atmosphere
charqed with activity as books and magazines became
disheveled and bent, disks were strewn about, pieces of
paper adorned the shelves and floor, chairs, in disarray/
people-wandered about at odd times and amplified talk and
laughter permeated the air. The’lab became imbuediwith a
life of its own.
As a researcher, I assumed two different roles.
Role 1: se >c ssis o ' -
Now that the study‘was ready to get undé@wayﬁ I was to
condqft an initial workshop in‘the lab so that all the )
teacngrs who wished, could familiarize themselves with LOGO.
This\was not merely for the benefit~of the four
' 'representatives', but for anyone else in the school . as
" well. A Friday afternoon was designated by the principal as.
a convenient time. All the staff members were welcome.
Those teachers who were 'representatives' in this study were ¢
relieved of their teaching duéies for the duration of that
afternoon and arrangementsiwere made by the principal to get"
substitutes for then. Oother teachers came and went as “they
pleased whenever ﬁine permitted. During the course of the

afternoon, ,nine teachers attended.
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.2;,0 I bqgan by introduclng as a compyter language'va‘
4 whose applicability was re puted epan from Kindergarten to
| univefsity. mmediately I was deluged with questions.,v\'

e Rt; Wwilr you be here Tuesdaye and FridaYS° o

I: Yes. ] R e
: “‘ﬁ:f What &inds of books are awailable’

o T [I showed them the books as I referred to’thenm]
L © -Turtle's Sourcebook, LOGO in the Claesroom,v
- Apple LoGO“for Teachers, Workbook for ks
'“Learning LOGO, LOGO: An’ Introduction, and the

=" . French. LOGO Manual.an
Ry - IS there a curriculum or a guide° *
H No. . AR T A .‘” ) B - ‘; »

e

Rt What @o yoyﬁwant me- to do? _
',-7 5]1:'_Work through LOGO and see how you would 1ike

.. to use it with your students. -I want to -« v
©  watch and see:how the program develops, ndt
. .. . ~to Jjudge, criticize, just describe what
ORI happens.; ‘_; i zf g
ﬁj‘R},aWhere can I get extra help?
_“I§' I'll be here Friday afternoons as well :
' R:ﬂiWhat -about Grades 5 and 6? Can we get help "‘f
: .‘Friday afternoons too? e v
o ,uﬂiﬁi Yes. et f ". it : i
Yo B ' ORI : SONy

" R: _What if we need help and you re not here’ B
- 5’i{f'I'll leave you my phone number at the_jw ifﬁ
BRI ."university and you can call ne there.

"

*B:tFIs it Math oriented?

I: It has potential in Math, "You have ‘the - -
f-t},ghoice of. using it there if you wish.le:.

' 57;7§R;JECan you tell us where this is all heading""wi"




. Well, by the end of May or’ the beginning
of June, I would like to meet with all of
you as a group so that we can.discuss your
... -  feelings, what has worked, what hasn't
’ and perhaps plan for next year.

;R: I'm not knewledgeable about computers.v
should I take a course_in BASIC at the
“same time? [Somebody else in the lab
suggested she take a IDGO course at the
o. university]
After thea questions haa subsid’e”d I introduced the fo’“
fundamental primitives‘ FORWARD, BACK RIGHT and LEFT by »
. having the teachers experience them physically. ;After,»
.experimenting withvthese further on eachsother for-a_few
minutes, thef eacﬁ'wentrto a'computer. iThey asked how ‘to
“boot up with LOGO and I showed ‘them. Most of*them5took ‘
notes. Some chose to work alone for. the entire aféernoon;
‘others shared their experiences. One 'representative'
worked entirely on his .own ‘the whole afternoon requesting \
.from me only thérmanual and resource books. Occasionally I
j.ﬂheard a, squeal or laughter. There was considerable sharing T_‘
of ideas and assisting each other among those who worked
:together. I helped them as they went along and answered
their questions. . ‘ ' , | '

' One of the teachers from Grade seven, asked-about
"procedures" and I explained them to her.p _Soon others were
dasking the same so I discussed-that with the~gro’p as a

el whole._ ﬁot'everYOne”listened.' As. they requested more .
information,'some appeared to be getting more confused. One
o teacher mentioned reaching a point of "saturation" but i

A

~
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make a choice. (; IR %
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' ‘feciing more confident knowing that'I‘would~be-there_during '

| the next few onths to help her along. As the afternoon

drew to a. close,_I introduced Big Trak which caught ‘the

attention of Melanie, the grade one 'representative' As

they left, they expressed feeling: "good about it", vfine",

"just what I needed" and "this is great" | We parted with
the understanding that I would be there the following -
Tuesday, January 22nd, for those 'representatives' who
wanted to come.f T | | |
Subsequent to this workshop,»I assumed the role of

"expert"*or "computer lady" as the school personnel often
referred to me. I was called upon to "fixw computers that
were mechanically malfunctioning, to "figure out" why some
procedures were not executing as expected, to serve as a
resourcﬂ person or hear their concerns or complaints. No
conscious attempt on my part was made to influence the -‘i

teachers' selections of methods,'appreaches or materials.

Where I was directly asked for a suggestion, alternative

' methods or resources were always offered It was hoped that

this would put the onus on the teachers, and not aon me to ;

-9)

) v‘- G}:} . . v&.,v'« !ﬁ, .
HIE Ycher as Ethnog her

The data gatheri%g part of this study spanned a period

"of fourteen weeks. January 22nd to April 23rd., Although T

L L e R
- B . N - . " v
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vas not'present for May and‘ June, I did frequent the“school
for random meetings and in-depth interviews.A

.I was in a position to directly observe the children,
the teachers, and make notes. Most of my time was spent
standing at the front of the lab writing field notes. No
one seemed to-be occupied with me since much of their
attention was directed towards the computers, each‘other_or
"'the.teacher. ; '~&,5 .' “ |

| ' Field notes were the'primary method of recording data
and consisted of contextual actions, . conversation, questions
raised in my mind during the observation, directions for
further observations as well as my personal reactions or
feelings. Concreteness is integral to elucidating a clear
and cogent description. Ini.tially that'cription
encompassed a rather largeasbope, includiflg almost
everything I saw or heard hé@ever, as patterns began to
form, inferences»began to shape the_focus of successive
-observations. | | :

Hammersley and Atkinson {1983) find‘it "difficult to '
overemphasize thefimportance of meticulous note taking"'(p;
"150). ‘They suggest.memory‘as notna very reliable source and‘
that it is better to over write than not to write enough. |
For it is the field’notes that address auditability -
~ whether this study. can be done again, and credibility - how

ﬂrepresentative‘it,is. ‘The accounting metaphor, .

1 auditability, implies a,rigor which lies in the
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chronological depiction of the raw data. Credibility can be
addressed through triangulation of data to confirm patterns,

‘team research to compare findings and member checks to

ff ;Validate. One of the more sophisticated is’ collaboration

" with the member being'studied. Here the nature of the
relationship is reversed and informs the work of its
theoretical distortion. As three of the 'representatives'
had left prior‘to this writing, member checks were not
possible, but comparingkfindings was,‘since this‘was'part of.
a team raesearch study.' | : '
__- As participants in many social situations, our
‘participation extends from complete participation, where we
‘are wholly immersed in a setting, to complete observation |
where we have no contact at all with those: being observed
somewhat analogous to Loflands' (1984) "convert" and
"martian" positions*- Adopting either of these extremes
‘would make it rather difficult to engage in "reflexiv1ty"
Somewhefeﬁbetween-these extremes is where most field
research occurs. This in between area can‘becomeisomewhat
nebulous since often‘times‘the researcher's‘role fluctuates
along this continuum during the course of the research..
However, the Loflands (1984) warn us,against losing sight of
‘this "marginality" for it creates a social ‘and intellectual i
‘distance: in other words, an analytic space. During the
' course of my study I never"experienced’the extreme.roles
" insofar as I never replaced the teacher in the lab,;nor was'

¢
» .
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‘I ever wholly removad-tp the exténﬁ of haviné no interaction
at 511. The"fanga of m& participation eitended from helping
the‘teacher pfeparé her ﬁgterials fo# the g}ass gnq
obéerving:what she did with them in the 1a£, to intefactiqg
‘with thé children by asking them‘what‘they were.doing,
resﬁondipg'to some of fhei: questions or following
directions gi§en to me by the teacher. Spradley (1980) -
would refer to this as Passive participatioh:'being present,
but not interaéfing with the pecple to any great extent.
Tfaditionally~X:rticipaﬁt observation has been the

interweaving of loo hg and listening, watching and asking.

This‘mutuality is central to this type of inquiry, hence the

"reflexive" interview. "Informal" interviews usually
consiét of talk. The majofity of m}na occurred in the lab,
the.halls, the'étaff room and my collgague's office, whicn
became de;fgnatéé as my office as well. These focused

. l;:gely onT;ctivities occurring af\thﬁt tinme, or »""
clarif%catidn.I\waslseekiqg. Theyvtended‘to'bérmofe
specific and direcpiQe. More "in-depth"‘interviews followed

later in the field work wheh‘Ilwahted to get at specific

information to‘confirm obs§rvations or inferences. Although

I had a list of issues, the actual questibns fluctuated from

directive to non-directive, specific to open-ended depending

on ‘the tone of the interview and the function of the

quéstion.'

™

ca T



e

38

'- As the study'was_nearing the point at which I‘woaid.be
vithdrawing from the field, I requested "in-depth"
interviews with all the 'representatives' I interviewed
Daphne and Jonathon once, Samantha three times and Melanie
never, since she suggested a written evaluation in lieu of
an interview. Each began with a question pertaining to ‘how,
they felt abouts LOGO. The rest evolved. There were

de:inite issues that Ivhoped to intersperse: their views.

- about LOGO in an educational milieu, what they felt was a

good vay to acquire it, problems'they‘encountered or could
anticipate, issues it raised for them, and the kind of'
assistance they would recommend for teachers experiencing

LOGO for the first time.

' ev tion sessjon.

At the end of the study, I asked to have a group

meeting with the 'representatives'. It was to be an

opportunity to.discuss their experiences as a group: to

reView'what had happsned during the stddy,'analyze why
certain things did or. did not work, share their approaches
and perhaps draw up some guidelines for the upcoming school
year., I was hoping that as these were being debated, some
of the underiying perspectives WOuid surface in‘defense for
points of view. -All the 'representatives' were present for

' the audio-taped one and a half hour meeting.
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field notes, ae a chronology, have no analvtic or

-theoretical;signiticanbe. To,uncover thosendeeper
underlying structures‘reQuires disassembling that défonology
and creating.a_ney-eynthesis founded on a cognitiVe :
- understanding, not on a mechanical bne. Through inspection,
conparisonkand re:lection,‘the’deeﬁer patterne emerge and
‘elucidate the.taken-for—granted. Analogous to Toto in_the
Wizard of 0z, this kind of analysis "strives to pull away
| the curtains that hide the petty mechani#sms of impressive

social action" (Lofland and Lo:land, 1984, p. 120), once
-again we witness theopivotal function'of "reflexivity";'
We act in a world of order:'a structure that is not
readily_apparent. These actions can be organized into .
patterns which are not visible.' This new cognitive
fsynthesis-i; a wvay to grasp these deeper patterns. When tneo
taken-for-granted encounters an,inCOngruity, we grasp a
theoretical gnderstanding through,our,reflection upon that.
incongruity. It is this theoretical understanding that
Vegressee:the themes which elucidate~tnose quiescently
.i intertwined neanings.in one's web of significance,- |
According to Spradley, & tﬁene "is a postulaﬁe or
p051tion, declared or implied, and usually controlling
behaviour or stimulating activity, which is tacitly approved
or openly promoted in society" (Qpler, 1945, p, 198 as cited

in Spradley). When a single idea recurs in more than one
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pattern,‘it suggests the poslibiiity of a theme. These may
» appear as folk sayings, mottoes, proverbs or recurrent
expressions. ‘f’-le these themes that people use to prganize
their behaviour and interpﬁet experience even though they |
//Yhay not be easily or openly expreeseﬂ For the purposes of
this study, themeE:\ s the deta suggested them, helped

provide awareness to the'concerns.epressed‘in Research

Quesﬁion, Aspect (a); informed the basis for makiné the

comparison to the o) philosophy as expressed in the book

Mindstofﬁé, Aspect (b); and provided insight into‘Aspect'

- (e).

~



.descriptien, so there is no neutrallmode~ot'report"

CHAPTER THREE = ~

PRESENTATION OF THE CASE REPORTS

"Just as there is gb available neutral language of

(Hammersley and AtﬁinSOh, 1983, p. 207). Presenting the .
case reports flows largely from the researcher's experiences

and preference of Qritinq style. Since the theoretical

understanding is rooted in the raw data, one methéa is to
.presentithat data in its cohesive, mechanical form. .In this

way, the“reader is invited to exerience the data as it may

be enrichedtby the presence of the 'representative'. The
following four harratives chronicle four‘sﬁch

'representatives' as they implement LOGO with their classes.

Melani - - ‘ ’ ) . .

P b

Melanie, ‘the Grade 1 'representative' is a graduate

‘with a B. A. in Psychology and a PDAD. (Professional Degree’

: After Degree) in High School French. Her teaching‘career

began w1th~a’four year‘position at a eollege where she
taught French in\Grades 10, 11 and 12 and after which she
took an eight year \leave. from teaching to raise a family
Melanie then resumed her teaching but this'time at

L' Academie ste. Marie where she was into her third year of
teaching Grade'l. .

" Melanie's. class was one of six Grade ones located in an

annex "up the hill"/approximately a ten minute walk across
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the snow covered playground. For her children‘to
participate in computer activities, it was necessary for her
to bring them down to the main building. The clanking
outside door and the simultaneous diminishing din of
children's voiees"pignelled their agrival. Onlyinelanie'e

. hushed Veice;penetreted the lab walls. .

The Gr;de one teachers wene:eager to have Melanie
.atten&.the_lab‘eessions and report baek to them. It weuld

AN

be a kind of ongoing workshop.

. They don't want anymore workshops. They aren't really
all that gogd. Rather than going to workshops where it
goes over their heads and they can't get to use the ,
stuff, they =sqid that they would like all the workshops
to be done thak way.

b3
o

Tuesday January 22nd was the firstilab session for
Melanie's class, They were a few minutes early and had to -
wait fordgonethon's class the leave. I met Melanie in the

N,

doorway.. Indelib1y<she expressed her eagerness to gét
sterted ana‘hOW‘"excitee" everybody was about "computera".
Stray giimpses caught my attention ae two rows of youngsters
vied to see past her. As they followed'uelenie into the 1lab

I noticed their outer wear arranged in separate piles along

. the corridor wall, with their-boots neatly standing in front

of each pile. gshe stopped in the middle of the room and
told them to sit down in a "circle" around her and wait
quietly for her to return She closed the door behind her
as she_fift. In her absence some\of theAchildren looked

v
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around tHhe lab and pointed to tho”Compd‘hxs surrounjing

them, ﬁh;le others éiggled and poked each other, all the
while'retqininé their "circle". 1In g&ogt :1vo minupes
’Melaqie ?agurned holding some xeroxed sheets as well as some
of the referédfice books I had given another 'representative'.
She éame diregtiy to me and said, "I already'spokg.with the '
. Grade 1 teachers and they were so anxious té geéybtarted,HSO
I got them some maqa;ial from the bopk,"‘pointigg to the’
French LOGO Manual. Since they had.glready.estasilshed‘that
tﬂey were in favﬁr of this kind of ongoiné workshop, ;hey
had expressed’tp Melanie their desire '"té have one pefson
sort of - dishing it out. . . one person Qoés.and gets all the °
fnoylédge and passes,iﬁ on, on a day to day basis". vThis”
would enable them to "all start with the same thing" and
progress together. They wefe searchﬁng.:or a
r’ "curricu1um—type of thing. . . some kind of a structure".
Melanie would provide'a structure by being that "one persgg'
to pass it on" and'ensufe that "noF everybody would be doing
different‘things". " ) . N .

She then tﬁrﬁéd to the class and announced that I would
introduce Big Trak to her and that they were to watch since
they woﬁld later be able to play with it as well. Although

this was the first I'd heard of it, I brought the box from
. : . \

 the sideboard and set it on the floor in the middle of the

circle, which immediately gave way as all scught a closer '

look. Just as I removed Big Trak from its box, one boy
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- yelled out that he knew it.and started describing what it
could do. I’ anked him if he would like to help me show Big
Trak to thbiothers. Shyly he nodded, came over and began to

show how the kejs worked. In a matter of seconds Big Trak

was ;eaving a captive audience atound bodies and through
chairs amid outburste ofnlaughter Meanwhile, Melanie asked
ir I had any written instruc®idns on Big Trak and I offered
her the ones which were in the box. - She asked if she could
'keep it for a while ande agreed. She then joined her
‘children. The bell rang, Melanie put Big Trak in. its box,
told the students to line up, led them into the corridor and
told them to get their clothes on and line up.

v The next session Melanie cancelled.  That morning I
received a note from“the'office sayingkthat she wouldn't be
bringing her class down that day, because "Her class is not
ready" Cancellations occurred several times during the
course of the study and for the months of- May and June

" Melanie "quit going” altogether. For her, goals were
fundamental. LOGO, as presented in this study, was not
accompanied by the.kinds'of goals that would have mollified
her questionsi .

: v ‘ - . : _
Where are we going or what are we doing? What's the
end? What's the ultimate? Wwhat is the end product?
‘Where am I going? Why am I teaching this?

For without arniswers to those questions, "It*s_hard to go

anywhere because you don't know what you're doing".
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Initially Melanie found those answers iﬁ the activities
she copied from the French LOGO Manual and from other

resources. - However, when she exhausted these she,

kind of dried up [and] just stopped. I could have
researched this book and that, but at a given time I
didn't know how far I should go and so I just stopped.

) 2
» ~ Melanie looked to goals to provide, "some kind of

0

degrees or continuation between grades". Fulfilling these

"expectations" would clude boredom at the next level

becaﬁseﬂﬂqnce they ' v ) the square, they know how to do

it. Would't it be bx or them?" Furthermore,

I thiAk,with a teacher mentality, and I might be wrong.

If you don't have one of those [curriculum guide], I'm

afraid this will be treated as kind of an extra

cur;igular or not very serious kind of thing.

The next session was the first of severai which .

~€}concentrated on specific activities or goals sﬁggested by

Melanie. As the childréh entered the lab she gathered them
allcaround,her‘and sent pairs to compu;efs.v.She waited - for
_silénqe and %heﬁ told them all in French to pointuto the kéy
D and then all togethéf type it,. then E and so }ogfh until
they had typed the word DESSINE (draw or showturtle). \\‘i
Quickly she scannéd'the monitors to see }f;the turtle had
apgeargd on everyone's screen. Reassured, she continued.
Oon a large, gfeen cardboard which she taped onto the door,
were writteﬁ the commands AV, RE, DR and GA witg
" corresponding arrows indicating the direction the turtle

Ty
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-apexample in CARRE, she read A V 50, explained in. Engllsh that

'would move on‘the’screen. She went through each one in -

L3

succession much the same way she had done with DESSINE.;,d

pointed to the command pronounced it, told them to repeat

it and then type it. As she introduced.the first activity

which wes to draw a square POUR CARRE, she taped the large,
yellow manila tag cardboard on the door. She pointed to _"

each command and together they typed them in one ‘at a time.

, Two -ox three children worked together at one computer and it

was up to them to decide who typed in what _ Melanie,
standing at the. front of the lab, showed the commands in’ an
isolated fashion uncovering them “two at ‘a time using a
window type cutout. As she pointed to each command, she
‘read each letter in French explained it in English the

children repeated it in French and then typed 1t For

the turtle would go 50 steps forward repeated it chorally

with the class, and instructed the children to _type lt 1n. ’

_ zShe checked each group tb make sure that everyone had it

-5

right. When she stopped at’one group Of boys I heard her,ﬂ,jﬁ

say to them in English ’"You said AVANCE.b%ﬁ you didn't tell

\

it how~far" | The boys made the correction. ' She stood gack

-smiled, clapped Her - hands and urged the class to do

iikewise. Their little glowing faces graciously accepted
the applause. "To another group she made a similaga 7
uggestion but this time the girls did not kgﬁa how: to

N r
correct it 'S0 she told them to watch ‘as she typed it in and

R
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- then explained what she had done.p Often, as'she checked

from group to group, the children became restless and would

dgle. Melanie always stopped what she was doing and WOuld
A"Sh-h" the class.a She then returned to her display and

referring to the turtle said “Sheﬁs[rea, -b_learn it

again“ And so. the practice renewed itself.ttThe rest of :

the session continued in this way ‘until everyone had 'Zf?‘J

_ successfully drawn CARRE or a square on their screen.

Although Melanie missed the next session because she

' \
s |

_"was ‘syamped", the routine continued during the forthcoming

[y

one:’ where the actiVity was to draw POUR MAISON (house) usihg
‘a square and a tr§eng1e. This time Melanie vas accompanied f:
B E‘ by two parents who were her "helpers" She brought with her
- the green car aboard from last time, a yellow one with

vvoday's activity and a small hand bell which she immediately

used to get everyone's attention. ~She taped both cards'on :

:?heAdoor. Once she got silence she begah working her way
E through the commands in the .same way as she did for CARRE

: beginning with -the squ%re.

-

*“? Two béys at a computer decided to go ahead oh their °an-

, sxnce they already knew how to program the CARRE part of the -
house from last time. Melanie noticed that those boys were
not watching her and were ahead of everyone else. She

1 walked over to then, smiled ‘and said, "You. guys are too fasto'
for me" ‘She then went back to the front of the roem, asked f

E (",'

for silence in French and addressed the whole class‘]ﬂ?lng,

5 ‘ . . ’ N ' Lo T i e
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o is feminine“tut ‘rff}’f;jiﬁ

i‘whole, she always insisted on*complete silence and

b%.;;attention.

tactivity ‘on the door]. g ',”_ ‘, ;vv, .

"'"Please don't go ahead.because you'll forget how many timeslﬁq

,you do™ it and I'll....."[faded Out as: she turned toward ‘the

i

Melanie felt that it was necessary for every child to

follow her presentation and keep together to ensure that all

pcompleted tasks together., otherwise, y.i“

,The ones whe haven't done it, you can't start doing S
other things because they~don't understand the concepts v
and the directiVes._x; SRR ; N o

‘JMelanie always asked questions and the children *.,}p*

‘provided choral ahswers.. These questions sometimes reviewed

»previously presented material such as,_"Do you remember how

to tell the turtle to turn right?" or, referred to the.‘i

~current mgtivity such as, "How many steps will the turtle

go?" The students responded in unisonzw I, noticed that she

l,.often referred to the turtle as "La Tortue" and "she" Upon.

vquestioning her about it later that sessionagI learned it .

was,_"because in French eVerything has a gender and turtle o

a

;f] Befere Melanie continued instructing the class as a

av
n

wFor the mosﬁ p&ﬁt the English and French -

o &;rf» - ¥, .
l‘zere intermingled. At times,'she would repeat the
et S :

‘same statement in béth languages, first in French and then

. Q9
in English. To put the finishing touches on "Maison"'

,Melanie introduced the MT and CT commands (Showturtle and

;Hideturtle) It took almost the entirég§lssion to.program

NN TR .
Ml : N T
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'MAISON. For the remaining five minutes Melanie told them
| they could do whatever they wanted; Some of the children
tried to repeat MAISON on their own, others punched keys
(randomly while still others giggled and punched each other.

During these few minutes Melanie gatﬁered her visual
“

When she was finished she’
_ sometimes walked'if&uﬂdfthe lab and watched, or chatted with
me or her "helpers" : Today she chose me._ She told_me how
x.if "you sort of do what you’want, there is no continhation".
» At _the start of’the~next session the children came in
first, darted around until they ‘decided which computer they

—_

- wanted and sat down with whomever they wanted Letting tfi

(choo;e theirlown partner "had worked a couple of times s0 B
[she] let them do it" Melanie followed at‘the end chatting
with her two parent “helpers" (different ones this time)
Once inside, the parents veered-off toward the children and
y Melanie toward me. "I want the children to play around for
ahout a month until they feel good about it [the computer] "
. She turned towards the door and as befcre began to pin up
the colored manila tag boards.' She rang her little bell and
waited until.the ch}ldren stopped talking -and were all
facing. her She'Showedithem two.displays' one of the
"ordinateur" (computer) labelled with\"clavier" (keyboard)
and "ecran" (monitor), the other of the procedure CARRES)
four squares in the‘shape of a larger Square‘-,fenetre. As;

she spoke hriefly about the "ordinateur" she pointed to its

-
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_components, "clayier" and "ecran".. Todayls activity was a
ICARRES and she immediatély switched to that. First she
questioned the class about the initial four commands and
‘\their functions displayed: pn.the green cardboard. She then -
‘ began‘the activity‘exactly the same way\as CARRE and MAISON. |
As she was guiding‘thém throughuthe‘initial square tyo:boys 5
went ahead and were ‘already beginning their second square.
Melanie asked them to wait until the rest of the class .,
" caught up which‘they'did The two7parents were moving from
- group to group helping the children keea pace with Melanie
by either repeating what they were to,type or telling them
to look -at the display b;;rd if they ‘were stuck. Melanle s
dictation was beginniﬁgtto intensify. By the end of class
every group had reproduced CARRES on their own monitor. As
}before the last few mﬁnutes Melanie gavﬁxthem tobdb with as
“they pleased. Once again some attempted to repeat todaﬂ?s
activity, others punched keys randomly-whilegstill others
| poked and giggled As the bell rang the parents organized-
~the children while Melanie continued to collect her visual
materials ‘ |
‘The - ‘next three sessions Melanie further demonstrated
' Aa‘her concepts of doing and understanding and ‘how she used-
these asybuilding'blocks'fbr "other things." The activities
were FLEﬁﬁﬁ(flower){ FIDO (doq)1andzéHAT'(cat),.condhcted_in

much the same way as before, except for oneydifference: all

.
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incorporated a subprocedure CARRE. FLEUR, consisted of
rotating squares thirty degrees.

- | 5

DR 30 é
- CARRE
DR 30

CARRE
DR 30 -

~

\

hll the children had to first type in the procedure
" CARRE so that they could use it in FLEUR. By leaving the
procedure incomplete Melanie ‘gave her children the
opportunity to work their way through the'superprocedure
FLEUR on their own.. She’told.them‘to copy CARRE,.and‘went
from group.to éroup to ensure.that they had all copied it.
correctly, every so often rinqing her little bell and
accompanying it w1th a "shh".

* The concern for noise level was expressed- in her
statement, "We need to soundproof that {the lab], to make it
pleasant really, the sound is important." She felt that
 "The room was adequate but not equipped to absorb the sound
- of. children S°enthusiasm (needs more soundproofing)
| Once everyone had finished copying CARRE, she ‘began
fwith<FLEUR.< éhe read through'the prooedure'and then- told
them to "continue this'Way and finish the picture.? When '
one group finished, she asked“everyone to look and they all
clapped.' She then told«them that, "To complete the flower,
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it needs a stem. Figure out how to do that.".lggortly two
boys raised their hand and asked how they could get the
turtle bach down to the bottom of the flower. She suggested

LP (Penup) and. PP (Pendown). Momentarily they yelled oﬁt

that they were finished.

Melanie: [Rang her little bell two times-and when
everyone was quiet] Mac and Sam got it!
[(Looking at the two boys] Can you tell us -y
how you got it? ‘ :

Boys: (Clapping their hands] oh boy{"

Melanie: [The school bell rang] Maybe next. time whenfh
‘ we come you can tell us how you gﬂE it.

She told the children to line up and get ready to go. As
they were leaving the lab Melanie was switching off all the

computers. She waited until they were all lined.up in the

" hall before she led them outside.. The "helpers" walked

alongside the class.
This method of presentation was replicated in the

'following two sessions. The activities CHAT and FIDO became

quite ccmplex as features such.as whiskers, earsvand eyes
‘complicated ‘the design. The cbildren experienced .
considerable difficulties With re-locating the turtle and

' drawing triangles and circles. This resulted in frustration

on their part as ‘well ‘as Melanie's. As the "helpers'"

assistance dwindled due to their tack of knowledge and

~ Two boys went ahead on their own, doing something entirely



Py — 53

different. Melanieqwalked over to them and said inva loud,
o firm voice; "You do it right or you don't do it! ° Do yau

understand?" ‘The two boys nodded. The next session brought
with it a‘fresh approach. //7 -

| The last eession'of.February, Melanie,asserted to "1et_
them free". .Heriglass began arriviné_later tonan'already
'empty lab, so the‘dhlldren entered'gpd began punchino keys
on the computers ae’soon ashthey had remo#ed their outer
clothing. o

the'door.

of'the‘children were re-doing some of~thebpast activitiee,»
'specifically‘the square or CARRE. One‘of.thehboys dsked in.
English, "Can I make a triangle?" Melanie wasbencouragind'
as she responded-in §nglish ‘"Go»ahead and try." I observed
those boys struggle and finally give up and revert to do a
square.' Several of the children typed their own names.

That appeared to be a favorite activity. Others chose
numbers and manipul—ted them with plus and minus signs. All
the while Melanie walked among the children often making —
facial expressions and shakingiher head, disapproving of the
Anoiee.. The prinéipal palked in to giﬁe Melanie a message.
Her disapproval of this noise becane rather ohvioué as she
nplaced her hands over her ears and exclaimed "How can you
stay in here with all that noise’" Aftefgghe left, Melanie .
enthu51astically spoke about an idea she picked up from a |

reoent conference using transparencies. for doing 10GO. The
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bell rang and helanie gathered her children, linedlthenlup

| and left. | |

- In the next session Melanie put into practice her

_ transparency idea. .She entered the lab first before-any of
the children and told me what she intended_tO‘do.v She said
that she had'already'gone'over the transparency in classv‘
‘with them and showed them the order in which to do the maze
imprinted onﬁit.‘ She had "DEBUT" and the numbers 1 to 6

‘ imprinted in bold, black felt pen letters for them to
follow. While she and her "helper" (only one today) were
scotch taping these transparencies onto the monitors, -the
Lchildren triokled in, sat’down and typed away on their own.
A popular activity was typing in all kind of AV numbers and
running to show others. . I noticed that- they restricted
themselves‘to'small numbers such as 1, 5 and 10. The -
vhighest number was 20. As soon as all the transparengies
'were ready Melanie rang her’ little bell and soon everyone

* was watching. She taped ‘her own transparency on anpiece of
manila tag‘and then on the door. Then she briefly described“
what they were to‘do, all the while following the nunbers
~with her finger. She asked if they all understood and when
they answered "Yes" in unison she told them to go ahead As
I watched the children, I noticed that most sat and dld
nothing. Melanie asked them what the problem was and they
said that they didn‘t know how to get the turtle down to the

bottom of the screen_- the place they were instruqted to

(@)
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begin. 1Melanie realized that "I should have -stdrted igsin
‘the middle" and then explained to them the use of LP and PP
as both 'she and her "helper" typed in those commands to
start tne turtle at "debut"f The children were then alloved
to continue.?~They were working their way through‘very
slowly as they typed in numbers such as 1, 5 and 10. About
half way through that session one group had worked its way
through the six number process and yelled out that they had
done it Melanie clapped her hands, everyone cheered and
that group was given lollipops.‘ Suddenly this group was
besieged with questions of "What numbér do I put" and "How
do I get it to go there?" It was becoming apparent that
they:were having enormous difficulties with DA and GA to
turn the turtle in the desired direCtion; and confusing(that
with the AV command. I noticed'that Melanie and her
"helper" were beginning to type in the correct numbers for
them and eventually every child had successfully reached
number six. ‘AS Melanie was leaving the lab she told me that
.she thought they daiad quite well and would prepare more for
‘the'next sggsion-the one narrated at }he opening of this
docusient. '

The next session introduced two additional mazes.
elanie ~suggested that the children work through the first
onte -again and then they could either re-do that one, or try

- the other ones in her folder which she had organized

according to difficulty,' Almost all of the children were
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able to work through the first two mazes. No one was
successful with the third. Most of thdse childran_returned ”
that maze and took one of the first two. At the end of that
session Melanie said that she woiild ﬁave to look for - (
.‘somathing else for them to do. .

As Melanie enteréd the laﬁlfor the next session, she
said, "I thought I'd just let t13ém go today". She turned to
the childfen Qho had by nowvsettled themselves at a
computer; and told them in French and repeated*in English,

’ "bo whatever you want"; 'As I observed the t&ehty one
children, I no;iced'tgat they spent a lot of.time running
back and forth looking at wyat others were’doing énd asking
what or how té.do somethiﬁg. It seemed as if they did nét
‘know what to do. When one girl asked Melanie wha; to do,
she replied, "Whateyer you want." A perblexedllook dawned
the child's face and finally she‘saw that someone else was
typing AV'zqod and did the same. This idea caught on
quickly. The.children\laughed as they diligently tried to
“fill.up-the screén". Meanvhile, three children still “
hadn't figured out that it was necessary to turn the turtle
to get that effect. OAs‘we watched those thfee children, she
whispered, "y wonder if_SQQ'll figu:e it out?" No sooner
;aid than'done. W}d&-eyed,'nelanie exclaimed, "Oh look!
She's got it!" The bell rahg’and the children got ready to

leavae.
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After that, coming to the lab was sporadic. with

Parent Conferences and the other spring festivities at the.

&y

school, time was becoming a factor.| On April 2nd I
ry” asking me to “brinq a lot -

received a memo from the sectreta
of Grade'lymaterial because she's [Melanigl\runhing out." I
Teft a message for Melanie to call me when she had time. |

She was prompt and we arranged to meet atfter school that -

 same day. She mentioned that she had run out.of ideas and

that the other Gra teachers were becoming frustrated e
with LOGO and she wented me to give her,sdme-projects te do
with the kid&,-“more éameS‘and language activities. "I know
these arevavailaule but I didn't have the time to look them
up." I raferred her to some’ of the resources I had brought':)‘
and she indicated that she did not have the time to go over
all those. So I asked her what she would like to do with
her class. She said that something with numbers or letters.
When I suggested their initials she quickly retorted that it
would be too difficult for them. She askednif they could
‘add on it and decided that it‘would be the nhext activity.

. The uext two sessiens were spent using the AV, Ré, DR
and GA commands. Melanie told me that she had introduct/q\
them in class and that they were to practice using them on
the computer. The children showed that AV was the easiest
command for them to'use. During these sessions the noife -

made it difficult at times for us to speak Melanie told me

about herself: her five children, financial interests, her

~e
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husband being back in school and their experﬁ%nces of having ,
"freaked out" when things were going well. : . L

By mid April Melanie had accumulated a ‘file of
activities and\when ahe was apsent, her éubstitute came to(c

' the session wiip Mazes which she had pulled out from the

tile. ' ' ‘ ‘ \ s r .
‘The beginning of the next session, April 12th, Melanie
rushed into the lab and asked if her "sub" had left the filew
because she couldn't-rind it anywhere. As the noise level
escalated, Melanie frantically turned»toqme and asked, "What
do you suggest?" I detected a kind of deSperation in her
voice. "Why don't you ask them to make the,first letter of’

their name?" Without hesitation Melanie said, "la premiere

lettre de ton nom." They immediately began.' They ﬁbrked -

pretty much on their own as Melanie kept me occupie byj

This session th&?ﬁ

showing the whole class.
’ .o s

earlier than usual.
on Friday April 19th, I called the st

w&
secretary, whom I had come to know quite wéiivb? neﬁ, informﬁ

morning to advise them of my being late.

the teachers that I would arrive about 11{ {zgmen f=;-%
4 : = S

: '

arrived I returned a book which I had borﬁ 'iﬂ%rom Candace,~f

a Grade 4 teacher. On the way back to mﬁ*

&

: I~ranv1ntc

!
t‘g{‘fr'
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Dorothy: one ’of the school adminiatratora, who offered me a
handful of plastic diskette holders which fit a three-rinqed :
binder "We had ordered these folders for disks for the
teachers and these are some extras. I'm sure you could use-

T o-

them." Actually it was just what I needed at that time and.

" I gratefully accepted .them and continued towards my office.

Shortly I heafd the following over the P.A system: "Mrs.
Josephine Hofman, please go to the computer lab." My
reaction was prompt. When I opened the door to the lab I’
was, met oy a o}ight-eyed Melanie with a big smile on her
face. Waving her hand ehe motipned for me to come towhrd
her. I remember being somewhat surprised with her actions
as I had never experienced her that way beforeb I quickly
followed her beckoning to a computer where  two boys were

EL

sitting "I wanted you to sg% this!" she said pointing tB
¢

‘their screen.

-

Q

) ’
{

- She continued in a tone of amazementﬂ‘“They made this all by

themselves' Isn't it good’" I shared her enthusiasm Just

n—

, then one of the two boys looked up at us, smiled and said

"We're going to take the turtle away." Melanie, still

)

. ,/
& - ,



o smi‘ing and staring at.xhe screen said,,"I just told them to
draw a house and a car beside it." T asked her if she had

done any(pf this in class prior to lab and she answered
L e

! "No. At first T did LOGO in class, but not. now.ﬂ This was
the 1ast session I had with Melanie and hJ;rclassJ on the

final day, April 23rd, I received a message from the J

»

B secretary saying that the Grade ones would not be coming to

. o

lab today.

s v - . . i . N
. ) "

l Daphne, the Grade 2 'representatlve' came to L'Academie

irste. Marie from the prov1nce of nuebec.v She had little
! -

’ familiarity with computers and’ none at all Wlth LOGO: "In

s compgters my background isn't developed.or anything :f

haven't taken computer courSes, so it's introduction to me .
as well &nd I never heard of LOGO before." Notwithstanding

. this lack of computer knowledge, she was eager to partake 15\//

this study. | e S r

s v ’ . .'Q e
AR The$e\s so many computers around. Everything is so s
4, . computer bound these: days that it's computer literacy.

. you kngw. . It's introducing them.to computers. It's

. _'-’}5 something thej're going to-need later on in life .0
4% whethegr they like it or not. . You know, computers are ‘j¥¥
o . here Tto stay., . R SRS . Lo
SRR ;y. S ; D

4 ' Daghn described her class as:




A very, very excitable class, very.
strung a lot of them. You have
’ They love doing things togéther, .
'~ When they're finished up, they ~activity to do.
They always want to know if they" ‘do it with v
somebody like a friend. : : Ry

[P
' [ . -3

'Daphne felt that it was important for children in Grade

ative, very high '
‘on them & lot. - -
ng together. -

2 to work together, to share, and nourished this love for

doing things.together by making it‘part of her teaching ‘
| strategy. | o S -
I have some that alone, they couldn't do anything at
all. Some have learning problems and are not as bright
as others. Some can work by themselves, but some
can't. Those who could work by themselves is okay, bqt
even then, T think they’ enjo. being with someone else.
They share things and at this \ge it's important. I
~don't know about Grade 7. -I ddn't know how they react '
‘to it, but in‘'Grade 2, I think hat's important 7
: especially when it comes to the/better onés helping the
4 wweaker ones. We do a- lot of t at s o S -//W po

Pk

T According to the schedule, Daphne's class was first in

the lab. Tuesday and Friday mornings.: On January 25th as T
made ny way down the hall to the lab, I brushed past the <i).

flowing queues of children. When I reached the opened lab

&>
-, door, I saw Daphne frantically booting up the computers

s

N She hadn't realized that "booting up" took ‘80 long and asr'
p
fshe moved to the next computer muttered that the school

tshould geu more LOGO disks After she finished she hurriedf
'lout of the lab saying that she'd be back in abOut five -

“T minutes after she read her class some notices.

#

It was . not long before I heard footsteps and Daphne s'

- "A'

hushed “Sh-h" in;the~corridor. Aftér ﬂaphne poked'her head

.
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o show

inside and wished me a "Good morning““’she led her string of

; Grade twos quietly into the lab. They immediately

‘.surrounded her and asked about a partner and which computer )
. they could have. With her hand she separated the children

' into twos and pointed to their computer This was the one

;3and only time she did. Every other time the children were

. allowed to pick their own computers except the one with the :

B

color monitor at which Daphne "rotated them to give them all

chance on it.n ‘ PR | -

N ¥

During the first session, the students were all trying ‘

\to‘make a square. I asked one group why and found out.
s"because'our teacher told us to." Daphne” believed that it
B was . necessary to. have "goals" for her children. In this
"”; case it was making -a square. She also felt that it was up
fﬁto‘her to show thgm how_to do it for, "they probably |
| ‘_wouldn't, I don't know if they would have figured it out no

»-p L4

As her children t ed Daphne, hand <c1aspedfbehind her
YP é%»

‘ ‘mback warkedﬂpnccessively from group to group,L looked at
.Lé;what they were doing, asked questions and typed in commands
As communication between the class members 1ncseased soidid j
bthe(noise level. There was freedom of movement and the .‘

' »majority of the students were v151ting their classmates in

~

all-;arts of' the lab, looking at yhatvthey were doing, or

ng what thev themselves had"done. During the first

e B

S '1session, there was no attempt made on Daphne's part to.

restrain the children's excitement.or_subdue the noise until

LAY
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the libranian came in and told the children to‘keep quiet
-because they were disturbing those working in the library

'across the hall. From that time pnward Daphne's awareness

of noise as a problem, engendered c0nstant appeals for -

silence.‘"Sh h" "Trop tort"' "Mes amis, c! est trop fort"

: flicking the. 1ight switch on and off and closing the lab
{ .
door at the start of every session. '

For Daphne being noisy was a very real part of being a
\

‘Grade 2 kid, except for screaming - that was not tolerated
‘"If they started screaming, no, but just talking amongst

,themselves, that's okay ";. In fact, she found it:

'Difficult-and unrealistic to expect them not to make .
noise in Grade 2. ‘I've walked past.Lana's class, she's
in Grade 6, and was almost .total silence, but in Grade

-3 you can't. expect that. They're excited and when they,
,get excited about something their energy level rises
it's normal. o : : :

' -‘This‘kind'of excitement was7a*uay”of learning:'

v

' It's neat bécause sometimes they discover something and-.
they get so excited about it, they grab somebody .

. [laughs. and uses hand gestures] and bring them oven.~
: It's a normal reaction. They ‘re kids. It doesn't
PR bother me. R
. 7
‘However,:itfwas now becoming,afbbthersome issue:

C R ’w&h ,;~ g SR W ‘“\

’It's normal, ‘but th; SQIt of bothers me now because of
Len's. class. [next dddr]. I know we're’ ‘disturbing- them
and sometimes the library as:well. I can keep it at a
‘reasonably low level but (pause) another reason is,,‘j-. -
it's easier to teach them hings too, cause they're at ;'1
~you a; 1lot, you know, they wapnt to ‘know what's wrong
this isn't working or wha&g r, you'd like to spend
more time with them. - Ly

,.\&“‘(-‘

I TR
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three computere»had ﬁne'fonctionne'pas" signs on th

o

lﬁ the fire§§§ession saw the beginning of the ‘second. When one

'ﬁgtoup £in

' always called”on me to eXplain that problem whenever another_,f

o /

U
N
i

64

By the end of lab time, she had not reached all of the

students. By the next class, ‘she had changed her strategy ‘

~ and instead, "helped individual groups as they called on her.

. When Daphne's class arrived for their seco d‘sessio ’

told the children that they would have to "triple up" and
began grouping some of the children into threes Those‘that

objected, she did not triple up. The activities which ended

ly succeeded in making a square, .they started

typing in some large numbers- _AV 1000, AV 5000, and so on.

It vas not long betore other groups were trying ‘the same.
¢he enthusiam was overwhelming when someone discovered that

it you turned the turtle, you could create some fascinating

&creen fills. When I asked sonme of the children what they »f

were trying to do, they told me they were trying to, "filh%

in the s ”een What . eventually happened in one group was'

the disappearance of the turtle from the screen. This
raised concern and speculation among the students as well as

Daphne herself who called on me to explain to that

u

particular group of children "where the turtle was' when he

awas not on the screen." This first time, she stayed and
g
listened to my explanation however, in subsequent ones she

"”9

group encountered it.
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After about ten minutes into the session, the teacher
, from the next classroom [Len] came into the lab and spoke to
the students in French. Immediately silence.permeated the
lab. When he left I -asked Daphne what he had said. She
replied that he asked thenm to talk quietly;because‘hislkids
were doing a test. Once again, Daphne was reminded of the
noise factor and resorted to her appeals for silence.

Seldom did Daphne address her Class as a whole, but
‘whenever she did it was in French and almost always began
with,"Mes amis".. Her voice was much like a whisper. At the
end of lah-time most of her children;could be seen gathered
around her, 'smiling, chatting and leaving toggther. LT
R always received a "Thanks Josephine" from Daphne, and
 sometimes from the children as well. . At times, some of theﬂ
students lagged behind at the computers, but Daphme left
them and went out’ into the corridor with the rest of ther~—

class, lined them up and returned to her classroom. At the
end of this session,bshe told them all to type DESSINE so
that the turtle was be at centre screen ready for the next
class . _ _ ‘ _

In the third session Daphne once again.paired'off the
'chiidren and they immédiately began. 1 found the entire
. class,trying‘to £ill in the screen. baghne approached“!'§§‘
_ and said, "wWe always talk abéut this/When‘we get back to |

class and they tell what they did." Today there,was’

'something different about , of the lab,



'.colors. aving shown them tha%t she stepped back and t"
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“Someone‘ ”pﬁt up‘on one wall huge yellow‘charts with
procedur them to make 'a house using a square and a
’triangle. AAfter about ten minutes Daphne spoke to her class
in French and pqinted to the charts. When I noticedqthat
she was free, I asked her about those c¢harts.. She.said‘that
she did not hang.them and did not know who did but, "some of -
them [pointing to her class], are»following'the’charts andl
trying to make a triangle. They have no'difficulty making'a :'
square, but with a triangle they reach a level of

%,

'frustration and just play around" [pointing to. the children

;filling in the- screen] |
Since Daphne virtually never instructed the class as a

whole in the lab her time was spent mostly helping '

individual students with their particular difficulties.  ,

. This often necessitated introducing them to new commands.-

*

In ‘this way her séudents became familiar with much of the

LOGO language although she did introduie some commands and

B procedures-in the classroom to them as a whole. Often

E

- times, she came to me and we chatted. This particular'day,

'she'wandered'over and said "They love coming here Every'

_g,morning they ask if they are coming herelﬁ- She asked\me the

command gpr getting color on the colot monitor.» I said, "cp

followed by h number.?r She walged toward the color~monitor

and began typing in thyfgommand. As I watched I saw tha

'she was typing in sequential numbers to get different

«;h-,

CRP
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two girls made triangles side hy side in two.different
colors. They looked at Daphne, ‘she smiled and moved on.
| Daphne appeared to be relaxed and enjoying herself. Today

‘(.l

shﬁ adn't asked for silence at all. And so ended the third
class in much the sane way as the previous two.

After pairing d?f the children the. fourth session began
with Daphne suggesting to the class in French, that perhaps
they could try and make a square. This was somsthing she .

_had wanted them to make since the first lab session, but had
not insisted on it./ Some of the children took her up on her
suggestion, but,eventually‘ended up trying to fill up the
'screen again. During this session, Daphne’showed-the new
'bgroup at);he color monitor the color. commands. She
verbaiized as She'typed them; This particular group drew a
rectangle with a square inside of it.

. As she asked them in French how they might get the
turtle to draw a diagonal in the square, she outlined it
‘with her finger. She watched as they figured it out. They'
giggled and quickly'ranhpast-her to tell their friends on |
the other side of the lab that they found out how -to ﬁake-a
triangle-[ Daphne left to see another group. Later she
'asked me if it was possible to write a story or make up
questions and answers. I said that it was possible and that
I yould have to brush up on the French'commands for text
‘,proceSSing; féince it was Friday, I spent_the entire-

' afternoonfdoinqiprecisely that. I was surprised to discover
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that the French text processing commands were not as easy as
the graphics. By the end of the afternoon I had a workable
"understanding of them and made arrangements with Daphne for

‘.the_following Friday.
In the following classes, as each new group had their
chance at the color monitor, Daphne showed them the color'
- commands. Although some of the children still triedxto make
”a square, most of then still'experimented ‘ith~large AV
numbers as well as the RE, GA and DR commands "in trying to
- £111 up the screen. By February 12th, the fifth lab class,
all of the children had not yet successfully made a square.
From-this session onward Daphne*no‘longer appointed the
partners. The children were now allowedvto'"choose whomever
they wish. . .a8s long as they'r§ compatible." _In other
words: . | . | - )
-They could be both in there just to have fun or to fool
around. So I tend to put-someone who I know will be -
- doing something with the computer with someone that. .
.[her voice faded] or a bright one with a weaker oneﬁ%
I won't put two weak ones together, but two: bright o S g
together is okay.

ﬁ_ #Lt uas during this'class that Daphne made a point of
goingjlo those particular groups who had not yet made a
square. and typed in the procedure for CARRE. ﬁﬁhy explained
to them as she typed what she was doing. ThfﬁﬁWas the first
time I saw Daphne impose her activity on tgem so openly.

Although Daphne made sure that everylgroup had finally
made a square, she still continued to help them in their own
: g

@
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activities. Oone group wanted to make a rectangle, she typed
it‘in. ‘Another group said that they wanted to make a
circle., At that point Daphne approached me and said that
jsome of the children wanted to make a circle, and asked if .
it was in the book, refefring to the accompanying manual. b
said that I thought it probably would be. Sheﬁthanked me
and retunned to that group.. When it was time to leave she
lined the1children up in the lab, waited for them to quiet
down and then led them out in two lines. Two children who
had remainad behind quickly joined the others as the next
class began trickling into the lab.

,February 15¢h, the students entered haphazardly and
most began typing‘POUR.CARRE ofvtried to make a circle using
the REPETE command. Daphne came to me and said that after
the last lab they were very4eicited and talked a lot about
the.procedure’POUR CARRE and‘wanted to draw a circle. Three |
of the students were still filling theé screen. One group
" typed REPETE 360 (av 1j and did not know,why there was no
circle. She pointed to the screen and said DR was m&%sing.
She then.typed in REPETE 360 [AV 1 DR 1]. Another group
wanted to dfaw a triangle. This tine Danhne told them what |
to type and theyfdid it. Daphne approached ne.once again,
but this time to?expreSS wonder about a group.which had
circles afi‘ove;'tneir screen. Today's activities eeemed\tp-
generate more noise than usual. ;At the end of the session

baphne lined her children up to the count of three.

e
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By February 22nd, the noise level had risen

~dramatically. Daphne was calling for silence a lot more

noﬁ. The majority of the children were still typing large

AV numbers, although sbme ﬁere expérimenting with the CARRE

procedure. Daphne asked i: I could suggesi soﬁe projects

for them to do.

Some fun things. It is important for them to have fun

things to do you know. .

It makes them look forward to

coming to school and every morning they ask me if it is
computer day and that sort of thing. So it's positive
in that serise because it's fun and at the same time

they're learning.

I showed her some of the available resource books I had with

L]

did not know how. to program them.

‘me. She quickly scanned them and found some projects, but
I spoke about how |

’procedurés could build on others to créate the final design.

She aékad'if.I would write programs for the two that she

s

projects.

Sheet 1 -

POUR CARRE

REPETE 4 [AV 30 DR 90]
FIN :

CTRL C

POUR BOUGE
-

AV 30

DR 90 °

AV 30

GA 90 | -
PP .

FIN

CTRL C

.selected. I agreed. These resulted in the follbwing

' Sheég 2 /

POUR. ARBRE S

- DR 30
- REPETE 3 [AV 30 DR 120]

FIN
CTRL C

POUR BOUGE
GA 30

LP

AV 10

. PP

FIN |
CTRL C -



POUR ESCALIER , POUR SAPINS

REPETE 4 [CARRE BOUGE] REPETE 6 [ARBRE BOUGE]
FIN FIN

CTRL C : CTRL C

ESCALIER SAPINS

@ 2

“FHQn March 8th, the students entered eageriytand as they
waited tolget their sheet from Daphne, they\fidgeted and
talked Loudlij Upon receiving it, they quickly rushed to a
computer and began typing in its contents. Daphne came over
to me and said,

‘This is good practice for them in following directions.

For exampleé, POUR CARRE, you have to AVANCE the right

number. If they don't follow it explicitly, it won't
ke a square, right? So they have to follow steps

///T?2,3,4. '

,  As I looked at the two sheets I noticed that both &«
;heetg’contained names and CTRL C which differed from the
procedures I had written for -her. Daphne circulated among ,
" the groups and helped wherever needed. She asked the
students what the problem was and then rectified it by
tyéing in the correct set of commands for them, all the
while explainlng what she was doing. This was the first
time I saw Daphne sit down in one of #he stude%t'e chains as -
" she typed in the commands.’ ffom this~time on, it was
something which she did quite oﬂten. After a while she
approached me and said that they had some difficulty typing
these in because they had difficulé§>following directions. |

9 ~
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Thil'wds‘howe,br, a good exercise for them in folldwing

directions.

They're not used to following directions a lot of the
time and even in class you'll tell them to do such a-
thing and it's not done properly and you have to repeat
it very ofteén, but this, they really have to follow
directjons otherwise it doesn't work. If they make
mistakes they have to be very attentive to what they're
doing. I think it's helping to sharpen their
concentration. ‘

I asked hof, "How did you decide what sheet to give

them?" She responded, "I just asked them and they picked.
If they finish one they can get another one from here -
(pointing to the desk)." At 9:20, one group stopped doing
the sheet and did a circle instead. The.éheet was not
turned in. Gradually, théy ended up:filling the screen.
éhortly.after, another group followed suit. Today's class
was unusually quiet, and I ﬁo;iced<that Daphne had asked for
silence only once; at the end of cl;ssvin.prepa:atioh to -
leave. One child remained and left just at the next class
was coming in. ‘ |

On March 12th, Daphne's clasé~had a substitute who
conduéted the class thg éame way‘as Daphne had done. ,The
students took a sheet, howaver, some turned it'over'and
continued to fill the screén.,'TheAndise level ﬁas'low..
All th; children were busily f&pipg or talking with their
lyclasspates.' The atmosbhere ih the lab was the same as if'
| Daphné had been there. The substitute had been talled on

only occ&siongliy for help. At 9:30 she flicked the light



switch on 3§d off onca, told tham in Fronch to typo DESSINE
”I on their "machine", lined them up and led them out.

on March 15th, the children entered as usual . .aomof\-s.v
picked up a worksheet from Daphne, while others just walked
" .

a by. Shortly Daohng_came to me and said, "Some of the
children still want to experiment with‘that", pointing to a

monitor which had AV 300¢ t. ”At“this point seven'groups

were still doing "that" a ive grqups were following the

Shq&t‘«»* She continued say that she didn't mind them

doing that but it was "i -.esting" that they wanted to do

‘it ﬁpr so Tcnq Two girls called Daphne over and told her

2

".that they had made a "mistake" when they ‘were typing in

B SA?IﬁS and made instead what they called a. "flower". She
’iimmedlately came over to mé: and told me that they were happy
ﬁwith their "mistake" and they wanted to show others the

’Wmisﬁake"’of which they were very proud. As it turned out,

¥
their so-called "mistake" became a. highlight of that class.
fff%;&lﬂf On March l9thg the students were more noisy than usual
‘*when they entered the lab.. Some picked up their sheets,
Alid others just walked past. thlq&;hey typed Daphne walked
ﬁf?around the lab. Her assistance was requested very little.&

]
N

'?After about ten minutes she Was called over by a group of

o ;ggirls who had just begun the CARRE sheet. They pointed ton
"the screen and indicated an incorrect entry whichlthey
wanted to erase. Daphne did it for then. One girl typed in?

her name and told me that she wanted to "tdlk to the

-
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- conputer" - Daphne typed in AF [Bonjour Sally] When;thef

*.\

. As the bell rang, Daphne flicked the

' light switch and spoke to them in French »Qome ‘of the N
: children typed in DESSINE, others shut off the computer, one .
left it in edit mode and,others just left the design.‘ s B
hey were lining up they ganded théir papers to Daphne.;(
t;‘“,- April 2nd the children came into tHe lab quietly as;
u: .usual took sheets if ?hey wished and began typing. \The
ffchildren were very noisy today and Daphne was submerging
"ithen»with "Sh=h", Although the children spoke English
amongst'themselyes, Daphne always spoke only 1n French
ﬁtDaphne was called by a girl to help her "draw a circle .

‘ insi_de 1quare" . Daphne typed in the command ex%i‘ned .

' what sh ad done, and left.p As I made my way around the

lab I noticed ‘that two groups had both sheets and three
groups were still typing AV with large numbers.‘ Daphne said =
proudly. B T RS ’?\“v\. -
Before, they had to look on the sheets and now they
“Just know-it by heart so they le ned fast and I think

they learned because it's fun. S o e

)e— .

*a] This session ended much the same as the previous ones.

f’?" Tuesday, April 9th Daphne s class hadn't come to lab

\

by 9 05 so‘} strolled past her classroom and heard voices )

~j;( Singing Bappy Birthday ih French When they finally arrived

G

~ at 9t 15 Daphne apologizedzfnd said that they Were Singing
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R Happy Birthday to ‘one of the students today As the .

S children went about doing their own activities, I saw that L
some were beginning to use the procedures from the sheets tol“

fill up the screen. Daphne mentioned that, )

oo .From. the trees they started makingquuares and stairs.
S . Now they're into making stars and different forms, of
gt ' -things. They make these little- ‘starsg;and ey W o
‘ see if they can ‘make it somewhere else on da"saﬁign‘*ﬁ‘”i,

+

 She shared with me ‘her pride in the fact that "They i:f{‘i b
discovered the formula for the stars themselVes." She falt

ot that it was distovery that gave her children a sense of‘

: . ., E N f-,' . e
, ,i,«Satisfaction. Therb's a- difference between ne telling
i+ ’them to do something and them discovering it on-.their.
" » own. .They're proud of thenselves. ; ‘Even- sometimes 1ike
s,.;[Lesley] .yesterday, she made this’ design, so I.went up -
' because’ [James] wanted to know what the: formula was..
'hThey!xe very’proud begeuse T asking them whae it is.

o y L N . .
- 1piﬁ;f if; t§§ ,:iﬁf.~!.,ll»‘ .~WF
* When.. 9 35.rolled along,&Daphne flicked the light switch and

.7

~ told them to 1line up. LA '
on Friday, Apr;} lzth, I remained in my office.

Daphne, Samantha and I had made an arrangement to meet Eﬁat'
afternoon to discuss ﬁurther,.text processina \\\aphnef’ : i

1nd1cated that she wanted to program some questions to which
" G .

“.  her children could write answers.{ Later that afternoon, as

o o .

e.; I was leaving, I et Sarah° onevof the Grade 3 teachers, in N
S CONS i
the hall ~ she was quite candid in, her feelings abo__¢gj’




to group.' One group was drawing g;ars and asked how they

_ they lined up and ‘she led them out : 7.£»

.fdoesn't "like to learn something or to work at something

GMELT o  a
I8¢ .
s :
R

- in her cpinion a "specialist" should~"run‘the'lab‘" ‘She_
_strongly urged that T write in my study that it was'.‘
“L"unreasonable" to expect teachers to cope-with computers on

}‘htop of 5&1 "this" (pointing to her: class) .

Apnil léth vas the last sesslon I spent with Daphne ‘and

her class. Itvbegan the same as .all the others. The

children were elther following the sheets or creating their

own designs.l No one was doing large AV numbers. Several of

the children had modified the procedures on the sheets and

Ry

were enjoying the outcomes.. "The designs varied from group

s

_'could draw these in different places on the screen. Daphne
\‘asked ‘me and I told her about LP and PP (Penup and Qendown)

: _The door was still closed and Daphne was s ill echoing her

appeals for silence. At 9 35 she: flicked the 1ight switch

Jﬁns_thén' R
5Jonathon}‘theicrade-4 'representativei is a native’of

'"-the provin e of" Quebec.. There he attended elementary school

' —‘sw.. After five years. of high school he "left school for

~

.seven years to work" ’ He then returned to universities 1n
vMogtreal and Quebec for a total of‘three years after which

"he decided to. come to Alberta to teach. He lS a man who -

N

. y : . o . o 3 .
.. . . . B L P

e R A

"for five years during which\53me 29 "skipped grades 2 and o



"lvha_d.a little bit °f ev{—‘..s

.

;o

of this study, he was into his fourth year teaching Grade 4.

at L'Academie Ste‘ Marie. Jonathon was eager to participate

\

in this study because. L S

It allowed me and especially ny- students to do >

3something special a bit 'because they don't function

" very well, the majority of them don't function well in"
- a regylar classyoom eénvironment. - So that's why I

: grabbed the chance tﬁey offered me.;..,

RTINS

He was of the opinioﬂ'that because things were changing -

5 L

- so rapidly, you cqgldn't really teagh children "things"i'_w'

rather,

I think ycﬁ?’. e to: tedCh them how to learn basically

-You can! t
and be- curiqus And if they'don t-know the

£ry to find the answers, be it any preblem.
‘You're always faced with problems all ‘'your 1i

®
answers,

~v1Anyway, so-1 think that's’the main thing that.schooling;

' should teach-how to. solve problems 8o that you can-

solve a. problem in- Math, you can.solve it in French inl'

. English and ;89 on.h_

\'Jonathon was the only 'representativeé in the study whod -

«rience [since hG] took a cqurse

‘before and used LOGO'juSt a 1ittle bit.n At that timekhis -

Eidea" of LOGO was that it "had a turtle and you draw

¥

As the study progressed his - "idea“ changed't

‘,‘P

Well T think it's just like anything else,,the more

Coe L you know about it, ‘the more your- idea changes -ahout

. something. ‘Now it! 's not a game anymore.. It's still
fun but I don't see it as a game as before.~

-u.h themathings or.. programs, but I'm trying_

xunless [he is] sure [he is] going to need it" At the timeﬁf'f

o

That's all basically It was more of a game type of thingﬂ.’;h
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| By the end of the study, Jonathon's "idea" of LOGQ had .

,become- "It's main creative function is thinking. The more

X work with it the better it is." Y
on Friday January 25th, as I hurried along the L-shaped

' corridor to my office, the tread of my boots became o

'.about its erigin and found its intensity culminated at the
wr o} Jonathon's classrpom. As'I poked my head inside, T

,,:

' increasingly obscured by the pervading serenity of classical

w

music.. {kglanced at my watch. It Q_;g. I was curious

found him sixtinqggt a student"'s desks writing. We

j :exchanged smiles: as Ij&ttered "Good morning." Immediaﬁlx

v

. ha stood up, came over tfme and beggg. e?tplaining why he

R

wouldn't be coming@o lab until ngxt E.;.-lday., S
53 h ' . “7 \-
? & o
I have to kind of prepare them. Like I don}t wangito
. do any talking in the. computer room so I have to do
. some teaching in class - it's not really tedching but
"\\\. just explain the problem - what the next problem wilk
N bee : X

. -8
N

~I remembervfeeling somewhat uneasy at what seemed to me

an uncalled- or justification. As I scanned the room I _
2 * . "“ :

noticed tﬁe r cord player resting on the. window sill and
mentioned that I had- been drawn by the music., I fol)owed

~him to the window, s he\showed ne that particular record

"-He referred tdits r laxing quality and how he "enjoyed" it

as a working backgroun ‘in school and at home;\ After a

brief exchange aﬁ&ut musi ‘I 1eft. S o e _&" “;




\ - . o - | 5
oY o . : ot ‘ <79
The following Friday, February lst, Jonathon's clas!&ﬁ
came to lab for the first time. By now he had had “a chancﬁhﬁ
to go over. things" According to Jonathon that was 5 .‘A7%&:%
s‘necessary because he ﬁid not want his class to go to Iab ™

without a»IOng term~preparation in advance: a preparation ;:\\ )

enough to do. He availed himself Qf o;;"zw.;’iﬁ': which he

found "véﬁy usefﬁl"' Often he prepar:fu w’”fﬂ sges at home -

“Qgi" .

* % since ,‘a’da*was the' only Spde time he; ha~ Whose resources

_gave him : “

< Ideas to know vh “‘do and how to do it [especially
- Babbie's book] Rk ellent becausg .they teach you as a

dde - teacher what to do; what your goal Or objectives are
’ Y i"'- and then some . problems that you have to do. '

His plan waE to "Give them instructions to follow but  not -
.

tell them what will happen".‘v It“ his. in.te«nti_on‘. for.them ‘
" to work indigggually. : ; fq ;g; "M S o o

I: Would you say tigt they'r orkihg on an
individual basiag ' jbﬁk”” 3 ‘

v

'Jon: Yes, oh yés

et ‘T:  what would they put in their folders before
SN : ~ going to lab?’ :

- Jon: Something like, uﬁing REPEAT make a square and
T then more than one square, And then we. :
Ca W, on new commands like, what'’s missing
‘ C }1* u want to draw twe triangles? I

e It _:_quld theyofill those in?

Jon: Yeah, tHay would do- that in class number 1,2,3.
T & didn't say if their answers were. good .or bad =
}(j. : or wrong. When they went ‘to- the computer. lab

- ' they checked their answers ' .



-

"I': Do you‘put your’instructions on the boﬁrd? o Ca

n.an' Yeah and they copy them down. I prefer them
to copy. because thay learn to be accurate. SN ’
. when they'll give the commaiids-on the computer. o -
8o when they copy it, they have to copy it oncg '
in their workbook and then when they type-" it
n the computer I think they remember it more v
when they have t' copy it.- o ;.’ ‘

o1

Lli Are all of the cﬂlldren doing the same set
; - of problems? o

.Joh'“Yes, except’the®ones that go. ahead I have -
L ' tried to chalkenge them with bit more difficult .
v problems. e & oy .

‘ méﬁg That Friday I was in the lab u _ware that Jonathon's

class was outside the door until he s@epped into the lab,

1ooked at me, opened a folder and began calling names ing
2 @

pairs. Jonathon determined the 'pairs' I R
” sl’
't get

. What I usually do, I put tdo that usually _
'~ 4 along so they learn to get to know each other. What
) I'm trying to do right now.is to at least change the
- groups almost every week or “every two weeks. There's
another thing that I keep in mind when I make the
_groups. Some already have computers at home a& they' re
" really ahead so I don't want to put someone rgally
ahead with someone that is bshind. What habymfs is the
one that is good, not the one that is good, bW ‘the -
other one, doesn't do anything or lets: the other kid do
all the work. So then, that's.why too I'don't like to
. have them in groups. ; have to, so-what I do I try to
get tite ones behind, té ppt them together so they don't
* have the answer right away from th!bother .one. in the
group. .

L
. w -

'l-As the 'pairs' entered he pointed them to a Computer ﬂfi
These were- alloqated sequentially. When two girls strayed;' e
he re-routed them. ﬂach child carried,an identical duo-tang
folder. They sat and waited quietly until %ieryone had heen

' assigned to a computer. I sensed being observed as my

V3 tae . . . . :
- - . . . . IS . R ]
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pencil scratched notes. Once everyone waa . inside, Jonathon
‘closed the door and .began. His instruc!@bhe were explicit-.
in Frenéh he told then all to type "DESSINE" “In a few

.seconds he asked if they were finished. When they responded

i
"¥es"~ he continued' "§5 100, RE 100". After several of &

| these comdhnds the students were instructed to open, their
ﬁw ﬁ@cgdegesand follow the commands they had written inside.

2
Jonathon, with his. hands clasped‘bepinthis back, circulated

. from group to group occasionally referringhtqwthe ﬁolg%r
clasped in his hands. As T tried unobtrusively "to make my

‘way around the lab, I not!ﬁed that in each '‘pair’ one pérson-

© read while tha?other typed. The results on the screen were

, then rf ~ded by the 'reader'. Identical commands were

written In each folder, AV, RE, GA and DR with numbers

beside them. The children raised their ands to get

. Jonathon's attention, otherwise they seemed absorbed in
B their assignment. ‘ ‘_ i "
'?i, Jonathon asked me to tell him when, "the time was ‘half
’i way through - fifteen to eleven", so hat they could switch
at half time. I informed him that there were only five
2 minutes left before half time., When the time came, the
| ”students were instructed to\change'places with theirA
partners and the process'beganfanew; I noticed that some
had finished the assignment, while others had not., A kind
*_of procedure developed as the 'reeder' ‘dictated to the

'typist'. Other than that any interaction ‘dealt with}typing;
) v u oeEe RO Y

e
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errors; As the ‘reader' followed intently the contents of

the page, and the 'typist' the keyboard, both became

1-engrossed in the exercise. If an error was made by the

'typfst"jit was, quickly pdinted out usually by thepyi

andﬁnen ..co)}i‘ected. ' T
Whenﬁsgme éompleted thenassignment, they began to type

‘ all ki ﬁgf things. their names, AV and RE with large

2

‘nnmbers, cf”ﬂ‘phqzardly hit keys. Voices and laughter

s the students began to leave their chairs and

,“'lassmates. It wag nearing the end of class as

»uJonatho gput off the lights. They remained off until such‘

time igjqpl the students stood up at their computers They

ﬁhen eased into the cgrridor to the echo of "Vite, |
" Once outside, Jonathon waited until they lined

‘ dl d .in twos and when they were quiet led them away.

%“ ) ‘
Erternoon as I was 1eaving the building, I

"r.:‘.i ) . . . 8 2 A

happeneaﬂto pasSHJonathon's room. He vas, 'in the process of |

1eaVing and waQ packin\\the book’ Learning With App;g_;gﬂg

5_1 asked him What he thought about today % lab. He said that

.he*had "underestimated their speed and they worked through

-

the material quicker than [he] had estimated they would "

He continued to say that he wanted them to le&r what the

;‘Av,bRE,QDR ‘and Gn:commands,did and had originally planned to

' diécussnin;class what had'happened?in'the°labffor "when -

D,

there is two or three'problemﬁthat are solved, then I talk ,'

‘about them in class to see how they solved them." Today.'V

a
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fhowever, other things he had. planned’tircumvented7this
discussion.‘ As I glanced about the classroom, ny attention
was riyeted on the orange duo-tang folders as they lay on
the right hand sideeqf each desk. They clearly delineated
distinct rows. He mentioned how he liked Dan Watt's book
and hoped to get aome ideas for upcoming labs. On that note
we par%ed.

At the beginning of the second session, Jonathon stood

-outside the lab, called pairs of names once again and sent :

them in. 'Once iqfide, they went to’successive computers,

) opened their folders and began to type. Jonathon entered
'ﬁ’last and closed the dpor behind him. As I walked about I
noticed that this time only the four commands, AV, RE, DR
and GA were written in their folders, not the numbers I
_also heard the 'reader; call out the commandeV in English
as two separate letters. As the students tried various

_ e ﬁ \ _ . _ .
numbers, some as high as AV 5000, they seemed to strive to

. . .

£ill1 up the screen with lines. Onl;wsome of the students

were, recording their results, Halfway through the session,,v‘v

{

Jonathon asked them to change places. Shortly after, I

asked one group of girls what .they were doing, "We're -
supposed to find out: what AV, RE, DR and GA mean." I
observed Jonathon as he moved from group to group asking
vquestions, inquiring about the meanings of’ those-commands.,
In@tases.where the students did not know, he questionned

them until they were able to tell him.- Jonathon never

g

\

¥
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touohod»the keyboard, only the studente typed. Often they
pointed to the screen and looked et him when he asked
questions. When it was time to leave, he flicked the light .
on and off and a:ked thewgtudents to follow him into the

corridor. There he waited for them to line up again and ‘

- .

left.

- The following session started the same as usual.
; /
Wmonathon ontered Oast and closed the door behind him. _Once

the students were working diligently following directionSo
- from the folder, Jonathon ap roached me and said that, "They

are supposed to try and get he tut‘le in Fners." - He
continued to say that 'his idea was to -"hel disooverm
engles", and that thdy wouldfﬁiscuss the different ways | %

later in class: .I asked if angles had been discussedmggiopwgwyp

' to coming to the lab. He replied, "No." Accqrding to

)

Jonathon his approach to teaching was ‘one of‘"disoovery" or

"problem solving". To that end he used toolk: computefs,,
LOGO.andJiﬁrriculum - all tools, not to be used "blindly but -
{ :

'just as delines."

‘

I f£find LOGO very useful in class because I think it's a
good tool, just like the computer is a good tool but =
LOGO, it allows you to‘work really well in school with '
the kids, ZLike in LOGO you can use computers in' a; way
- that you can teach the kids-how to think, how to solve
. problems. . . . the curriculum,to me is just another
tool, Jjust like the computer.. S /
. ' ] N ) ' ‘
S0 how did Jonathon use that tool?
' ' s

; T
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I found out that using LOGO, my approach is always
problem solving. They always have a problem to solve
before they go into the computer room. They use the -
computer to solve the problem. So to me . it's not just . ?ﬁ
~what -I teach -that's important, it's how I teach. I -
don't feel like I'm teaching them LOGO, I'm just using

. LOGO to teach them how to think. - [Although the answer
to every problem is the same] there's different ways to.
do it. What I like about 1LOGO is there's always
different possibilities.

o

, At 10:45 he clapped his hands twice and told them to change R
Places. The students now at the‘keyboard were tolj»to type
DESSlNE:in order to get the turtle in the middle and start

. all over again. The students' focus was almost entirely on”
the screen., The numbers;and corresponding designs’generated
solely from the 'typisti.i‘Asfunique designs'hegan to anpear
on the screens,‘they were met with sighs and giggles Some
'readers' began offering suggestions but wvere rebuked by the"
'typist' and told to wait their turn. One of the students
raised his hand for help and this time: Jonathon pulled up a

. chait and sat down behind him. The ising intonation in

\\/)Gonathon's voice indicated his questioning.enguiry._ Both ’
- tooP turns pointing to the screen and folder. They spoke in
French. Once‘Jonathon was finished With this student he.

/
went over to ] girl a began asking her questions
¢ Although she had no raised her hand he engaged in a similar

process with her It was becoming evident that, when
Jonathon worked with his students " he did 80 solely 3&

individual seated dt,the kgyboafd the 'typist!® not thi;

'pair'. This was Jonathon's way of maintaining



individuality in a aituation which ‘did not .allow for it

"100% because they have to share a computer." He very much

preferred to work on an individual basis:

I don't like the sharing. .I find it hard to see and &
evaluate. I like to have one computer, one child
because then I could make sure that each individual
. understands or finds a way to sol#e the problem. o
) VSometimes they're stuck and they don't know what to do ’
'and they're just frustrated and can't\think. They re
* Just mad. I can help- them.

He left to look at the clock in the corridor and when it was l
time tq‘}eave, he flicked the light switch once and called
to them,fn French to follow him out. |
The fourth session began in much the same way as before
however, this sessiou generated tHe kind of behav1our which
'w:‘héoame charagteristic of ‘future ofies. Once everyone wg;v ©

seated and working, I heard two 'pairs' talking? "

A

-

What's the answer?

We're not telling [loudly and~with faeial
gestures].

-
‘e

We know it,already [snéering].

. ' ~ ' \ & o
There appeari?,to be a kind of secrecy s¥rgound1ng each

O

'pair'- an unwillingness to share or help The atmosphére

"°%t?vas ane, of competitdén fqrﬂq correct ansyer. e :_ -

f

OPRE

,S‘ ’ . ™ - »
Jonathon continqp& to make his- rounds, still?never

tquching the keyboaﬂﬁ, rather insisting that they do it

“themsélves._

 As usual When 10: 45 rolled around, the‘%tu ents

vere told to change places.’ When he was free, Jonatho came

-

h 4
—
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.to me &nd saidféhat after last class they had di-cuuned the
commandswnecessary to. move the turrleyt; the corners of the
screen. He continued to say that he had picked five
commands from those and told the other students to "use °
these and fixwthemnto find ‘the number of steps the turtle
| needs ro'go the le gthvand widﬁh of the screen." Since the

.class had already heen in the lab for more than half time,

he had the opportunit rving what they had

A

‘accomplished. He seemeéd happy and proud when he said, "Most
of the students have discovered 90 degrees and I never told
"them." Almost immediately Jonathon's attention was drawn to

a dispute on the.other side of the lab:

Groupil:' You're not supposed to do that [loudly],
Group 2: We did it! [{clapped their hands].

b 3

Group 1l: I don't care if you didq it.

(

At that poinf Jonathon arrived-and spoke with the students
involved. Although'I could not hear or understand what he
was saying, I did notiqﬁ}his voice escalating as if ha were

-

asking a question. Soon everything was back to normlnf_ .
Meanwhile, in another part of the 1ab, a group of two boys
. had discovered how td draw’ a circle.. Their excitement wasf’

di.iquige loud and soon'three other boys surrounded them\ﬁut as

T

Jonathon approadhed they qulckly returned to their own

\_/

computers. Pointing to their closed folders, Jonathon asked

questions and left. They immﬁdiately opened their folders

Ty , . A

N Yo . ) . ‘.
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~a and looked at those of their neighbours. I noticed"thath
their page was blank. B ' | |

, | U , . ‘

-/(/‘ Group l: Hey!. You're not supposed to copy’ [loudly].

L Group.é: -fou donitghave‘to berso'loud twhispering]}

- ) AR

4 Hearing this disturbance, JonathoR made his way back to
them where he pointed to\their blank pages, closed tteir
| folders, and told them to "attendez" After he left

1.

two boys looked at each other, shrugged their‘shoulders and

e

the -

‘vsat quietly facing the computer. Eleven O'clock arrived and
the students WEre all gathered at the door to the wor&t :

"Vitement vitement "

w

l

It was much later, at ap interview with Jonathon that I

brought up this question

A I:  There was an occasion when you closed the
folders of two boys in the lab. -
| S , : T
Jon: Yeah. e -
I: = Why was that? - AU b

Jon;t'Because the kid was fooling around. T want
SR . them to know" exactly what to do, so when these
- = occurrences happened,; the students, they have
L the instructions in his book, he didn't =1o) he,
didn't know what to do.. ¢ : ¢

‘The subsequent sessiongiz:nctioned in much'the same ‘
way.. By February 22nd, the Hents' folders‘contained

bseveral sets of consecutive building type of activities Inﬁ

this way the students progressed at different rates and

v

']
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therefore were not all at the same place at any one time. _
| When they‘came to lab, they continued the previous day's‘_-
| ‘activities. - Jonathon continned to help the same. way as

before, .asked questions but never touched the keyboard and

-

the. students continued to work in 'pairs'

C By March»sth, the children were beginning to ask for

A

\
'Jonat on's help more and morevfrequently. Their v

» L

competitiveness to get as many problems' done as.possiblg

coupled with their restlessness was becoming apparent. ‘As
/

they sat/with their arms raised they would chat, sometimes
argue in English about - where they were in' their folders.
Some of them experimented with different keys and discovered

~~CTRL S and CTRL T. After Jonathon had finally attended to

v
all he came to me and said that he felk- they were now readyu
.'\'” /

, for an- introductionfto procedures.

\

7

on March l;th I had occasion to chat with Jonathon in’

) N
, the staff room at recess, just before his iab time. It was

-

_Eamicable.. We sh;med our enthusiasm for skiing. - It was here

‘that I discovered(his Montreal roots. His father, a

o % ,
. Mathematics Professor at thd\University of Montreal had the

. good fortune to do a lot of research and travel/extensivelyx\\

/
to conferegces. He mentioned how some two years ago people

from. B?Igium had’ come to Edmonton to study our

'transportation system as it was deemed to be the best 1n

r
’

Canada, something he couldn't understand since he personally

ty

)felt that the one in Monyreal was better. Our conversation

(
’ .
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" ended abruptly as he attended to one of his students who had

arequested to see him at the door. .
In ‘the" lab, the students were folLowing the routine.qi
Once they entered the lab they immediately began.to work.

.'Everything appeared so. neat and orderly. ﬁs I made my

- rounds, I noticed .that some students were experimenting with,
the S ARE building stairs or window-type designs. others -

were exp imenting with the commands, AV, DR, GA, MT and CT.
At the end of lab, Jonathon went into the corridor and
waited for\thg\students to come. TOday,‘however, four

CT

students stayed behind.’ Jonathon left without them. when

¢ B R §

they were finished, they left. | A R
'A——As I passed Jonath 's room at 8:45 on the morning'of:
March 22nd, I stopped to ask, "How do you feel about the way
things are going?". I sensed concern in hispvoice as he
.spoke about trying to find a way to’ "deal with" a few %f his
kids, those "pushing ahgad and I don't want to hold them
back?% Apparently some of them had started going to the
- library and were taking;out books on.LQGO. Thpse who:had

. g ! L L. -
“computers at home and were getting ahead of’their classmates

he'd, "have to put them together to work at something else." .nf

I asked if there was anything”I could do. He responded, -

~

'"Can I borrow that red book for a few days?" He wae

referring to Babbie' s book Apple LOGO for Teachers. It was‘s

~in my brief case, so I was able to hand it to him right then
" and there.} I informed him that r had found the printer'

=~ ' ‘
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command. He said that he wasn't intending to use the ¢ : ,}\

printer now‘but would ask me about it when'he was ready for

,ito . “ ) 0o

s

S friday, imnediately after recess, Jonathon ‘came to the ' °

.

lab to tell me that his class would not be attending lab
th{t day bcaude they. were "too excited after yesterday "
The evening before, the school had celebrated an annual,
.festival and many. of the children had gone home quite latg)
On April and, Jonathon held back’ three students at the
\door until everyone had entered - He then sent two to one
computer and the other one to another, That.session‘was'the .
'only one during which Jonathon ever consulted‘ne about
: commands. Tdday it was‘the Ccp (color)'one. As soon as I
‘explained it to him,»he immediately went over to- the oolor-
monitor to relay ‘that information to those boys. When it
" was time to leave, he‘flicked the light switch called the
class together ' "mes amis® and.lined them}upito "Vite,
Vitement“ - -
By\April thh, the noise level had escalated
’this particular day, “the students were to

dramatically, Qn?

draw . a‘circle. %’hey were to discover on’ their own.-

A e

) Most had considerable diﬁficulty' This is boring, What are

we to do now? I San't do this, How do you drgw a circle?

Students were talking, laughing, hitting each other, making

faces and clapping hands.‘ No one left their chairs.. Amid

’ v
this’'I approached one 'pair' and asked what they were doing.



5 -:: T : . 3 - . g
o T s . : . .
They answered "Nothing. We did it all last mk.n 'wne:{. B
the time had expired, Jonathon tlicked the light ewitch ‘on
and off, th% class gathered and he 1éd them out. This was

~ the last session that I observed Jonathon's class.

Samantha, a'42 year old of French Canadian .parentage,
was born in-Ontario. She wae one- of tive children. A:ter

ten fﬁdes of French schooling, she ‘began her. educaﬁion in '

Eng sh. Upon receiving a B.A. in English from a university' .

A'; in Ontario, she was employed by the_Federal Government in a
| Personnel for three years. Following that, from 1971 to
. * 1978, Samantha remained at home with her children. The next
year" 1979, ‘Samantha returned to her studies, and in 1981
she‘received a B.Ed. from a French universityzin.Western.
'Canada. '.During her two years at that university, ‘she
;"stndied the philosophy of Maritain'andvTeilard-de Chardin:
re: education and the child."  she yi: then emnloyed'by
p'Academie Ste. Marie yhere she was'n‘é“teaching Grade 3.
 samantha felt that as’ teachers, "We get caught up in is
. tﬂis’going.to give him a livelihood" where we should "think .-
in bigger terms" and strive to give them a "love of ‘
~learning."” Writing was her forte. As creative expression
it was SOmething she‘encouraged in her children.

~

At the outset of the study, Samantha wanted "to relate

—

it [LOGO] to [her] Math program and use it efficiently" to

v
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help har coVer the Mathematics curriculum Although, bY‘the
L end of the study she telt ‘that she had not succeeded, she
‘was not disheartened. ' " B s
C o : ' e
“I think that the more I inform myself and leain about’
it, I'll be able to do that . efficiently: use LOGO in a,
nora integrated manner an just sort of know. where I'm
- -going with it. , o
Knowingthhere she was going. was cqmmoanace for - ‘ f

Samantﬁa who alwgys had before her "the big lines from A to
. B" so that she could "bring thenm [students] along from A to
.?‘ In this caee\1 however, slie didn't know what .A to B was.
Enroute to the lab that first morning on January 22nd,
T ran into Samantha as she darted out of the lab. Just
.. having "booted them all up" she was tahen,aback by‘the |
1engthy process. Apparently Lana, the Grade 6 teacher, had
spent "an'’ hour yesterday booting up all the computers" As
she hastened toward her class she stressed how excited they
' were "looking forward" to computers. |
3 | Samantha's classroom was located two doors down from
K the. computer lab. The first time her students came to thef
~ lab she had them lined up and waiting quietly oxtside.
”;, Samantha peeked inside, stepped in and said "Bonjour Madame
- .Hofman", She. then stood back and, as the students slipped
' past her, s sat at the first available computer while
_others darted around the lab before finally select%ng one.
Once seated they quietly awaited her go ahead. The first

thing ‘Samantha did was to close the door, introduce me as

=
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""Hadamefﬁotman{;:and tell them‘to say "Bonjour" to‘mel.}As
'their choral greeting subsided I responded,."aonjour".. fhey
.were then told to go ahead. Samantha spokelonly‘in French?‘:
 to her class. lmmediately they began typing in the'AvV, RE,
DR and GA commands. It was apparent that they already knew
what\to do. - Samantha t’ied to give them "something more

‘fformall " in the’ class prior to coming to the lab. "Before
we went, I told then the«commapds."’ Later on, as the study
progressed she told them "how to think about making a ‘
square and the thing abont the variables and recursion."

r Although Samantha spoke only French with the children, they
‘however, spoke both: Frenth to her and English amongst
themselves. After a while, the children showed signs of
-restlessness. "I don't know what to do" reverberated
through t_he lab. Some fidgeted {n their se::: while, still
othersibegan;to argue with their;partners. In one instancez

.'Samantha switched partners at»two computars. All the while,
thewnoise leVel was escalating; Flagging arms and trailing

,_students kept Samantha mobile as she responded to their
questions. Two boys approached me with a question in

"French.. I understood/pnd showed them how to get the turtle
_back on the screen yping DESSINE, Soon .several other

échildren'came-to me as well; " Some I understood, others I

ldid not. Samantha noticed this; oame over:and rescued me by

telling them that I dia not, speak French and edged them back
to their places. I found it interesting that they had



[

| onee that did.

1)

epproeched meﬂ As it turned«out later they were the only
As the children finally began to experiment with the-

commende, ‘their excitement gave r}ee to entire‘plass

interaction. One child ran to jJin another group to show

them on their computer what he. in fact had done on his own.

~Some called other groups to show what thgiu"’\f,x}
done while still ‘others went to see someone i
all this was heppening, Samantha found time to chat with mes-
"x thought I would Just let them experiment the way you did -

with us" + Clearly; her, experiences of the Friday LOGO

'

workshop were ones of experimenting, intending "to. go on

U

their own ideas and nct wait for me to tell them what to

‘

do". As the first session drew to a. close Samantha focussed

my attention on a girl sitting with her back to a computer,
arms dangling over her cheir and sporting a scowl.
Apparently.she had reguested to return to the clessroom to
"do some work". Her request denied she chose not to

pdrticipate'in any computer activitie?, toothe,delight of
‘ . ~ T

’her»pertner who relished not having to share a computer.< As

Samantha lined up her class and sent them‘out, she stopped
to tell me that she "thought that was fun" She also
inquired as to wﬁ’t she might do next time all the while

emphasizing her desire for 'experimenting' I suggested '

_perhaps she give them an array of pictures. She liked that

-
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and asked where she might get some. 'I referred her o the

books I had brought. - 2t : ‘.
Since Ssmantha's lab time endeo st recess, it gave us

an opportunity to continue our discussions enroute to the
staff room, or at times, in the lab. Todsy, as we were
walking to the staff room, she mentioned thst she and her
own twb ohildren, (Grades 7 and\Q), had spsnt part of tho
weekendxatrthe school doing 1.0GO. They ":eaily loved it"
and wanted t% come out again. I sensed her zeai right from
the start, Qne uhich'at‘a later time would .subtly put'to
‘ questidn7meﬁy?of"her everyday practices.
‘ The next time her class came to lab, they entered
quietly, greeted me in unison and went to a computer. This
time, they were all(carrying a sheet with a design on it.
. Upon closer scrutiny, I noticed that these were three of
several pictures from the books Ichad previously:made *
available to her.  She. had chosen ‘ones. requiring only
‘ straight'lines, no oircles. As before, the students begen
typing in comhands immediateiyl some ricochetting glancesb
between the keyboard, the piCtuie and each other as they ‘
drew and erased, while others did‘some initial pianning |
before typing.

. At about half time, I did not understand what Samantha
Seid to thezwhoie”class and each group stood up and changed
places. A great many of the children were using the

commands LP and PP (PENUP and PENDOWN). I asked two girls



-wﬁhra‘thsy had learned these. They replied, "from our
tsachar;\ samantha appaared to have & cheerful disposition
which cortainly came through in her manner with hex
students: OXchanging smiles and chuckles becams quite
charactaristip of her. Whenever Samantha was«affordad a

breather, she often came to me and we chattsd~ Today was no
o ' v

sxc’:sptitm . . -

[ "‘\
I: Di&r;og ?repafe them for tpaay'é‘ciass?

Sam: I told them the commands LP and PP because
they  would need them for the assignment. .

: ﬁow were they‘paired?
sam: I picked their names out of a hat [pause]
maybe I should let _them pick their own o
partners. It might work better. I think 3
I'll try that next time. : _ -
I:. What was it that you just asked them to &o?
Sam: I told them to change chairs so that both
kids have an opportunity to work directly
with the ~computer.
I noticed that some were not tfying-to do what was on
the sheet, but rather something entirely different.
Samantha approached me and said, "Some kids are finding it
- difficult and don't want to do it." she shrugged her
~ shoulders, smiled and continuéd to help them. Those sheets
had a purpose, "to predict or else to look at a diagram and |
be able to write down the directions, that sort of thing."
COncurrantly; that purpose expeétated "to iakq thenm think ¢

and transfer that knowledge onto something else that they
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want ﬁp experiment with." This wa.,ﬁqé piroly ébuly"'work
but meant to inspire something personally ﬁeanianu%. When
the children refrained fromtdoing the sheets, tho&_rdﬂ-ctcd
her "purpose'":and Along‘with it, ,their opportunity for
"transferring and ihferring: . . .the higher level of
thinking" -which wis not only "tremendeus" but essential éo
loarning. It was the "knowladgc" from these sheets Ehat
could 1nspire them to "take off on their own." ‘
Whenever she helped anyone, she asked questicns first,
Sometimes, she would also ask a child to étand and havé that
child physically trace the path that he“®r she wanted the
turtle to go. It wasn't long ?Qfore the récess bell rang
and evoked an "Ahhh" from.the'stﬁdents. Two of them went to
another computer, looked at someone else's sheet and tried
to program‘fhat. Two otherg hiph;zqrdly pressed keys. The
majority of them left indiﬁidually or in small groups.
Sanantha remained Qith the ones that lagged behind. ‘
Observing one little girl, she said, "Oh Melissa. Good fof
you!" Once everyéne had left, Sﬁmantha and I chatted once

again. R

Sam: I guess these [pointing to the sheets in her
hand] were too hard. 1I'll have to ‘find
spmething easier next time..

I: How did you reel abou;/fhosa kids who didn't
do what you wanted tlhiem to? '

Sam: It troubled me because it was an attitude
problem. 'I felt they gave up and if they had -
~only tried to draw a line at 13335' I
didn't know whether or not they were learning
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anything by doing their own thind.

bothered you or that you didn't ow whether

/7 I was it that they weren't doing ya;i_thing-that
- or not they were learning?

Sam: Both. If I know he's learning, then he
: might as well do his own thing. ' He doasn't .
" have to do mine. ~

on February 18t, the third session, I observed only
thirteen of Samanthe 8 stqdents trickle into lab. Some
worked alone, others with partners. When Samantha entered,
I inquired, "What happened. to Qou; class?" Reticent\she
ismiled, cocked her head to one side, and explairded that she
had left them in . the class because they hadn't finished work
and notes senf home didn't helpl so she felt that this was
the best way. She cqntinuedeto say that she left ten‘along/
in class with one child in charge fb w;ite‘down names.
vThey were disappointed and some quickly finished their work
so they could come. You've been a €§;cher so you know how
it is. I tried it and‘I_don'F know iF it \s right." It was
apparent that cominé to the lab was beceming a "positive
thing" for the stuydents. Samantha was aware of this, both’
in herself and\in hen,children. They_were enjoying it, es
) well as the change from the classroom, , The appeal of fhis
combination as s barga;ning tool wes persuasive. 'As an
eduCator,'I wondered how much negotiating weireally did and
what made those lab experiences~diﬁferent from the ones in

. o »
the everyday world of the classroom?

L]
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Samantha discussed tw6 children with me. One, whom she
felt wantcd'"tptal conérol" and didn't lot-hqr partner type;
the other, tnn littluxgirl trom last clals who didn't want .
to work on a éomputcr and actually askod to go “back to,pho
classroem to work. Today, this same little girl was at a
comﬁuter all by persolt; but this time she seemed eager and
"really cxéitoﬂ". Thd?bﬁly explanation Samantha offered was
that "she's happy because she's alone and c¢ontrols the ‘

. computer", In'this session, as in the previous‘onei,
Samantha had children with progr;mmingvdifficulties
physically experience what it was they were trying to do.
She brought then int$ the centre of the lab and together

. they cheerfully talked and worked their way through.

Smili;; and laughing aloud were characteristic behaviours of
Samantha throughout the sthdy. ™

While the students were "experimenting", and not

requiring her assistance, Samantha and I had the opbortunity

to dialogue @nce again.

I: I noticed that some have papers with them.

Sam: I told them to see if they could make a
) square and steps and the face in the book.
I'm just following the green book.

Iz Un-huh. ’ ’ -

Sam: Some chose to write down' the instructions
and the others just left it in their minds.

I: Do you think that some will not do that?

- Sam: . No, they just remembered it. I showed them
how to erase using CP. .
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o . One boy raised his hand and Samantha went to see him._

About five minutes later she: returned with an element of .
;pride in her voice, "One of the boys used DR 45 and DR 45 “to

' make a square, and another child used %0 and 287 and got 88 ",,

When I asked what happened in the 1a;ter one, she said that 41

he«"started all over." I followed up bv asking,» hat did

".you tell them in class?"'-ﬂhe answered "Only that the

usquare had . four equal sides, not the angle." The bell rang
.'and the children trickled‘out‘much the same as they had.come

ine T ' ‘ ' . o

As she ‘walked t0wards me flipping the paﬁes of the

A

. green LOGO manual, she engaged in a monologue, "I was

V jlooking through this book and noticed that they should be ;:'

| 'ready to go into procedures." The idea of sequence entered

'my mind. Iqwondered how Samantha determined readiness° As

\4

. B
_she continued to peruse'"the book" she said that she felt

~—

| they should be able to do more than just that ahd that was
‘why.she was. 1ookinq through the book. She finally decided /"
‘that Shefd, "have to discuss this with them in class before

‘they come." I

A7 y .
' Having put the book aside npw, sh% smiled, appeared

_pleased and said that some of them had actually "figured out

the square and the stairs", and that they had behaved well.

'She followed the last of her’students out of the lab.

The fodrth lab session began w1th what appeared to be a

frustrating moment for Samantha. Three‘of the computers had

;o
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"ne fonctionne pas" signs on them.. Confronted with that she
/

‘muttered, ‘"makes you fael like junking them, doesn't it "
_Nonetheless, the children re-distributed themselves, into

groups of three, and began as usual. I mentioned that

»

: ,sometimes static affected computers and suggested that she ‘

try re-booting one.s As she watched to see if it would

re-boot, tvo. children came to observe. She took that

<opportunity to explain the function of the red light on the

disk drive. )

-y

Voices magnified as images began to appear on their

fscreens. Some were copying from pieces of paper they

'brought\into lab. These were of‘various sizes and shapes, .

some looked like scraps—small and jagged edged, others were//

_full-sized lined sheets neatly folded in halves, quarter

or numerous small folds., I tried to unobtrusiVely make my ‘.
way from computer to computer and satisfy nmy curiosity/about
the contents of those’ pieces of paper. Every piece had

written on it the procedure 'for’ square, POUR CARRE/in their

-own handwriting (Samantha's ”purpose") ' Within seconds many‘
'of the children had typed in the procedure and were using it
to cneate all kinds of designs on the screen, mostly placing’
‘the square in different‘places or’joining several together..

4',Some'children were conversing in English others,-in French.

‘It was not long before Samanth& came upon a group of two

girls Who were repeatedly typing in DR 78 and CARRE.

Laughing and bright—eyed they were taking turns on the

4 : R
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keyboard,\without changing their placesg to do so. Samanthé
| noticed this design and said,'"Wow!" Sh¢ immediately called;-
-.the attention of the rest of the class. T ediately they |
were encircled by others. She asked the girls if they <if7

h

. wanted tor"Tell us ‘how you got it?" They looked at each

_other, giggled, looked at her, shook their heads from side
to side and said that it was a "secret" Samantha respected .
their wishes and smiling, replied nokay". The othet

. children returned to their computers, some of them,moaning

Shortly it was .recess time and so ended this session much
-1ike the previous ones.. Samantha and I went ' |
February Bth, the fifth session, Samantha

. into. the lab with "Bonjour Madame. Hofman" wh h the childrenf

‘echoed. This time some of the students werei;arrying
notebooks, small square sheets of paper stapled together, or
.individual sheets.i Upon studying these, I noticed/that the
;contents of each differed.i One'grou -0of boys who were
sharing. the same notebook- had many procedures written in it.
Another group had a design drawn in theirs. Others had ;ggu
smattering of\both. Some groups wé”; sharing, whereas -
‘others had their own. -After speaking with Samantha I
-discovered that she had given them the procedure for.circle,'
-POUR:CERCLE,-which‘was the one commonr prLcedure in
everyone's notes}‘thekOnekon\which to build. One groupvof
boys had conpleted what they set out to do and wanted to get

ca printout. I wondered how they. knew about a printout but

4 2

+ S . [N
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‘thatlwas soon.resolved'when Samantha told me that one of
these boys had an I.B.M. computer at*home on which he.played
Lall the time. Although he did not do LOGO, he was
nevertheless quite tamiliar with computer functions.
| ‘The school had one printer located at the ‘other end of
the building. It was in the orfice which I used on my

visits. _Samantha agked if it was possible to get‘a‘

 printout. I said that it should be once we found the

o

.command. I oﬁfered to take the boys with me to try'it out.
The rest of the time was spent searching for this
_information.‘ The French ‘LOGO program did not have a command _
similar to that in English. I diséussed my problem with the
boys and they decided to return to’ the lab I spent the
'rest-of_the ‘time calling people at a French university as
well as a friend of mine who whs using French LOGO in a

. suburban school, *for this information It wasn't until next

class that I was able to get the necessary commands for that

',final printout. Activating the‘printer necessitated

addresSing directly through machine language.4 The following
. lab session the boys and I once again went to the printer
.and successfully produced their design. » )
By the following class, Samantha mentioned~to'me that
she needed'more information regarding éaViné loading and
'printing. Some of the students,had reached the point where
they were using these commands with my assistance. She.

approached me and asked if we could,meet so that she could
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"learn" these. We arrenged for 1:00 that aftefnoontduring

.

one of her spares.

— From that lab session onward, the children seemed to

continue on independent projects. Some‘experimented with

mathematical operations such as AF 3*9 = 27, and. the
computer would print VRAI. some typed in procedures for
designs they created on paper and brought to lab, ‘and some

experimented with large AV and RE numbers often resulting in

,unique designs or screen:fills. As I observed I asked some

of the ‘children the origin of their designs. I was told .
that some came from working with their "friends", gbuﬁ that

others came.from honme where they rebeived help from the&r

< '
it

parents.

It was on February 19th, that two girls stumbled on
recursion. They couldn't understand what was happeninc, =Te)
they‘esked Samantha, who in turn, asked me.: As we stood
behind the twd girls, I explained to her what had happened

and termed it recursion. S S o

POUR CARRE

AV 50
DR 50 -
AV 50 . .

b DR 50 )
AV 50 ' ‘ C
DR .50
AV 50 _ . . ' .
DR-50 ' . ’ ‘ : g
AV 50
CARRE
DESSINE
" DESSINE
FIN R
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The two girls gazed at the"screen ) enthralled by.the
evolvinq design. As we left, Samantha expreesed to me her
feelings° "My knowledge is limited and I'm really conscious
of that." I offered to bring her resource materials to
. which she in tyrn suggested working“together 80 we'agreed on
a date and tine. Again.it.was'a sparea The bell rang and
the children drifted gnto the corridors g

'That day I was'wEaring a black angora sweater, which
'attracts'lint quite readily. Samantha flicked same 1int‘off'
the back of my sweater, patted my shoulder, emiled and said,
‘"Let's go for coffee." ‘At that point I knew I ﬁ;d gained
rapport. I felt an ease, ‘a beginning informality. It was
the first ;ime* she ned ac-:tually‘asked me to go for coffee
with her. In the past it vas something we just did. En (
route to the staff room, she shared with me her experiences

at a wine and cheese at her friend's place the previous

: Friday night.

What transpired during the “working" time we spendb
stemmed fro?F:ne preceeding lab session, specifically the
"reaursxon" procedure written by those two girls. We
' discussed various STOP mechanisms_which could have been

. incorporated into that procedure as well as the use of’

variables. I w3as beginning to sense a feeling of urgency in

j‘Samantha.
As the lab sessions prbgressed, so did the children's
. : _ {
enthusiasm7 he intention became saving to disk their
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personally designed activities,_the majority ‘of which were
'in immediate mode, not. in procedures. Since most, Eere'
created in the process this wasrnot surprisinq.‘ Initially
Samdntha ‘stipulated that they were to save procedures only
‘and not pictures 's0 as to stimulate the writing of
zprocedures, however,'this eventually subsided to, "I would

prefer it ydu would save the procedures." On February 22nd

as everyone was occupied with their activities, we witnessed

the throes of Lillia ,Afﬁﬁther Grade 3 teacher, 'as she bared

N -~

her' frustration, "I hate those darn machines! I never have
time to follow:the green book or meet with you [gzmantha]
- I detected some complacency in her tone as she.spctted ‘me
and suddenly became apoloqetic. I quickly reassured her.
that it was in‘my interest to get at the true feelincs of
')the teachers. She'seemed somewhat morae at ease as she
continued to convey her time restrictions and the _
unrealistic expectations. "tﬂey" had of teachers in expecting.
/them to learn computers‘on their own over and above their
n‘regular, everyday duties. As I gradually edged my way out
of the conversation, they continued their dialogue in French
at the end of which they had jointly agreed on a neeting
time. After Lillian left somewhat more, relaxed,*gamantha '
‘apologized to me and explained Lillian s frustration with
machines in general which had been further complicated by
the introduction of computers; At the end of that session,

Samantha expressed how, "I.enjoy them b%{?g fn different
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places. It'g so much easier\here.than doing it in class
with‘otherisubjects;"» | 4 '

By March 5th, eleven of the twenty three students had
yarying kinds of "log books": folders, notebooks,‘individuai }
sheets,'or small'eheets stapled together. The'following
Friday, I noticed that a boy and a girl were partners.
After questioning Samantha about it I was told that "the
" girl likes boys", and "that they have the same partner until
such time;as they,wish to change." Two boys were.havlng ’
difficulty loading a orogram’from disk. She'directed then
verbally,‘without typing herself. They were loading someone
else's program andﬁcould not understand why the design would
not stop/once it appeared on the ecreen. This time Samantha
bexplained in English that there was no STOP command and
suggested.that they change the program to include one, heing

‘mindfui not to ruin the original procedure, She continued
to say they should write down what changes they wish to nahe
and then make up their own program to'be_saved,under another.
name}l The boy with the I.B:n. computer at.hone, asked

'xSamantha'forvthe disk with the‘programws;ARS on it. He said

that'he wanted, "toc“make it etop", as well as, "move it;frOm
one piace té another." Kfter'she-gave»him the disk_Sanantha
and I chatted. » |

I: ~ Whose STARS is it?
Sam: I don't know. '

I: Interesting how he wants to change things
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on 8T§RS. )
Sam: Do you fiel they're building on it?
H | How do you feel? |
Sam: Well today yes,“but they don't know how to

do it. [In other words, she hadn't shown them].
. )

To "build on things" was foremost in Samantha's mind.

‘She tried to endoufagé this by giving them sheets, hoping it

would inépire experimenting on their own, either "to mgﬁe

‘another program using that same idea orApengps start a new

"one over and build." . In this wiy_they would be.mak;gg

prograss'because "remaining at the same level all the ;ime;

there would be no progress."'
4

’

A lof of the children used that p%rticular program

STARS, either changed it or just watched as it continuégsly

‘made stars] It was definitely a favorite amongst the

children. . . °

I

Oon March 12th, I met Samantha just as she and her class

were leaving for a French play., She took that opportunity

to tell me about the upcoming Parent-Teacher conferences on

Friday and asked whether I would still be cpming. When I
reaésured her that I would, with a siéh of reiief, she
uttered; "Oh good, becaﬁsg there might be some parents
popping into the iab." Aé_it‘turned'out, no one came‘into

the lab that day. She also mentioned that Laura, a Grade 7

_teacher} was haVihg_difficulty with variables and would like

\
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to see me. wﬁs it happened, Laura was coming down the hall

so I ended‘up talking with her. ﬁ N
"

paper and

on Mafch 19th, five children had sheets of
thirteen either a folder or notebook. As usual they wers

diligently working on'their own projects. When.$

- r .
&
-9

procedure all the while talking it thr
free, she'came to‘my éorner of the lab Ay
distu;biﬁg voié; said that it was interestiﬁg that before

. lab she had shown them variables and she noticed that'soméu
of them copied it down. Now that they were n the lab, none
of th;m werd doing it. I sugqestéd that, "Maxbe they don't»
feel comfo;z§51§'with it". She expressed eveh more -
~confusion as»sﬁe replied, "fet-they ao the'feéursion
A\Zpause).' Perhaps- this was ;oo;abstract.ﬁ' Ag;in I Qondered
about sequence énd the effect it was h&ving on Samantha.
Affer éll, in the book, gecursion.followed variablés. .

. When one group of boys asked her how to mqke a lot of
squarés in different siées, she caéit&lized on the
opportunity. to typevin the procedure herself using a .

_ variablélzs. VShe'verbalized the whole time. Once she ran
it, éhey were f;séinated_just‘ﬁatch;ng it go on and on and.
on, even after the square had become too large for the

~screen and the turtle kept vanishing from sight. I watched

‘as Samantha relentlessly repeated instructions on how to use

3
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CTRL G to stop it, which the boys ignored. After what '
appeared to be quite a frustrating experience for Samantha .

she turned to me and said, "They don't seenm to want to stop |
the design whereas wc\heem to. It looks messy to us." She ‘
thom‘initiated a conversation about Left and Right brain
activity.' This was her undeEs:aﬁding of creativity which
-she associ{tgd with Left brain and, "we want to control
things", she associated with Right brain. As soon as the
screen was completely filled with tiny squares, éhe boys
decided to'press CTRL G. They discussed what name to éiVe
it, and finally decided on WAFFLE. That's exactly what it
looked like, a waffle. As they began typiﬁg‘in the cqpmand
GARDEDESSIN éSAVEPICT); Samantha leaned over and said in a
'quieﬁ vq}ce and with 3 smile on her face, "You guys know
you're not supposed to save graphics, only procedures."
.They looked at her, smiled back, and continued typing. Two
adjacent.gr§ups, who had been'obsefving; now asked Samantha
to help them do 11kewisé. It was at this point that the

©

names they chose for their designs beggn to fascinate me. 1
uhey mentioned Star

- asked some of the studemts about thes
Wafsdénd other such space7réfences, a combinatioﬁ of their
| own names, realistic references ;s well as nonsense names.
For the“firstbpart of April Samantha and her children
cqntinuedfﬁgjtriqkle into the lab and carry out their
personally selected activities. Even ésAihey moved freely

throughout, the door remained opened. B{ now Samantha spent

4
&t :
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mo;t of her timc Qalﬁing around<th lab, hands in her
pockets, often Pulling up a chair beside some group and
workiné with then. Qﬁita often this chair made rourds with
her. Types of "lo§ books" aé wéll as the number of children
Sringin;\ékem varied since differenﬁ students brought
different ones at ‘different times. LOGO activites

»germinated from personal interests, suggestions from
Samantha, the home as well as from ideas and activities of
.other classmates. Samantha's assistance‘?¢ten involved ﬁgé
actually typing, although it was always preceeded by
questions and-accompanied by a verbal explanation. It was
nothuncommoh to find children engrosséd in' their activities

"-in the lab durihg recess with Samantha and I sitting beside
them. all this imbued with lab with an atmosphere of pride,
personal satisfaction and confidence. . ‘

April 13th introduced a new el:ment. As each child
trickled into the lab I noticed each carrying pink sheets.
Upon closer scrutiny I found they were three consecutive
workbook type sheets xeroxed from a source with which I was
not familiar. As I observed this unusual occurrence I
noticed that althoughAalllﬁhe children began following the
sheets, the majority of them eventually trailed off into
their own acfivities. At no time diq Samaﬁtha'forqibly
revert them to those sheets. ' ’

The fpllowihg Tuesday, that same elementkreturhed but

RN
“this time with a slight variation. Xeroxed from yet another
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source, the childron once again were gi n.a sheet. This
one had the diagram o:;tour squ&%gs progr sively enlarged
The talk was to writa a procedure for this diagram. - As the
children set out on this task, Samantha expressed to me her
astogishment at the varying ways that they were going about
it. Although this-was the final session I observed, I did
meet with Samantha a few more times during wﬁich she gave me‘
copies of some other sheets she had used. She had also-
asked her children why the;~énjpyed lab so much and

presented to me a sheat with thogh reasons.



CHAPTER FOQF

-

UNDERSTANDING THE 'REPRESENTATIVES'
The purpose of this study was to docpm,nt‘four teachers
_as they impleménf;d LOGO, ;Q? shed light on three aspects of
the research question. UneArthiné Aspact (a): WHAT
UNDERLYING PEDAGOGICAL STANCES ARE INHERENT IN THE NATURE OF
THE CLASSROOM CONTEXT TEACHERS CONSTRUCT FOR LOGO, would
help to better understand the in}erpretations which
influenced impleﬁentation as each -wove Locd iﬂio his oérhor

"web of significance." - :

Precdnceptions ) i
_ Prior to the study all four 'representatives' were o&
the opinion that computers had a placé in the elementary
'échool and looked to LOGO with anticipatiqnf For Melan;e,
it would supply "games and language activities" which she
"didn't have the time to look yp". For Jonathon, it would
be a "game": "something special" for a class tha; did not
"function well in a regular classroom environment". For
Daphne, it would be an opportuni;y\to'familiariza the

3

children with’a commodity necesséry for "later on in'life",

and fﬁr Samantha, it would be integrated "efficiently" into
\
sqme area of the curriculum, hopefully Mathematics.
Another. commonly held preconception was that their

devised strategy would familiarize all the teachers with

114
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. LOGO by the end o: the study.' Melanie put forth great
';fiving the Grade 1 teachers her activities, Whlch

»

'those t;?chers considered’to be: an "excellent presentation
' of program and materials" o Daphné expected them to come to

"‘her and ask for assistance, and when they didn't she assumed‘

"

: that all was well.

Eﬁ I told them. Like T don't want to go up to them all '
“ . the time and say, you know what's happening. If you at
' 'have any questions or anything, maybe I'1l know
. something that you don't know. ' But they never
.approached me. They;seemed to be getting it on their
Cown, v

u.Jonathon.felt‘that'"it hasn't worked V;?&;well" becahse'of a
mismanagement of time. 'ﬁe”kngw‘that the other.Grade~4 ‘“;?
"&eachers were having "problems" so had asked the princ1pal a
fo "have some time allocated to discuss problems.", For
iJonathon this ‘was an adminstrative deci51on. As it

happened the first meeting was schedulequor the end of

May He hoped that next year they could be scheduled more

S then. Samantha felt it was "a problem". She tried- -

N

elating to the other Grade 3 teachers what she was doing,

because it was so individually oriented it became

‘difficultbfor them.to‘follow. ) 'rﬁfi_;7i

AR I-would say this is what I'm doing. First of all I

. wasn't doing-anything, just letting them go and maybe

'~ doing & little bit of formal instruction before we. went
into lab and if I were g¥ving them a sheet, I would say
this is .what I've given‘them. Gee, I think have' I

_~done my job educating these other teachers? It is a

4?prob1em because we're all indiViduals. . » I don't want

to go and force anything. “ .

N . .
L . S
/ v ‘
. ° :
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Although by the end of the&gﬁudy, none of these’
‘preconceptions had actualized, tﬁree of the four
.'representatives' did interpret LOGO to be positive, with
renewed vantages. MeIanie felt that it déﬂ%hot "answer all
the needs and we'll have to teach something else in Grade
r." A favorable experience for her wag that "My class and
I familiarized ourselves with a’ computer and how it works."
Daphne was able to create "fun" things for her class to do
and saw its potential to "be integrated to a certain extent
into your program. . e Language or Math." She was im fa~t
'using'it to supplement’French Language Arts,=and al*iougx it
may have been a "different type, they have learned a 1ot of
Svocabulary and spelling " For Jonathon, it allowed the
N computer nto teach the kids how to think" and ﬂearn "a
certain knowledge of functioning of it; the idea of
g programming, the idea of working out any sort of a problem“'

'on the- computer" and, for Samantha it became "practical"
.,'insofar as "their life is going to- be full of computers"
and "the elements of geometry. . .knowledge of angles and
"scales"vthey'will“Certainly be able to apply.‘ Furthermore.-
. It is definitely‘different?‘_Firstfof allmat,the‘drade
three level, we really don't learn that much, 90
degrees, but the 30,degrees and that sort of thing is
not even taught. I’m sure even in other grades it has
. to be a different way of learning, more fun and easy, .

very personal to the child. I think it has to be a
better way of learning than say, taking a: protractor.
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But, ‘no matter how positive these renewed interpretations,

ithey were not without grievance, skepticism and anxiety.

" "

The most.voiced griévance was the abs%§ce of "goals" or

‘wobjectives® for L0GO as it was presented in this study;
" The need for“scmé”kind of "guide", "curriculum" or .
‘"direction" to maintain'the "continuation between grades"
was relentlessly put forth by Melanie. To her, curriculum
prescribed "activities" such as. "a program where the kid
B types in‘a word and gets a word or types it wrong and gets a
bell", This would have enabled her to better teach,. and -
evaluate her children's‘progress. These were considered to.
be "gerious" and ‘it was precisely this that was at the root
of her dissatisfactidh with LOGO and the way 1t was
presented in this study. The absence of serious, curricular
activities made the children and teachers "sick of d01ng |
uxcircles and" whatnot" compelling the children to eventually
‘type "things in just for the heck of it." Initially she.
found activities inzthevFrench LOGO Manual, and as she
_ gradually exhausted those she asked for others until she
.finally concluded thaﬁfshe had "pretty well done all that

s

there (was) to do"

“f Although Daphne advocated this need for "a Set program"":

or "goals", such as making "a square, a c1rc1e" she felt 1t
was up to her tonmake learning those goals "fun" for’ the

children, by creating thcse-activities herself. As it
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turned out, those same aétivitieé had a secondary benefit:

practice in "following diréctibns", something she felt’they

'really needed. It appeared as though the curriculum

the "goal" but not the "activity" or manner of.
V teach;ﬁg,fthus ailowing Daphne a margin for ihterprétation.
Althoggh Johath9n's concerhsvabéut the«abssnce'of a
curriculum ;e:e,noﬁ as unyielding, he did nonetheless voice
" his perception of it to be thaf. of a "tool" ,‘ tcvq be used @-a
"quideline" towards a mudh gfeater éducatiohal goal: "to
‘learn to think" through "prqpiém-solving". Téﬁards that'
ultimate goal, Jonathon alogj made the decisiéns about what
"objéctives" his‘sﬁudents would learn and the "probléms"k
théy wouid solve. These were structured in“such”anway so as
to allow the students freedom;to ﬁdiécover" or "find out for
fhemsélves" the qorreét answar:ﬂ An.éxample: to teach the
"objective" angles, he assigned them thér"p;oblem" of
’finding out how many turtle stepS/it took to reach the
corné:sﬁof the screen. Hopefully they'Wohld dichver 90
~ degrees. This type4bf approach is.particu;drily reminiscent
of Babbiets,bodk,"whiéh Johathon cqnsideréd to be

"excellent" because it gave hihléﬁ?hong of "objectives" and

407 '

 suggested "problems".

[

Samantha searched for a way_td use LOGO as a means for

>

the children to better learn one of the curricular areas -~
Mathematics. In this context LOGO became a teaching aid.
Through ﬂexperimentfhg" éhe'hoped they would learn what was

&)

°

.-

L3

€
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-on tho Mathematios curriculum ano enable a successful and
erricient integration. Efficacy was necessmry because "We
are really strapped for time here in French Immersion, |
.especially in French Immersion." Other than that,. Samantha
. was consonant with Jonathon's ultimate goal of learning to
think. She did however, take it a step further:“to
cultivate a'lova of learningﬁ> 3er frustration was not lack

of a curriculum Sf goald, rather “not inowing more". herself

.and feeling unable to guipe her children.

_ Where for Melanie "goals" appeared éynOnymons with
vactivities", for Daphne those "gomls"°incited vactivities".
-Jonathon'extended Daphne's notion of "qoai" to give the |
child‘a sense of success at being able to attain the end
'product in a pgrsonal way, and Samantha, allowed her
children to devise their own activities"fn hopes they would

fulfill.their own "goal" as well as some from Mathematics.
. ‘ . :

Teacher Role and the Teacher-Student Relationship
_ Embodied in-theéerperceptions of "goalé" is the teacher

rolé,and the concomitant student-teacher relationship.
Melanie viewed her role as having'“to teach them what -
they neéded"_so that they could progress to the next gfade
level."Those neédé were built into aAlogical sequenoe of
expectations, structured in aJmanner that_would moét the
reéuirements for continuation to the'next grade. It was‘

these needs expresséd as curricular goals that gave
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direction to her teaching. So it was imperative that she
' knew‘what these goals were and where they wer;.leadiné. For
~ the purﬁoses or.this sﬁudy'she found some in the LOGO manual
and soﬁe elséwhere, put as these expired so did her imBetus.
?érhaps she emphasized this best when she said§
The wdrsé part of\it haé that there ﬁas';o "direcfion".
I, at least, did not know where I was going, what
expectations were to be had - I didn't have goals.
These "Qoqls".yere to be prescribéd,by a”cur:icu1Um‘and she
fﬁ turn_would communicate them éo pér 6hildren. Implicit in
- .this role of teacher as communicator was the dhild as
. recipient. Singe the children were expected to éoﬁgléte the
| activ%tieé designatéd by Meianie inla p;;ticular way,&their"'
- personal expressionAwas_negligiblé énd pa:ticipatidn
passive. 1In this‘éontext'the ¢hild became a passive
recipiéht“of know1edgg. ﬁhere both teacher anq sthdent
‘fulfillbd'curriéular expéct&tions,-thé4student-teacher
-relationship-bécame‘char;cteri%ed»by a kind -of liheafity
where éx%rinsié "goals" éeﬁicted the needs and the teacher
.ensured that her ghildrehnfﬁlfilled those needs. ; ' |
Daphﬁé-gspired to. make coming t6 sdhdgi "fun", ‘Making
palatable thg "éda}s" prescribed by the curriculum by
creaéihg "fun" activities enabled her to actiQely ./‘
participate in interpreting those goals. This was ahmeshingA
of the éurrié%lar needs.with,ﬁhe‘mq;ivational‘ones of her

children. 'Althopgh Daphne showed sénsitivity te her
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children's persoﬁal interests, those interests did not
circumvent ngz‘"activities" rather,‘extahded theﬁ, Even

- though her children were allowed to “experiment" in the lab,

this was uhique and attributable to the newness of LOGO and
the computer fechnqloqy itseif. Daphne felt that:
!
f‘";“'} v . - )

'\;j r the first month or so you let them experience it
[gocofand the computer]. I think that's important. .
Find out how it works. . . .Right now it's just been a

discovery thing because it is their first year whereas

next year, the children coming into Grade 2 will have
~ had that foundation, that experience. )

&

b;phne was steadfast in her éupport of Melanie's
position for a "curriculum/guide so thatrthéy would have to.
know this and so on" and be'prepéred £6r next year. .
However, for her these were "guidelines to follow" with
options for her own input gnd some for the chi;drén_h
themselves to “&iscovqr" as well, as in the case of "stars".
Discovery was a way tq pefsonallyfextend material &1ready P
presented, an acknowLedgéméQE that her children had |
something to offer, and an Oppoftﬁnity for them to build.
Shelbelieved in’"showiﬁg"_themAQow t6 do things because:
They probably wouldn't. I don't know if they would
~have figured it out. - But that is something I shpwed
them [how to do a square and a circle] and from there
they discovered on their. own. - '
Hér‘role was similar to that of Melanie,gcommunicator,

but at the sqme”timé_;rying to motivate‘them, as well as

. " 4 : .
encourage and'support their discoveries. It is in this
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sense that her childhen were becoming" activeiy involved in
their acceptance of knowledge.' Daohne's @erception of the
child was that of motivated reciSient, participating in a
teecher—student relationship built .on eﬁtouragement to
complete her "activity", and respect for their own
subsequent discoveries. A .

Perhaps what best describes Jonathon is his statement:

"I don't like to learn something or to wotk at someéhing

. unless I'm sure I'm going to need ie.» This=underlines a

preconceived.purpose for learning. For him there was one

: - : : a .
fundamental need: to 1earn to think, and his "objectives"_

‘were in keeping with that need. Jonathon ‘felt that his .

approach to teaching was "discovery-oriented" insofar as he
gave his students problems to solve. For him discovery
meant not to tell the“answer butl to devise“a probiem, the
solving of which would 1ead to the desired outcome T

He felt that it was his responsibility to "evaluate"
and make sure that each individual “understands" And since
he felt thinking was integral to understanding, that hecame
his long range goal. ‘He Wasdthe only qpurce of knowledge,
ence the need for an individuality where thevstqdents

orked and thought in fgolation from their peers. This was

| his way of reaching the-individual child and creating in

that child a P rsonally, meaningful experience, one which

would generate fe ings of success.')

» - . ’ /
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I think their feelings are not different than ours when
we do something, when we succeed or when we solve the
problems on the computer, they musgt have the same
feeling as we have. They enjoy more success on the
computer because it's easier to work on it because they
can work on LOGO more on an_individual basis.
Democracy, as in consénsqs of thought,fhad no p;ace in

his classroom. The ndemocratic way"-yas unproductive in

that, "You can't have everybody to agree" so, "Isthink we

' 4 ' ' .

waste a lot of time". He felt rather than ask "everybody's

opinion", certain decisions should be made_on behalf of

others and in that way time "could be used in a more

productive way."™ Since hg already knew what the goal was, ¢

and since he was the source of information, this was hardly--

A

Surprising. ' _ o &
lJonathon éaw\himself as the ultimate authority,
.aufonomous, superéeeding even the curriculum. ~He felt the
cufriculum was there to heip him along and not to be adhered
to religiously. ﬁe was conscious oflpié studenté and their
abiliti;s and wanted to méke education a more meaningful
féfg;rience for them..: | - f o
'/”f'“Thinking" was at the heart of his teacping a;a
discovery waétthe way té’it.-»His kin& of discovery imposed
é stiucture‘where'the final product was already - |
pre~detgrmined. He was hoping that this structure would
make his students’"think". Jonathon saw his roie.és
cataiysti stimulat;ng.just such thinking and learning.
Concomitant wiﬁh this catalyst :ole,iwas child as

r—

7
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\ problem-solver with limited decision-making. The
relationship Jonathon had with nie children was built on a

" note of ekepticism.v Given the situation where children were

forced to work toqether in the lab, they were paired |

according to_éca@emic performahce, otherwise, the "good"\

-

ones would "do all the work".

Samantha emitted an aura ofr frustration and anxiety v\‘

throughout the study. When I asked her what kind of

experience it had been for her, she responded:

I think a really good experience and sort of exciting,
and it's been-exciting to see the kids discover things
and to show me things' that I didn't know. It's really

a positive thing. . . with the kids as well. I don't

think any of them were frustrated at all and they all

seem to be going at their own level.

A closer look into this‘response might helpAunveil the
source of these feelings.

Samantha referred to discovery: its capacity for'
‘teaching ahd l#arning, its ability to cope with children's
fruetrationg There was a sYnergy‘between experimenting,
discovering and knowing.

‘Samantha took direction from her ‘own knowledge of LOGO.
Since she wanted her children to found in themselves a "love
of learning", she searched for varying ways to appeal to
their individual preferences. At first, the ideas were
mainly their own. "Since the beginning it was always
theiks, “They discovered and they did it on their own.",

:However, she was hever certain whether everyone learned.
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Because they were at different places all of the time, she

. ]
was unable to monitor their learning. Furthermore, Samantha’
understood learning to take a sequential course, that is,

first in immediate mode the making of a square, then

. -« _
procedures, variables, recursion and so forth. When this

did not happen, there was an onset of doubt and frustration.
Questions of whether they were learning at all began to
worry her. ‘She then deciddd tg give them sheets which éka

LY

hoped would encourage indiyi¢ua1 extension and expression..
In this way they would build théir own knowledge. More
frustration arose when the children merely, busily worked

through the ESeets.

. Jus? in the last month I've been giving them these

. sheets, and that's Yy, but [smacked her lips and
sighed], I ([pause] I feally, I've 'got mixed feelings
about that., They will do it for me, but they don't
seem to do it with any enthusiasm. They do it, but
they don't seem to try to understand it. They just de
it, you know. Um-m and then they want to get to thelr,

their program or whatever. 2
Ay

v

This gave rise to anxiety and begah to challenge her C{L .
everYday taken-for-granted practides-and expectations.

These were now coming into question,

' Ly
I'm worried about them being able to apply what they're
learning. So they're learning problem-solving. ' I
.don't know if they're going to be able to transfer it
from the computer to something else.- I'm sure thley
will, but often I'm thinking, where's' its practical
application in all this, and yet there's sofmany things
in the classroom that you don't have practjcal
applicatioqs for.
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Emantha saw her role as mékipg education practical,
giving her children a "liyeiihood" and helping them develop
a "Tove of learning":

‘i\

basically to make them responsible for themselves.
they'll stay in school longer, they'll enjoy their year
more and they 11 probably get a better job.

She began to see 'that role take on an added ’imension: that

of learner. -

-

There have been really high points in the lab because
where there's Ah-h-hs you see this, you see that, and
I'm learning with them and it's this sort of happiness
of learning on both parts.

¢

And creatéd in her a sense of positiveness.
,

ey

" 'It's almost you as teacher are in the background They .,
have their own little idea of what they want to do, and
that seems to be pretty exciting and the sort of .
buzzing that's going on in there, working together, and
um-m I don't know, that part I really enjoy.

Nonetheless, anxiety about that changing role coexisted with -
a lack of objectives yhich she felt she needed to guide
their learning: a guidance she felt the students themselves

preferred.

I worry about it. I feel that's perhaps because I -
don't have any ¥ig lines or objectives in my head and I .
sort of wonder, if I don't, then where are they going.

. + .I'think they prefer to be working on something and
be told verbally, well, what happens if you try this?
They seem to prefer that

-

And yet. . .
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On the other hand:
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I was fed@ling a lot of frustration and really '
wondering, seeing that I was excited at times and they
were excited at times, and trying to analyze what is
going on here and just sort of started thinking, I
worider if this is what LOGO is all about. . . .Some
little kids that are having trpuble in class, they're
quite good. Some of those kids that have trouble with
Reading seem to do well at LOGO. They get a good
feeling about themselves and you as a teacher feel
happy for them. . ‘ ,

As the lab sessions continued, so did Samantha's

uncertainty. -

¢

When I said it the first time, I want the children
generating ideas from themselves,.but I think, ideally
it would be better if, it came from the ‘teacher. Here's
an idea, work with it\ how can you chaAEe it, how can
you expand on it. Tha¥ sort of thing.
; N\
. ) /
Wwhy this change? Maybe this can allow a glance behind the
exterior. Maybe it can give us a glimpse into Samantha: her
LOGO experience, her inner struggle, her ties with‘the

teaching ways she has taken for granted'for so long and hef

difficulties in severing them.

~\ It probably will be-scmebody will have a job up there
in .the government where they will say, okay, Grade 1,2
and 3, they should know how to make a square or .
thing-the very basics. I'm sure they'll come out

with that at different levels. . '

4 .
e ) A
7

In a way it's been a breath of fresh air ([giggles].
We'll just go in there and we'll enjoy ourselves.
There won't be’ any evaluation. That'll be great, a
real change. I don't know how that would affect me
year after year after year. I'm sure I would want to
be more specific. I'm just thoroughly enjoying it.
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Samantha shared witﬁ hexr children a relatjionship built
on trust, love and respect: the beginning of a mutua?ié&.
She envisioned the child to be at the center, using LOGO to
eﬁtend one's own ideas, building,meanianul knowledge
structures froﬁ within, In other wg;ds, child as knower,
experiencing a readiness grounded in one's own autonomy.
Samantﬁa felt that: |

This whole project [pauﬁe] it's an expefiment. I was

learning as much as the kids were [pause] a positive

experiment. I'm learning with them and it's this sort
of happiness of learning on both parts.

-—

Whether these feelings can endure will depend on the choices
Samantha will make as she continues to reflect on her
.everyday taken-for-granted, and on the flexibilitx_empowered
to her to make thoée choices. ®

anh of the four" !'representatives' has brought‘to light
a thgme; a conception of child.(/ 

In- Melanie, we saw child as reciéient of knowledge:
knowiedge as foundation 6ﬁ which to buiid the next level.
Passively both teacher and child strived to fulfill
‘extrinsic expectations.. Daphne saw the child as interested’
or motivated recipient of knowled@e. Willihg to fuifill
those samé'expggtations, her phildren exﬁressgd some

individuality. For Jonathen, the child was problem-solver,

making decisions about how to fulfill those expectations,

*
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ands Samantha saw the child as knower, creator of one's oyn

. expectations. o \\ J

<l

B Given these conceptions, what had these

“'representatives' decided about the following school year’
‘,Melanie had previously decided to 1eave L Academie Ste. -

Marie to teach elsewhere* She would take with her a less

than 2avorable ‘view of LOGO. Daphne, who had . planned to
a,

’ return to Eastern Canada within the next year for two, felt ‘

that LOGO was "good" because it taught them to think,

'fsomething that was part of her "Job" ‘Since‘it was-not Y

~

"structured" like she was used to dOing, she would like to

develop that structure Tor‘pgrself in the form of a "sort ofv,'

1

booklet or whatever with programs."‘ Jonathon, who also had

: plans to return o Eastern Canada w1thin the next couple of

years expressed skepticism. “He" felt ‘he would "take them

from where they are atﬂ when they come to him in September

but, at this point in time ‘he didn't know how he was g01ng

. to do that 81nce.z'- SR s

I think it's reallyﬂhard right now to:- fit LOGO 1n.-‘I
‘don't think we can really fit it in the curriculum -at
this point because we'd have to change -the whole school -
- first, the way schoolyis taught. I think LOGO and the -
Tschools don't really, can't really work together
because school is not thought of in the function of
something like LOGO, like you can't {pause], -in LOGO .
you learn to think basically and use that language to
‘solve problems, to think, and you can't learn how to,
think from A to z. We all have different ways of .
'thinking. , o :
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“For Samanth% "Well hopefully this summer I'm going to try : '
to work on”LOGo myself, get some more knowledge"’ One thing
was certain, "I can't see myself standing in front of the
classroom saying, okay, we're all going to do a square."“

She had decided to think in "bigger terms" _ Next year they

‘were all going to have their own diskette and then they
would be “on their own". Perhaps they could do a "theme"i
and in that way, "Ev;ryon?l\ill ‘do their own thing and I'll
help those kids that are reaily having trouble, because

- that'll be my level [laughs]". .

‘How all this relates to LOGO philosophy will now be

addressed in Aspect (b)»of'the‘research question.

. Papert considers today's teacher, "armed with lesson'
plans and a set curriculum" (Papert, 1980, . p 179), | »
1ncongruous with LOGO's inherent heuristics as he envisioned

j them, so incongruous in fact that he virtually had no hope
of it ever actualizing in today s schools unless we admitted
"new understandings of the process of . learning itself" (p.
186) This "revolutionary" philosophy encompasses new _

.ideas, a "much more ambitious setcing of the'sights of -

: educational aspiration"'(p.‘lss) "?apert:ccntends that:’;

since the computer presence in education has created "new _[;gz

gadgets to" teach the same old stuff in a thinly :

PSS

verSion of the same oldlway"-(Papert, 1971, LOGO Memo No,'z,
: p.el‘ITT/a redesigning of the educational system and not';xfr
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-"merely improving the existing one" (Papert, 1971 LOGO Memo

No. 27, p. 2) would be essential. Drastic as these measures

~

may appear, according to Papert they are necessary because

wat the heart of the change is a reconceptuaiizat}on-. . .

'not‘a mere change in pedagogy or technology" (Papert, 1980,

3

p. 185). |
‘Are Papert's views concerning anvauthentic version of -

LOGO reaching~todayfs schools overly pessimistic? To .

address Aspect (b), DO THESE PEDAGOGICAL STaNCEs AND

ENVIRONMENTS REFLECT ANY OF THE PRIORITIES EXPRESSED BY

. PAPERT (1980) IN HIS BOOK MINDSTORMS, it is necessary to.

first expound those priorities. ' o o

'o ‘ es Unde -n M'ndstorms.

L4

At the heart of Mindstorms lies the belief that "The

'best learning takes place when the learner takes charge" and

gets to know (p. 214) This essence of learning gives rise’

irto an intellectual growth rooted in one's perscnal

experience. Papert felt that through the turtle, the child )

could gaini"a sense of the ﬁower‘ofaapplied knowledge and a

'self—confidently realistic image of himself as an

intellectual agent" (Papert, LOGO Memo No. 2, p. 1= 1)

saw educator as anthropologiséapgetg}ng to know child and
culture, intervening in a meaningful way to support that
child in building an intellectual structure grounded in thatv

culture.. It is in this. s&nse that he felt LOGO. could enrich

S
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and. facilltet; a relationship where student ahd teacher
together imbue the intellectual realm.

Since Papert asserts that child participation ih
today's traditional teaching is tenuous,Hat best, itiis not
difficult to see where his oessimism originates. As the
computer presence in education continues to pose the threat
of pre-packaged softwere materials usurping control ‘
(Emihovich and Miller, 1986), it fuels that pessimism all
the_more.. & ‘

OStensibly'the computer.and humanness (machine and man)
can be perceived as‘antithetiCal.’ Schenkw(1984) tElls us .
that humanists‘harbour%e great deal of hostility towards
| computers: a hostility grounded in the fear of[potentiel
" alienation end dehumenization of'a'people subjugated by the

how the computer's "mechanica& thinking" can further

use of machines. These‘fears‘escelate‘es ecome aware of
dehumanize by reducing a human gﬁing to think like a
machine, making us "automatic, mechanical, lacking
significant sense of meaning in our‘llvesz and unable.to
adopt thevtypezof thinking which can reverse this" (Walker,
1985, p. 8). Thinkinq”is‘an_integral pert of being human
and should allow for us, as unpredictable, emotional,
intuitive creative beings, to probe the comblexities of life
thought fully. o - _ﬁ |
When schools reduce their students to the exercise of.

l“mechanical thinking"; it becomes, .an act of dehumanization
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According to Freire, the traditional educational
institutions practice what he refers to as the "banking
concept" of education: one based on the relationship of - ,
teacher and student being that of "oppressor" and
h“oppressed" In this kind of relationship, "prescription" .
dictates behaviour wherein the teacher's choices and
decision-making is imposed upon the student who, in turn,’
behaves or responds in an. expected way. To the extent that
the student is deprived of making his or her.own choices and
is subjected to those of the teacher, that student becomes
an adapted, passive human being. According to Freire this
kind of behaviour is characteristic of animals, and when

characteristic of man, it signifies dehumandzation. Dubos

(1974) elaborates:

o
-
v

' In natute, animals are essentially prisoners of the
type of environment in which they have evolved and to
which they are adapted (p. 23).

Human‘beings, on the other hand,

have transformed their environments'to meet their-owh
needs and desires, instead of adapting\themselves (p.
23)
A human being assumes an active role; capable of making
choices to intervene and shape one's own world. These
" choices must be personal, stemming from one's own critical

perception. Otherwise, "Choice is illusory to the degree it

| | L . _
represents the expectations of others" (Freire, 1973, p. 7).
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A Very often computer use in schools induces precisely
these kinds of "illusory" choices generating pragmatic,

mechanical thinking as:

Cchildren come into contact with computers, [and] the
computer is used to put the children through their
paces, to provide exercises of an appropriate level of .
difficulty, to provide feedback, and to dispense
information (Papert 1980, pP. 19)

P .
One might ask, if educational effects of computers are

in fact so dehumanizing, why have them in the educationaL

milieu at all? Perhaps crichton (1983) said it best.

truly phenomenal. . These small, cheap powerful
devices will be ev here, -and they will have altered -
every aspect of human life, from the way we run our
societies to the way we run our personal lives (p. 3).

The proliferation\of-computers in recent years has been

- Given this perspective, will the road ehead'welcome
rich personalized experiences nurturing each being as
unique? Q

Dubos (19§4) tells us that "choosing is an essential

‘factor of the human condition", and as such often involves

the bitter ambiguity between choosing the comforts of the '
'status quo, or the dangers concomitant with enriching one's

life with adventure.

For most of us, it is all but impossible to know
ourselves by a pure process of reflection or
meditation; we know who we are only by examining the
-choices we make and our responses to new conditions
(Dubos, 1974, p. 193).
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Althqﬁgh choices have qaused Quch anguish and misery, they
have provided an ambiarice for humanity's continual rebirth.
conscious, critical examination of past éﬁoiceg and futurgjh
'projectibns nourish personalfand~intelieptua1 growth. -
Seymour Papert searched for the kipd'of nirturance that
. could prémote and sustain this kind of growth. He saw its
 “#potential in the cbmputéf. nindful of the dehumanizing
| elements so often ﬁssociated with this technology, he
concentrated on cfeating meaningful»relaﬁibnshibs betweenb
‘cn;id_and knowledge, child #hd self, child and teacher.
For Papert"Learning(and reality are inseparable.
Respectiné and inspiriting the personal nature of
'ueduéétional egperiehcé may dawn a cdﬁmunion_with nature and
a discovery of beauty otherwise lost‘in abstraction. He
" searched for'a.sétting which would énablé oﬂevﬁo’come.to
' know ankidea, much the'sameﬁway that one comeé to know a
ﬂoreigh language inoité country of origin, by iiying it.
Papert‘ﬁantedkto "humanize" learning by making possible more
personai, and 1ess‘alienating relatiohshipé with knoWledge.
- By éreating-the Loéo 1angua§e and epﬂodying it\in the :
TURTLE, he aspired for personally designed objeéfs to
emerge: ones the children wéﬁld consider to be uniquely .
their Qﬁn. Using the computer in this way would # .;
persbnalize,‘authenticate, bring forth joy and pride in -

striving to cultivate one's identity.



136

We eli haﬁ‘ thefcapecity to ;eern, however, where eanch
child is classified "as 'bundle of aptitudes" (Paper ;-
' 1980, p. 45), and where there is a "right way"T’E/;hZi;/;:;
come to view him or herself as~having limitations in this
.capacity. Perhaps‘itﬁw&s this perception of self tha v
contributed to the difficulties’in Reading alluded toihy
Saﬁantha. That is not tO?say that they lacked theﬂcapacity
’te read, rather that they‘were not acdﬁiring it in a |
personally, meaningful way. Making it possible.forechildren
to deliberately and consciously experience the kind of ’ .
blearnihg with which they are comfortable and familiar nay
cast aside these doubts and create in them‘ "a good feeling_f
about themselves".. fhis requires an openness to doing
things in elpersonal way, especially those which have in the
pas; instilled such‘personal doubts.
Papert (1980) envisions the oomputer not as an

instrument for "force-feeding indigestible material" (p

53), or for supplyihg knowledge in the form of processed
information bet rather, as a meahs of chailenging ohe éboet
one's own being.ﬂ_In'this.sense, ;reeing'oneselr from the
btyranny'of the superficfgi, pragmatic consideratiohs that
‘dictated past choices about what knowledge should be learned
and at what age”" (p. 52). | |

4 For. educators, perhaps the most fundamental

relationship that Papert explores is that of
student-teacher. At the heart of this relationship,
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" Dubos speaks of: the ne
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honcatyﬁ respect love and faith pulsate as one. The LOGQ

environment‘brings into being a relationship built on mutual

trust, sharing and exploring of ideas, fostering rich and

d:ep interactions/,it is a two-way street where children
iscover the teacher as 1earner and themselves as teachers.

This mutual interaction is not reserved. solely for the

st ent-teacher relationship, but has significance for the

7 w

peer group as well whereq it nurtures the special social need

d to belong to a collectivity and at

the same time maint ain bne's own individuality.

To_discover experie tially is an integral part of being;
human. Dialogue can fXourish only if'genuine excitement can
be shared and if the dis‘overy process is genuine. Synergy
of this kind cannot be programmed;'discoyery‘cannot be
calculated; invention cannot'be.schedulec. It is
spontaneous: Perhaps the most humanistic contribution of
the use of the computer will be the real intellectual
collaboration it’ can inspire. Pretense has no:place in such
a relationship; no,criteria»of true or;false, no cdréQ for
noor scores, no reinforcement of dissociated, depersonalized
leagning,'only a place fbr'growth.

| According to Papert, one of the most detrimental

‘obstacles to learning is discarding our intuitions when

observation or reason tell us otherwise.» LOGO“allows for
“\
the- externalizing of these intultions into a program, and in

the process of debugging think about the "error" in
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.different'ways. The emphasis is on the ways of thinking and.
not on the correctness‘of a completed product. An "error"
can stimulate insofar as it can encourage the ¢hild to

~ :;Beflect on the intuitive expectation. This oan heioxamined,
\j understood and changed, if so desired. n
Documented studies have yet to reveal the impact of-
Papert's vision of “humanistic" or "more humane" educational
computer related experiences. What can be ascertained
though is that it is not the ;computer per se or the loftware
that can alter the assumptions underlying our educatigdal
institutions: After all, as William Barrett (1986) so aotly
put it: ' ’ ‘

. The computer itself is a tool, a machine, that has been
- created-by the'\human mind. . . .the initial push in the
whole process must come from a human mind. . . .beyond
its sheer existence, in its most banal operations the
_ computer bears witness to the presence of mind (p. 41).

Whether there beﬂa "renaissance" of thinking about

h

education depends largely on the "choices made by educators,
ki

foundations, governments and private individuals" (pPapert, '

1980, p- 32) Only ve, as human beings can make

’ "humanistic" ché"‘ces. Ho.wever, -

When the logical achinery becomes embodied in an
actual physioal apparatus, the temptation becomes all
the greater toé let the machine do one's thinking for .
ohe (Barrett,V1986, P. d54) _

Perhaps LOGO's greatest\potential may be its ability to

create just .such an awareness. By deliberately learning

b

~
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adout how the computer thinks, that is, exercisipg
mechanical thinking, the iaafnar tan become more articulate
about what that kind of thinking is and is not. It is a way
~of knowing, one of many, characteristic of human
intelligence. Restrictive and narrowigg though it may be,
it°is anothef addition to our stock of mental tdols. To
choose fo exercise tﬁl temptation allgded to by Barrett, is
to live someona-elseug,raaliéy'and deny kqowing:‘ |

The gexture of Mindstorms saagests qhild as knower. To

- . . »
answer Aspect (b), it is necessary to not only look to see

{f that theme was reflected but the degree to which its
flavor }mbued'the imglementations. Words such as
"discover", ngatisfadtion", "choice", "meaningful", "share",
nexcited® and "fun" ha > imprinted the narrative pQge, with
meanings‘varying aécordlngly*with each 'représentative'.
Melanie appeared ca:ing,fconscientioué, efficient and
devoted to her ;ole. Honorable as those qualities may be
they do not pefleét Paﬁert's priorities. 'Her‘commitﬁeng to
extrinsically'prescribed goals cast aside Any genuine |
'choice' or 'discovéry'{ln the‘child—céntered'environment
:Papextvproposed. That is not to queétién her teaching
capabiiities‘but to consider hér in liéht-of LOGO
philosophy. Vv | N
Alfhough»Daphne'g children ;efeballowed to make
‘ éersonal choices and experimént as they wished, this was

unusual, and would not b& continued the following year.

=
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Even though some of Papert's priorities were present in the

lap, their influence was not enough t% disaffirm her past

everyday practices. - : \ {

In Jonathon's environment are the beginnings of
personal expression aimed at an ultimatewgoal, thinking.
Jonathon, felt that given the choice of how to reach a

~all

pre-determined goal, the child would be encouraged to think.

-—

' _Papert might argue that choice in this case is illusofy to
the extent that it may be personally meaningless and
therefore the activity could generate mechanical thinking
Even so, "the goal itself, as well as Jonathon's
problem-solving approach, are reflective of some of Papert's
priorities.

'Samantha's students experienced genuine‘aisccvery and
choice. The LOGO experience was built on a personal
readiness emanating fiom tne childfe culture. It cane about
with a lot of uneasiness on her part,-bdt.her respect for
their uniqueness,vand perception of learning taking place,

» eased that tension. VTogether with "just letting them go",
‘Samantha reflected a great many of Papert's priorities.

R

Hers was the only one where thestheme child as knower could

apply.

There appeared a sprinkling of Papert's priorities in
the implementations. ‘One might wonder, what would it take
for an authentic version of LOGO_to‘be nurtured in'the

schools of today? It is.true that we as educators may teach
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in a traditional system. It is also true that we are unique
human beings within that ;yqtem, with the capacity fo
.gaherate the "humanistic" qualities of which Papert speaks.
Jonﬁthon saw himsglf as autonomous, reaping his owh cultural

% (s
‘experiences within the confines of the classroem walls. He

transformed the learning environment to meet his own needs

ﬁy enjoying classical music as a wo: ing background and
occasionally b:inging his guitar t6 ass and singing with
his students. Inréssencé, Jonathon is a learner, in the -
Papgrtianifense, creating his own knowiédge”strucpures/
vexperiehcihg’LOGo culturally. Yet, he cannot.see to extend
" that autonomy, that personal iéarn%ng style to his own o

ésk what will it take for Jonathon

students. One ﬁight,now
to see thét capabilitY? ﬁerhaps we.have an intimation from
‘samantha. ‘Samantha was just beginnihg to see herself és
learner; beginning to see her children's quest for autonomy:
'bégihning to see aydifferent kind of learning. ‘Tpese
experiences did not come abéut harmoniously. Coexistent
with an inner struggle of frustration ang‘anxiety, she began
to pull away the curtains and find those deeper patterns
underlying her everyday world of the classroom. Samantha“
was beginningmto see herself; tp see her children as
autonomous. Although Jonathén seemed segyre in.his
aufonom?, he needed to pull away the cﬁfggins and throw

" light on his vision of the child. It would seem that a

unification of these eﬂéeriences wgpld realize . an authentic

-
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LOGO. Whether this can in fact occur in the avo:yday'world'
of the classroom culture, rests largely on the relationship
that we as educators will aharg with the systom; the choices
each individual teacher will make and the flexibility in
place to make those choices.

Papert speaks of a "redesigning"'of the system. How
does one begin anew? Building is fundamental to ﬁapart's
learning, a building which emanates from within and captures
péksonal qeaning in its growth. The humanistic potential is

already there for reflection, collaboration and the freedom

»

to make genuine choices ng in mind the individual

- cultures of our childre deny that fréedom may well
+ result in the LOGO<as-L become LOGO-as-PRESCFIBED:
"10GO curriculum guides replete with behavioural objectives,
LOGO wofkbooks, and LOGO multiple-choice %ests" “(Kelman,
1983, p. 7). | ' - \

Our system has in place a flexibility‘tor Alternative
Education Programs, some which may already‘feflect much of
P;%ert's philosophy. Given a similar flegibility to an
individual educator, berhgps a "true computer literacy" can

come about.

True computer literacy is not just knowing how to make
use of computers and computational ideas. It is \
knowinhg when it is appropriate to do so (Papert, 198
p. .155). o

e

) ; TN
To acknowledge that Papert is overly pessimistic in his

views of an au;hentiCFVersion of LOGO reaching today's
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-schools, is to perhaps deny the existence of those

-"humanistic" qualities or to underestimate their potential
for fruition. What this study showed was the possibility

for that fruition. There was evidence of a sprinkling of
,Papert's priorities, a beginning reconceptualization of the 8
teacher role and*teacher-student relationship intimating a
promising next year.. Given the oppontunity, encouragement
and support to interpret and implement LdGo in theirfown

way, it is possible for‘an educator’in a French ImmerSLOn

| context, within this traditional system to reflect Papert's
priorities. This bi- lingual context is Aspect (c) to be

addressed next. i‘.' A o '/

Aspect (c), brings into focus Papert's analogy of |
learning LOGO the same way as learning to speak French 1n
France' by living it. since bothuare languages he’ @'i
envisioned learning to speak LOGO in much the same way as
}earning to speak French. This suggested an intriguing
proposition' If French Immersion Programs, intended to
immerse the child and give a senSe of learning the language
in a personally meaningful way, as if living it, then 'LOGO

‘¢

might be interpreted and 1mp1emented in much the same way. ﬁy

It was this insight that Aspect (c), oons A BI- -LINGUAL '

CON&nYT AFFECT THE .LOGO IMPLEMENTATION IN ANY WAY, hoped to

ain.,v T o : o . 7
gain.. a

f one has ‘never lived in a foreign oountry Wd
\
acquired\the language of that country by living it it may
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be somewhat difficult to culturally relate to Papert'
statement / My personal experiences with getting to know a
language i

h a way are limited, but Ircan»draw on one.
, Many ygars ago, I studied in Salzburg, Austria. Among my
- man cultural ereriences was 1earning the language,
Austrian, not German as the Austrians were quick to point
out., Armed with dictionary 4nd map my friends and I
struggled ‘through, capturing the language as we needed it to

explore, to communicateb'to learn, to eat, to buy, to

-~

survive. We depended on each other and shared a

t
1

relationship built on trust and respect. Most intriguing

i"

| was finding our way backﬁto the university at the end of the

g

day to share those exper@ences, in Austrian I might add. It

was something we welcomed and enjoyed. My interpretation ot

what Fapert means whe he refers to learning to "speak" LOGO

ean‘to 1earn it in a personallm meaningful way,y
determining one's “OwWn readiness as it becomes part of one's

livé§*Wbrld For LOGO to become part's of a child's lived

world means that the child would have to determine his or'

her own goals and evaluate his or her own readiness. ‘In
) : &

*‘ther-words, the “LOGO experience would be intrinsically

‘motivated imputed with personal conviction.
| L'Academie Ste. Marie provided a bi-lingual context for
anglophone children coming from a cultural background where
at least one.parent spoke French. Parental support was
S welcomed,.mostly in-volunteer'servises_to help create any

. kY . W e
Ad P R (s i . L e Re

-~ S
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environment conducive to living the language, often
celehrating French festivals and events. |

In‘this study,iSamanth:'s children came to closely .
resemble that kind of lived LOGO experience. One might
'exnect:that living the French language in the classroom_
.context, would inspire one to live Loéo in the same way.
';That was not the case in the other implementations. Even
though three of the 'representatives' spoke predominantly
French with their .children during lab sessions, only one
made it possible for her children to live LOGO in thel
Papertian sense. A | ‘

Of course, I have no way of knowing how representative
h'ACademie Ste.,Marie vas as a French Immersion School, and
how lived.the FrenCh languagekwas-within those’environs.
Also, the tegchers may not have perceived LOGO to be a ’
language. To answer Aspect (c) I would have to say that
within the confines of this study, it would bezfifficult to
say whether the bi-lingual context affected the LOGO -

' implementation, since 3ven if the 'representatives' were —

living the French languageuin the Papertian sense, but were

not aware of LOGO as language, then they would not have

interpreted it as such. -
. ?l}% '9 ‘F‘%drw

.
b

Eafh 'representative' interpreted LOGO resonant w1th

the texture of his or her own web of significanceu-
/ . R I



&

»

g

146
Helanie‘looked for direction to an.extrinsic source.
Unable to find it, she concluded ‘that LOGO did not satisfy
the Grade-l needs. Papert's priorities were not in evidence

2

as she communicated knowledge to;her children, in the role

‘of .communicator, and thev reciprocated by fulfilling her

expectations, inythe role of child as passive recipient of ,
N . M a'"'__: 9 i, ," ) . L " .
knowledge. P

: DR RN S
Daphne looked forvdiréction to an extrinsic source as

well, and when none wvas available, she‘created her own. As

. she communicated7knowledge to her children, she aspiredfto

motivate them by’ making activities fun.- Although some of

Papert’'s priorities vere in evidence in the lab, they would {dw5

' not be the following year. Since Daphne would create her “ ‘

own»structure'for the next year and encourage her‘children
as motivated ﬂecipients of knowledge to exercise it,. this
would not reflect Papert's priorities.' s '

As the ultimate authority in the classroom, Jonathon
made all the decisions about. objectives and problems to be

solved With his rgle as catalyst and the ‘child perceived

.as problem-solver, he encouraged choice which he felt would

encourage thinking.. Experiencing himself in an autonomous
role,'acknowledging to some degree student choice towvards
his ultimate goal thinking, there appeared the beginnings
of Papert's priorities.

Samantha experienced considerable frustration and

anxiety. This was.largelyzdue to her desire to let the
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children go on their own with LOGO being challenged by her
everyday practices in the classroom.\ This agitation
culminated in an image of herself as learner, not only
. teacher, anddin respecting her children's capability to
'direct their own learning. By leaving them in charge of
,building their own knowledge, she saw the child as knower
She reflected many of Papert's priorities as she nurtured a
child-centered environment.

It’Wes?difficult to determine whether a bi-lingual
context affected the implementation.: This could have been
due to insufficient knowledge on how the school culture
nourished the Frenchﬁlanguage as lived as well as whether

T e

the 'representatives' intétpreted LOGO as a language at all.

:
&
i

& i
b

If educationhwere ﬁ%“be humanized as Papert advocates,
then teachers would hav? to come to know themselves, and the
humanistic qualities of the teacher-studeet relationship
would have to ‘extend to ‘the ‘teacher-system one as well, ”
Teachers yould have to_come to know their'children,.and the
system‘would have to come to know,its teachers,' Jonathon
;‘may well have been right when he said, ﬁThe teachers will
make the difference It's-how they will use'it" but only
partially right, in that they will need the_ support. to make
those decisions about how to use it. The . process appears
'long and arduous, but for all its good intentlons, unless
LOGO can find an environment supportive of its philosophy,.

it cannot thrive. Kelman (1983) suppOrts this when he says:
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The threat of 1L0GO standardization. . . presents to
educators a challenge of significant proportions, it
the hopes and dreams of LOGO's founders are to be
:eali;ad (p. 7).
~ By its very nature LOGO puts control in the hands of
its users. Its inherent heuristics idealize individuality
and a child-centered learning environment. . Emergent themes

unearthed perceptions of teacher role as well as that of the

child;, These were the undérpinnings of .the iﬁterpretations

‘the_teachersvhade as they implemeﬁtgd LOGO." If these

underpinninés are not resonant with those of LOGO, then
Papert's priorities will not be reflected and LOGO will
either be cast aéide or adapted'into'thg'everyday world of

the classroom.



CHAPTER FIVE o

| REFLECTIONS
The pervasive computer is an everyday reality. It

toﬁches us all td,some extent: be i£ in our pbcketbook of in {
our concerns for the children of tomorrow and the world they
will create. The computer preshnée'hgs impacted our lives
with a vigor with which we are stili'trying to cope, much"
less understand. In a relatively short time it has quickly ri
joined the ranks of another taken-for‘qranted in our
everyday lives. Perhaps for tﬁé balancing act of guf~" gw»
| bocketbook this taken-fér-gra;tednéss is‘somethin;‘Le can |
dismiss lightly, but whaﬁ about our children Wh;-have found
themselves in the midst of this iavasion?

ﬂwé as educators share the everyday worlds of those ngy
children. Our influence qn.their daily lives can only be
.understated.. Maybejit.cannof always be evaluaﬁed as -
» tacitness nonetheless permeaﬁes their

'Succéssful, but its(
very béingé. dur ontological and epiétemologiqal
assumptions are the Very undérpihpings 6f the educatiohal‘
practices which we éctuate, and %pich ultimately influence
‘the childfen's'perceptionS'of themselves and their world.
wé_trﬁnsmit values through unspoken meéséges such as seating
-arrangeménts, age éegregation,'teacher authority, textbooks,
chiriculum and so on, which shape attitudes and outléoks.

‘Education can encompass the COmputér presence as another

149
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tool for getting through the curriculum or, as Papert
contends, compﬁters "may affect the way people think and
learn. . . .night enhance thinking and change the patterns
of access to knowledge" (Papert, 1980 p. 3). Whichever’ |
perspective we‘choose, thete is need for documenped studies.

"LOGO will celebrate its twenty first birthday this
year, yet in educational circles it is still in its infancy
LOGO advocates have spanned radical to traditional
implemgntations inciting controversy, with most educators
struggling somevhere in between.‘ Fueling the issue_is
critique precipitated by those whose conCerns profile“the
potential dehumanization of man by machine. As‘an item
sparking a lot.of interest in education today, it has
kindled the onslaught of bigger and better versions.in the
software-hardware quest for a_greater'slice.of the school'l
.pie. . Meanwhile some;éﬁgcatorsiare'plagued with feelings of
‘discomfort,‘fear; lack'of knowleddge and an.unwillingnessito,
.-use‘LOGohwith their children. It is these concerns that
poSebthe biggest hurdles if LOGO is to reach its full-
potential as the powerful.leafning‘tool that its‘developers
entisioned it to be. J

Tc date little research has“been done concerning sucn
aspects of teachers' involvement. Most have‘dealt with

implementation strategies and on the selection of software

for corresponding hardware. ' o €§¢'
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.Educational ﬂournals and magazines abound in reports,
primarily anecdotal in nature, from teaohers and or
administratore, kindergarten to university level, as to how
10G0 is being-used in, and under what conditions. However,
very little research has been done to document LOGO i
implementation with the focus being on teacher
interpretation of 10GO, their selected approaches to using.
'IOGO,'and their methodology in inplementing it in classrooms
of today's‘schools. The purpose of this study was to focus
on an area relatively untouched in past studies: How four
_teachers in a French Immersion ElementaryiSchool interpreted
and imﬁlemented LOGO‘without an‘accompanying curriculum or
\other guidelines. | |

" Four major LOGO research projects, as listed by Daniel
Watt (1982) concerned LOGO implementation; each in a
different type of school with different emphases and
structures;-the Edinburgh LOGO Project, Brookline LOGO
Project, Lamplighter‘Project.and Conputers in Schools
Project. Each of these research projeots were setitp tou
prove or illustrate the feasibility of a preconceived idea
of how LOGO could (or should) be used : |

One of the earliest studies using the LOGO programming
language was the Edinburgh, throudh-the Department of
Artificial-Intelligenoe (Howe, O'Shea andaPlane=1979). This
was a structured experiment in whichfthe erploratory‘and
.self-directed aspects of 1LOGO were kept at‘a minimum. The

\
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focus was the development of mathematical skills and
acQuiring(matnemetical concepts. For this study eleven-year
" old boys‘from a localigchool came to the University' '7‘
laboratory ror an hour a week throughout the school year.
The results of the study were "not very dramatic from the
aspect of subject nastery, tne main difference noted being
that the experinental_LOGo éroup was more willing to argue
sensibly spout methenaticel issues and to explain their
mathematical difficulties clearly" (Watt, lQSéY.

The - Brookline LOGO Project in Brookline, Mass. involved
a group df 50" sixth grade qtudents who were placed in a
computer laboratory in the. school 16 of them being selected
for intensive study (Papert watt, diSessa and Weir 1979).
This cross-sectional group was monitored closely as they
employed. In contrast to the highly=-structured Edinburgh
study, this program followed Papert's philosophy of "child
programming the computer" and not vice-versa. This was
hardly surprising since Papert was one of the orgenizers'of
this study._ The results of this study were very dramatic in
the affective domain but it was not poSsible to provide
"hard q;ta"’in:the area of objectiye test results, as tests
to measure LOGo-usingvability have not yet been devised.

Computers in the Schools‘Project'implementeo in 1980
and continuing into 1983, in New York, had a philosophical

~basis similar to that of the Brookline Project. This

[
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q .
project involved students from grades two to nine, and

emphasizeﬁ the -ociei‘end ihteractive development that
working with LOGO produced in students, rether that
iuprovements in mathematical achievement and gains in-the
cognitive domain. . » =(

In 1978 an extensive studyfof LOGO usage was conducted
at the Lamplighter School in Dallas,, Texas (Overall, 1981)
‘This study established by the M.I.T. LOGO group, involved
all the students and teachers in this private elementary
school. For a year, the staff was tgeined.in the usage of .
the LOGO language. LOGO was then introduced to‘t;e children
who rahged from three yegar-old preschoolers to grade four:
stﬁcents. .The results.of tis studyAindicated that LOGO
usage aided ip individualiia@ion, pfomoted improvement in an
individual's seif-concept and peer relationships, aided in
the ability to commupicete; and helped students see the |
- worth of themselves and of their classmates in new and
different ways (Overall, 1981). | | .

All of the above studies had been carried out with a
predetermined focus which they wished to prcve or
illustrate. This research study documented what actually
3 happehed whenlteachers intérpreted7LOGo for themselves and
decided on their own approaches to use to implement it with
their ciasses. Mollie watt (1982) stresses the great need
that exists for all 1LOGO teachers to share their emerging

curricula ‘and approaches. She stresses that this will
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enhance the collective understanding and pgovide more models
abgzt the way students caﬂ work within a LOGO environment.
All this points to fhe need :of further rcseafch intof
the area of teacher Iﬁpleméntation of Loqo., The rationale
for this study pﬁrhaps best lies in t?(s quote ffqm“q’osepﬁﬁ‘;’i5

M. Scandura (1983). ' i

’PerhaszEhe greatest limitation of the LOGO movement is
that its effects remain undocumented, despite millions
of dollars spent to support its development (p. 16).

. . . 3 L ' >
This study endeavoyred to diminish this limitation.

Since this stu searched for an individual

interprétatidn(\it was n ary to find a genre of research
9g§§itiye to capturing the everydéy lives of the memberé.

An ethnographic.approach was c?osen as the vehicle to enter
the éveryday worlds of those ‘representatives','as they
called themselves.. Ethnographic toois such as participant

obsepvation,,interviews and documents were used to uncover

‘the underlying pedagogical stances which influenced the

interpretation and subsequent implementation.
These pedagogical stances were then related to Papert's
philosophy as outlined in his book Mindstorms. Since the

study was dodumented in a French Immersion School, Papert's

“analogy of ledrning to speak LOGO much the same way as C/\\

learning to speék French in France was briefly explored.
Data was colYected in a lab every Tuesday and Friday

morﬁihg over & period of fourteen weeks, extending the
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\communication strateéy for familiarizing the teachere*uith

motivate and‘sustain;their interest.

155,

months of January to April. After this time, frecuent
visits were made to the school to conduct in-depth
interviews and an overall evaluative session wit% the group
of 'representatives'. The data was then presented as: four ‘ P
narratives and interpreted within- the three aepecte of the
reeearch queetion@ : . v . (
None of the $eachers' preconceptions about LOGO and the
o
LOGO were actualized.
.The most voiced grievance was the lack of "goals",
"curriculum" or "direction" especiallykfor M?lanie and
Daphne at the Grade 1 and 2 levels. Jonathon in Grade 4,
used resources I had made available to him to select

problems for his children to solve, and Samantha in Grade 3

allowed her children to found their own goals “and hopefully "

fulfill some of those on the Mathematics curriculum.

next grade level.
th

Melanie s children paSSivelylrece#Ve
that knowledge as they attentively completed tlfei

activities.

.- .}f?*‘-":‘-

Daphne wanted .her children to enjoy comin&dto;‘%s hool
¥
and to that end she endeavoured to create fun;3éﬁﬁVit1es to "

B
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kngwer encompasses the humanistic qualities that Papert

LX) ¢
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knowledge as wel}, but her cw}ldren became motivated
recipieﬁﬁs/of that knowledge. ’

Jonatﬁon had one'qoelz to teach them how to think. To
realize that goal, pe devised problems for them to solve.
Although each problem had the same solution, the means pf
getting that’ solution varied from child to child. By
creating a situation where each child could realize his or

her own way, he hoped for them to find success. Here the

‘ghild was problem-solver end Jonathon, the catelyet.

Samantha's inner st}ﬁggle reverberated throughout the
efudy. The IOGO experiehce cballengad her very role and
relationship wit; her children. It brought to the fore much
of the takedn-for-grantednessa in her everyday‘world of th‘
classroom. While comﬁunicatlng\knowledge to %er children,

she also learned from them and aspired to create in them'a

! )

love for learning. Where a child must search within to .
found that love, he or she ;;peiiences a personal way of 4
Enowing, rooted in one's own experiences or culture. It is
in this“sense that Samantha's perception of child was as
knower.

Papert's priorities .exemplify a "humanistic" education,
one rooted in one's pereonal experience His pessimism
about an ahtﬁentic version of LOGO reaching today's scheols
is grounded in the lack of chi}dren participation in their

own’ eddcation. 1In his book Mindstorms, fhe gheme, child}a

{
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attests to be absent from the education system of today.
s %

" This study hoped to - gain some insight into these qualities,~5'

.. or priorities and‘see if and how they were reflected in the

four impleme%tations of this study.

Although the theme of childeas knower can be’ applied to:

the environment»Samantha created for her children, sd&e of

| Papert's priorities were evidenced in Jonathon s enviroﬁmentf
as well“ His ultimate goal was. to teach his students how to
l‘;-think and learn for themselves. Even though "choice"‘may be "

overshadowed with illusion, he did nonetheless address that )

-capacity., Papert's priorities were feﬁrected in Daphne's
- environment to the extent that she cared about her‘
lilé&}ldren s feelings a great deal and practiced fairness [n
i,throughout. She,shOWed a genuine interest in their
_‘discoveries, however secondary they may have been B o
N Although the‘environment Melanie created for her .
Qstudents in=the lab’ did not reflect Papert' priorities,(
h.that does not question or cast judgement on her profeSSLOnal
‘tabilities, ér humanistic qualities, it is just to consider
ithat enviro t within the framework of those priorities
This sigdy found Papert's priorities present in: the
! so-called trad tional system. Whether they'continue to j
‘develop/éull' epend on the teachers getting to know S

tpemselves andjtheir children much the way Papert advocates~

language.k That will depend on the \

%tgegting teﬁﬁnow

' relati nship that idividual teachers will: have w1th that

S 5

//*
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.‘system and hovw that system reflects those same "humanistic"

It is not the computer per se or the'software, L?GO in B
this case, that can change underlying epistemological and
ntologicai assumptions. It will be the genuine choices
thathﬁe as educators will be able to realize as we continue

_ to spin our web of significance.
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