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,ABSTRACTi | ) f

chi]d‘s readipg" expefience. To this end the study undertoofka mu t"-

tiered approagh whereby thevstance systemat1ca11y sh1fted from a 'lv
': predomwnant]y theoretic or themat:c or1entation (chapters II IiI,'IV) e
towards -an 1ncreas1na1y concretehor'phenomenolog1ca1 perspect1ve of -
mora] growth in the read1ng exper1ence (chapters Vv, VI). |
Consequent]y, the 1nvest1gat1on started out with an attempt to deve]op‘
analyt1c mode]s wh1ch were ca11ed c]ue structures" (chapter III)#
des1gned to funct1on as 1nterpret1ve dev1ces 1n the task of under--
, i standlng the, potent1a1 value of a p1ece of ch11dren s literature fOr f
| prov1ddng the ch11d w1th mora] growth exper1ences The speo1a11y
des1gned clue structures were validated by demonstrating how 1t is.
. 1ndeed poSs1ble to se]ect and‘understand the potent1a1 read1ng exper1¥
© ence of a storylon_the bas1s of a partncu]ar kind of mora] growth
"experience‘(chanter fV’ It was argued however, that any conceptua]
—~ approach ‘to the understand1ng of a read1ng exper1ence of a moral kind
: necessar11y glosses over the very question of what suqh mora] orowth e
exper1ence consnsts-of In order to deepen out the s1gn1f1cance of
thts question, one of the mora] growth mode1s (the mora1 emot1ona1
approach) was se]ected in order to. investigate what 1t means to ask
\ the quest1on of the”emp1r1ca17and phenomeno]og1ca1.nature of the mora]
) emotional experience (chapter V). The writings of.SCheIer were found
' especia1i}:he1ofu1“to Search;for the phenomeno1ogica1_or 1ived‘roots

of the exper1ence wh1ch we ca]] moral emot1ona1 It became clear,



howéver, that the 1nvest1gation 1nto the 1ived aspects of the mora]
:emot1ona1 experience yields 1nterpret1ve clues which are more narrative
than conceptual and thus less easily su1ted for f1tt1ng 1nto a k1nd of
'schematic interpretive model of the ear11er developed clue structures
Fina]]y, the study moved towards a focus which was ev more concrete
by deve]oping a "theoret1ca?" perspect1ve wh1ch posed that we can only
acquire-a c]oser understanding of ‘the 11ved d1mens1on of the mora1
'emotiona1 quality of the child's read)hg experience by attending to
the~c1ues‘COntained in the 1gngdage by way. of which children give
accounts of their readingtexperience (chapter VI). Subseqcent1y, two .
111ustrat1ve examples were prov1ded whlch a1med atvexp1or1ng the
phenomenolog1ca1 1mp11cat1ons of this perspect1ve These exploratjons
(one_of the reading exper1ences debr1efed 1n,group discussicns'and the .
" other of the read1ng exper1ence of a single 0h11d) Were'offered as
examples of a mundane (or “world]y") form of theor1z1ng which may

Fprovide more. phenomeno10g1ca1/c1ues as to the 11ved qua11ty of a mora1

emot1ona1 read1ng ekper1ence
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p Chapter |

. STATEMENT OF THE PROBLEM AND ITS SIGNIFICANCE

Introduction and Background

o

Children grow morally as theyﬂhave‘moral'exoeriences. And
although the teacher may have little influence over the kinds of real
1ife experiences the child undergoes, he or she can play a s;gnificant
role in the kinds of literary experiences the thild may encounter.

In particular, 1iterary material is eminently suited to induce .the
‘chfld into experiences of a moral nature. Naturally, vicarious
experiences gained throughiliterature are not of the‘same modality as
ordinary life experiences, yet sﬁch vicarious experienceﬁ may have a
powerful potential for::;tributing to the child's maturation and
growth. There is.no authoritative prescripgion for books that ﬁatch
children's emotional drives, contribute to their deve]opmentaf
potentials, or to their empaphic betterment. Such aspects of life,
However, are often an intrinsic part of 1iterature‘discovered by a
student on his own, or slowly revealed to him by a sensitfve:teachér.
Charies Kinbs]ey puts it well when he says, "Except a living man there
is nothing more wonderful than a book! A message to us from human
souls we nevg} saw. And yet thése arouse us, terrify us, teach us,
comfort us, open their hearts as RQrothers."”

Consequential learning in a deep moral emotional sense

-possibly cannot be measured in the same straishtforward and direct
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‘~'mannertas the Tangoége items of a vocabulary er sbe]]ino‘test. And
yet it is exqptlyfthis more profoond 1earntng that poses.the.‘

fascinating quest{ons of the rélationships between language de;eloo-~

ment and the language content of relevant . 11terary }exts Paol‘Ha%erd

1n h1s book Books Children and Men talks about qo ‘books. One

cond1t1on he: po1hts to is. that books that are good shou]d conta1n

“profound mora11ty

. Not the k1nd\9f_mora11ty which cons1sts in be11ev1ng oneself a
- - "hero because one has given two cents to a poor man, or which
names as characteristics the faults peculiar to one era, or one
nation, here snivelling pity, there a°pietism that knows nothing
of chardty; somewhere else a m1dd1e class hypocrisy. Not the
~kind of morality that asks for no deeply felt consent, for no
‘pérsonal effort, and which is nothing but a rule “imposed willy-
nilly by the strongest. [ like books that set 1n action truths
worthy of lasting forever and. of . inspiring one's whole Jnner
life; those demonstrating that an unselfish and faithful love
a]ways ends by findings its reward, be #t only in oneself; how
ugly and low are envy, jealousy and greed; how.people who utter
~only slander«and 1ies end by coughing up-vipers and toads "
whenever they speak. In short, I like books that have the
integrity to perpetuate their own fa1th in truth and Just1ce
- (1944, pp. 44- 45)

It is both puzz]ing and>fascinating, tor example, to teflect,on the
.question of'whdt it is'abOUt the-1an§uage of'a fairy tale by Oscar
; Wilde, H C. Andersen, or the 1anguage of the great fairy tales
"coilected by the Grimm brothers which tend to provide ch11dren with
tru]y cathart1c 1anguage experjences,\wh11e so many other ‘and more
modern stories'contained in the ]anouage arts curriculum lack such
‘profund1ty and depth |

Ch1]dren read in school for many reasons Generally, students
are asked toenehd to improve the1r dedod1ng, word study, and COmpre-
hens1on skw]]s, to Tearn know]edge, 1nformat1on, and sk1115 in other

.o

.content areas, and for re]axatton and enJoyment Rather than

For



treat1ng read1ng for its own sake—and of considerable 1mportance for
'the ch11d in his growth toward maturxty——11terature tends to become

a fitl- 1n'tvme between more substantial subjects. But of course,.
reading should be more than that. For the punpose of this stddy, 1
wil]lfooos on the third type of reading that children do, or ought
to do”dai]y'in%schoo] (and at home for that matter): the socalled

. \ .
or "teacher reading story time."

"free reading,? “library reading,
:The reading process associated with'theAdeve1opnent.of reading ski]1s,
fvor with the learning'of other sobject matter is not a major eonsidera-
tion for the purpose of the present study. ~Charlotte Huck writes
persuaSive1y that "The province of 1iteratUre is the human condition;
Tife with a]] its fee11ngs, thoughts and 1ns1ghts Lo (197é~ p. 4)

A spec1a1 t1me for the ch11d to read stories in school 15 time for the
ch11d to deepen his understanding of himself and his world. It is .
'th1s deepened understand1ng with its moral qua11t1es ‘and 1mp11cat1ons
 that is the top1c for this study.

Educators have been interested in moral educat1on since the time

oF Plato's- The Republic and even before. Moreover the interest w1th1n

educat1on in moral growth has b]ossomed dur1ng the last few decades

As- a result, mora] growth is subject to many 1nterpretat1ons Th1s
study is, however, 11m1ted to the four broad approaches to mora1‘growth;
The apbproaches were chosen}because they are theoretically distinct and
-because they'have a]ready been experimented with 1n the c1a$sroom (see
Chapter II). Their differences in orientation and scope are broad enough

“to analyze the 1anguage of most books that can be seen to contain a

-~ moral growth component. The four se]ectéd.approaches are (1) the
. - i)



values c]ar1f1cat1on approach, (2) the rational approach to values
educat1on, 3) the cogn1t1ve deve]opmentm[napproach, and (4) the mora1
emotionai approach. The intent of this sty is not to discuss and
critique 1h great depth any‘of theﬁabove approaches; Through revieWing
the under1y1ng assumptions and main 1deas of each approach hopefu]]y ‘
i{some conc]us1ons may be drawn about the. prov1s1ons for moral growth in
Acledren S 11terature A schematic compar1$on of the four bas1c

approaches in mora]égzg value education has been included in Chapter II

- Ry

~.

Purpose of the Study

&

The purpose: of the study is to 1nvest1gate how selected
ch11dren S books may provide for opportunities of moral growth in the

ch11dA$ lived read1ng experience.
The Problem

.Prob]em statement: How can children's literature be analyzed
in, the way that it may provide for moraf growth in the child's reading,

experience?..

Subproblems

"The following subprob]ems haye been formulated in such a way
that the above general prob1em statement is addressed.through the

[

pursuit of the subproblems ‘Each sobproblem is puréued in-a’separaceé.
chapter » ’ »

.];, what'ahalytic device (c1ue'structure) can be ucilized to
examinerchildreh's Titerature forvitslprovision for moral growth

experiences?. -



. . ‘\\_w -
2. What kinds of theories .of moral\-growth can be isolated for

. ana]yeﬁs and héw"are these theoriesvapp1ied to the school curriculum?
3. What would an app11cat1on (i.e., ana1ysxs) of the clue -
structure to some selecfed children' s books | 100k Tike?
4. How can the idea gf c1ue structhre be refined in such a
way that it perm1ts a deepened ana]ys1s of a certa1n read1ng experlence‘
prov1ded by se]ected bodks, such that the ana]ys1s deve]ops 1ns1ghts

beyond the conf1nes of the method of more conventional qontent ana1ys1sf

' ~techn1ques? (Th1s question will be pursued at the hand of a selected

- fairy tale focuss1ng on one theory of moral growth: .the moral
emotionai approach.) - " A

5. How do_chi]dfen,»while‘dehriefihg‘their experiences,of
- reading a story, provide‘clues about the persohel nature of the,1ived
- reading experienceiin the very way that they speak about the moral
character of'the content of the stdry? '

6. Nhat isgthevlived'reading experiehce Tike for a young

'child who reads a story to himself? And how can the Chi1d'5'1anguage'

(talk) be seen as a source for more clues regarding the tacit natur
of personal knowledge as the child is_invo]ved in a reading expe;)ente

of a moral kind? /

Limitations of the Study

The»empiricaT,question'cencérning the extent that'chi]dren@s
literature provides for moral growth will not be pursued. Instead,
the emphasis of this study is on the,"proyisioh for" aspect of

curriculum.



Moral growth isdettnedbroadTy..subsum{ngvse1ected aoproachestﬁf
to moral and values education as found in th‘>literature. _ |
" The children's 11terature referred to in th1s study w111 be
restricted to include four books that seen to conta1n a mora] -
growth component. Natura]]y this is . largely an 1nterpret1ve qoestion.
"Good" books are selected partly on the bas1s of my own teach1ng
‘exper1ence regarding the appea] they hold for ch11dren 1n the upper .

elementary years,. grades four five and six.

Definition of Terms

“Provision for 1earn1ng" is a phrase wh1ch refers to any p1ece“

of curr1cu1um that as a result of 1ts man1fest (rather than its
'1nstruct1ona] potent1a1) content form, presenta on, ishlfkeiy‘or
has the potential to- 1ead to certa1n k1nds of 1éarnlno For EXamp]e,
a g]obe out]1n1ng the physical features of the earth has e probis{on
-for 1earn1ng that the earth 1s spher1ca1 that there are certain\\g

—

‘d1str1but1ons of bod1es of water ‘masses of 1and and so on. (Ore
might argue that the g]obe can :e 1nstruct1ona11y 51gn1f1cant for
*many other potent1a1 uses——such as 1earn1ng the nature of seasons,
weather, etc.) : -
The term "gglglj’is'not befng used 1nystrictsphi1osophica1‘
terms.f It refers here to ‘any exoerience that a child may have‘when he
is confronted with 1deas,\jee11ngs, and quest1ons 1nv01v1ng good |
versus bad or r1ght Versus wrong. Inc]uded are modes of exper1enc1ng

wh1ch are rat1ona1 and de11berat1ve, in 11ne w1th normal mora]

Just1f1cat1ons, as well as more spontaneous precogn1t1ve exper1ences---

!

- RN
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~(which are more 11ke moods, tee]ings'and emotions). - S
The term ' grgwthﬁ is used rather than "deve]opment" since 1ta
is assumed that some experiences wh1ch may Qﬁ:e a transform1ng qua11ty
,w1thﬁrespect to a person's moral ‘character are not step-wise or stage- ’
"wise developments but ought‘to.he tnterpretediin the context of‘a
child's ongoing though nothecessarily continuous process of maturation.

The term "phenomeno]ogy' is used to des1gnate the study of

1ivedgexperience The term is d1scussed further in Chapter VI

e

_ApQroach'of the étudx
_ ;
~ - | 1n.order to investigate'the problem andnsubprob1ems posed, fhevf
usual research designgcontaining a sample and instrumentattonrdevicesV_
' was.considered,inappropriate. It is'not my intention to explore moraT
" growth in an empirica1-anatwtic'or'nOmothettc frame In ‘other words,
the aim of this study is not to- ga1n a causa], corre1at1ona1 grasp of
_mora1 growth as a dependent var1ab1e 1n human behav1or and ch11d |
) deveIopment nor to f1nd predtct1ve and exp1anatory measures wh1ch
eventually wouTa claim to br1ng mora] growth ‘under the effective
]1nf1uence of read1na or 1anguage arts educators. Rather the focus
,of this study i's on the curr1cu1um aspect of the "prov1s1on for"
'opportun1t1es of moral growth exper1ences as found 1n the way that
‘certa1n books may present themse]ves to the reader Knowledge that
exp1ores the s1gn1f]cance of mora] growth from a more phenomenolog1ca1
frame aims to deepen out the persona] mean1ng aspeots, the verstehende

‘(D11they, 1976) or the ex1stent1a] structure of th1s k1nd of read1ng

experience." The_approach-of th1s study will be determined by the



e

clue structures as they have heen develope conceptua11y end struc-

*turally into four types In subsequentvcha ters the idea of clue

‘ structure is. 1nterpreted 1ncreasing1y phenomenolog1ca11y SO that the
'1nterpret1ve analysis also requ1res a more phehomeno]og1ca1
methodology.. ' - ' <i .

| In order to be ab]e to assess whether any part1cu1ar ch11dren s

book- ref]ects a ‘philosophy that is in ]1ne with a moral growth or a
value theory, such as the moral deve]opmenta], the values clar1f1cat1on,

ﬁthe moha](emotiona],'or'the“ratione1-approach, a'cTUevstructUre |
cou]d‘be developed. By a cTue‘sthuctune‘iS'meant an°ahe1ytic deyice’

" “that can be usedﬁto‘interpret or analyze a literary text for thebway_

‘in which it -provides for opporthnities'of moral growth. The clue

~.structure may he1p'to 1denti%y what COncepts and concerns should be .
dealt with in quest1ons and d1scuss1ons Eventua]]y the clue struc-
tures wou1d need to be e1aborated in such a manner that the 1nterpreta;
xt1on process wou]d permit corroborat1ve cr1t1que (which is not the

. same as inter-=judge and 1ntra Judge re11ab111ty) In other words,
 "friend1y.reeding" by a third person should be able, on the basis of

. the cloe structuhes, to corhoborate‘the correctness of a particolar

1nterpretat1on made, 1nc1ud1ng the educational consequences which .

"fo1low from such 1nterpretat1on

; From a pedagog1c point of v1ew the kinds of experiences and

:ectjv1t1es that the child has in schoo1 should he]p him grow. toward

o,

_ mature » emancipatory personhood‘ The idea of’c]ue structure is a way
for the teacher of seek1ng 1nterpret1ve access to the poss1b1e forms

.of persona] know1ng in‘a ch1Ld s life through concrete situation-



analysis and the enalySis of curriculum materials (e.g., children's
lTiterature). The cdncept’of clue struCtJre may bé,extended‘to include
what a great.person,in a particular field of personal development
(e.g., moral growth) exemplifies. For example, the philosopher
Socrates (his "know thyself") might represent aspects of the !a1ues
clarifying form of life; Bertrand Russell could be the edifying
examp]e of the ratioha]—nbra1'man; the great author Jean Geﬁet‘might
be seen uas the mora] deve]opmenta] 1dea1, and Martin Buber could’
offer the ideal exemp11fy1ng 11fe of moral emotional matur1ty
‘Int1mate and edifying understand1ngs of the 1ives of “great“ men and
women tsra>kind of 1ndwe11ing. The teacher who contemplates. and. |
ref1eets on the biogrephies of exemp]ar} lives of great individuals
has access toa kind ef know1ng which transcends the vulgar and
flattened exper1ence of decision mak1ng as encountered in current
and trad1t1ona1 forms of dec1s1on making, where curr1cu1um act1v1t1es,
.are approached in a mMore emp1r1c1st{ means-ends, instrumental attitude.
Only g_begihhing has been made in.this study»to develop the

idea of oriehting e1ue structure in the interpretive process of

- curriculum work. The chal]enge is to describe the idea of.orientfng

t. clue structure in sueh a way so as not to s]iae back 1nto an

instrementalist"formu]atten of a"bositjviétic‘”too]" for content
ana1ysis,linterection.ana1y§is; or other more'systems oriented
not1ons Inquiry into prob]ems of curr1cu1um interpretation should
rema1n respons1ve to the tacit, unspec1f1ab1e persona],I and transcen-

denta] character of knowledge as being.



10
In sum then it should be clear that the approach of this study
involves a Variety of processes such as'conceptua]izaﬂ‘on (of the
idea of clue structure), interpretation (of theories of moral growth
and their tyansTation into clue structures), critical analysis (of
children's books at the hand of the previously derived clue structures),
theorizing (of what the reading experience is like), iﬁterviewing (of

children), and phenomenoTlogical deécription {tentatively of one

f‘chde's account of the reading experience).
. ) 4

Significance of the Study

, A]th6u§h-this‘study {3 prfmari]y"exp1brat6ry and inferpretive
}n nature, some practﬁcai Suggestfons~for teachers are likely to
-preéent,themse1vesﬂ. The analytic device of a»clue structure may
_serve to help teachers in se{eqtjng and interpreting books that
contain a moral‘éroch,component. This tool may encourage teachers
to step beyond a themati; appfoach in desighing their children's
literature programs. Helping sfudents to live through cathartic
ehotions of deep senses of community, fellowship, tolerance, and
lTove through the vicarious eiperience of literature could make for
better "pedagogicalisense" in teachers. It may be that avcompeteﬁt
pedagogy on the pért of teachers and'Other eduéators is not primarily
a function of their instrumentai,access‘to skills, technfdues, and
other such behavioral competencies. Rather, one might speculate that
1n.the realm of moral growth, something more‘fundamental, or deeper
gkgqnded pedagogic sense, wisdom is required. This study is én aétempt
to encourage teachers to think about teaching learning, c]asérooms, and

3 . PRI K
schools in a less positivistic, less technical manner. -

-



Chapter 11

THEORIES OF MORAL GROWTH

The‘four selected theories of moral growth areé (1) the values’
clarification approach, (2) the rational approach, (3) the cognitive
developmental approach, and (4) the moral emotional approach.. These
approachés.were chosen because, to some extent, they have already been
exberimented with in the-c]éﬁsroom setting (Raths, Harmin and Simon,
1966 Scrfven,‘1977; Koh]berg,.1975; Beck, 1971; SQl]ivan,‘1975;
McPhail, 1973). Their differences -in ofﬁentation and scope are broad

enough to analyze the language of most books that contain a_moral

growth component.

The Values Clarification Approach

Raths, Harmin and- Simon (1966) have devised a conceptual
framework for guidihg Ieafning experiences toward the c]arification
of peréona] values. Their'vaiues ﬁ]arification theory wasﬂdeveloped>
on-the. premise thatryoung'chi1dren and adolescents in contemporary
"society_suffer from va1ues,c0nfusion. Young people have difficu1ty
relating to the world in which‘they'1ive. They must.cope not only
with the psychoSomatic changes inheként in the procesé of matufation ,
and deve]opméht;»théy also must deal with the complexity of events of
the world around them. Raths,AHarmin and Simon argue that children

who are confused and unclear about their own values, eonsequently

1
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~

tend to behave pathologically or disorderly. They have developed a
theory of values which aims at assisting children better to relate to
soéiety. They see people positioned and clustered at variousdpoints
along a continuum which represent increasing degrees of clarity which
individuals possess about their relationship to society. The teaching
objective is to move students along the continuum from unclear to
clear (see Figure 1).

Raths' approach is relativistic, experientiai, and individualis-
tic in nature. Values are chosen from personal e§perience: they are
examined in:a subjective mahner, and no distinctiGh'is‘made between
moral and other values. The question,J"does the value help the
individual £0 relate to- his world in a satisfying and intelligent way?"
(1966, p. 28j is the.criterion which specifies the meaning o> the |
concept of va}ue. Msral judgments are not put to a public test nor,
~ to the test of some universa1‘ethic;~the child only is-seen to be
_responsible for his or her value commitments.

The‘p;ooess.through which va]ues are_cférified is composed of
three kinds of behavibrs: choosing, prizing, aﬁd acting. According
to Raths, values play a role in the learning prbcess in the sense_that 
- values are‘(l) chosen freely by the chi]d, (2) chosen from’alternatives,
(3) chosen after thoughtfu]vconsideration of the possib1e consequences
of each alternative, (4) pe}soh$11y prfzed and'cherishéd, (5) openly _
affifmed,*(G) acted upon, and (7) repeafed over time. The role of
- the educator then, is to teach his students howsto make value decisioﬁs i
through a;;eduencelgf valuing processes. Raths' vadues,ciarjfication_

model is pedégogicajly a positive theory to the extent that it
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encourages the student to become clear and reflective about his or her

own feelings, preferences, attitudes, and values,

The Rational Approach

The main feature of the ratipnal approach to education is that

it focuses on the logical, evidential, and semantic aspects of moral

y |

reasoning. Michael Scriven (1977) who can bé seen as a proponent of
this theory has argued that most reasoning about moral issues can be
reduced to disagreements about facts, meaning interpretations, sources
of evidence, and othér logical moves. \Very seldom do people actually
disagree on the nature of the ultimate 1ife values or ethical
‘principles of moral thought. The point of the rational ‘approach to
moral thinking is not that it dismisses entirely the role of instru-
mental and u]t%mate 1ife values. The pedagogical significance of the
rational approach is that it provides for growth in the rational,
rather than the ;motional context within which moral issues usually
arise. The dbjective is to increase the child's rational facu]tfes:
the ability to reason logically, to detect fa])acies in reasoning,
vto“be able to locate and appraise relevant evidence, and the ability
to c]arifj semantic confusion and underlying assumptions.

i For example, in coming to grips with the moral issue of racial
discrimination, the ratioﬁa] approach attempts to further a child's
understanding of the historical antecedents;and the socio~-psychological
as well as the poTﬁtfcq-economic forces whiéh have given rise to
problems of racism. The rational approach would help a child to

detect instances of false consciousness and ideological groUnds of

14



the reasons given and the explanations provided for racist behavior

in society. The rational apprbach accepts declarations such as the
B111 of Rights, constitutional statements, and the law of the land as
the Justifying grounds for the values and ethical principles involved
in resolving a moral issue. In the school curriculum examples of this
approach can be found in the humanities and the socfal studies, as
well as in the science curricula dealing with ecological and techno-

logical problems and issues of our society.

The Cognitive Developmental Approach

The distinguishing features of Kohlberg's theory of moral
growth are threefold: (1) it describes cggnitive processes;- (2) it is
a developmental theory; and (3) it focuses%on the formal rather than the
content aspects of moral reasoniné. Piaget and Dewey had noted already .
that moral growth in children ;oves from a preconventional (premoral)
stage, through a conventional stage (when the moral codes and ndrms
of the social grbup are internalized), to a postconventional or
autonomous stage (where the individual subjects moral rules and
decisions to critical judgement). Koh]pgrg'(1975) ;efineﬁ and
empirically corroborated Dewey's three developmental levels by
' obsefving how each level of moral reasoning may be further divided
into two stages (see Figure 2). On the basis“of his research findings
Kohlberg claims that moral development through the six sfages is -
sequential, irreversible, and the same for members of different cultures.

Every jndividual'functions predominantly (more than 50%) at one stage

level. He has found further that the majority of adolescents and

15
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UNIVERSAL-ETHICAL

PRINCIPLE ORIENTATION
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TION

| LAW AND ORDER

stage 4:

ORIENTATION
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- stage.3:

INTERPERSONAL CON-
CORDANCE OR GOOD
BOY-NICE GIRL

| ORIENTATION

 LEVEL 2

 stage' 2:
INSTRUMENTAL -
TION . . :

étage 1:
PUNISHMENT AND
OBEDIENCE ORIENTA-
TION .

RELATIVIST ORIENTA-

i R . . L B

LEVEL 1

Figure 2

_LEVEL 3

_Progression in,Stages of Moral Reasoning
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adults do not movgvbé&qnd-stage four, the law androrder stage. Only
10% of the adult population seems to function on the prihcip]ed level
J>‘J of stages five and six. | N'

Yz% Koh]berg s model is educat1oﬁa11y an opt1m1st1c theory.
Assuming thgt,1n a demogratic soc1ety,1t is desirable to strive for a
high stage level of moral reaéoning deve]opmént, Kohlberg has described
the psychological mechahisms 6f stage ﬁrogression which‘would permit
for 5 positivelgedagogi;a1 program. Youngsters are confronted with
moral di]emma ;ituaﬁions wherein they are invited to make a be&;
choice for»acting.‘ In the process of‘justifying aqq supporting. these
decisions fhe individual is systematically thal]ehged 5y1a form of
reaéoning which 1ies a stage above his or her own. Koh1lberg argues
that this process of JUSt1f1C3t10n and confrontat1on to a next stage

A

higher 1eads to cogn1t1ve dissonance and the des1re by the youngster
to adopt this récogn1zab1y superior level of reasoning. vIn other words,
a chi1d who functions in a stage three or1entat1on exper1ences doubt,
dissonance, or uncerta1nty when the usual act1ons are no longer
adequate to resolve a moral d11enma. An increased exp05ure and
sens1t1v1ty toward stage four type reason1ng accompanied by cognitive

growth facilitates the child mov1ng up into the next stage (see |

Figure 3).

The Moral Emotional Approach

A fourth approach in moral and values education, which has been
‘used in the school curriéu]um,is the orientation developed by the

British educator, Peter McPhail (1973). His approach differs from the %

17
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prev1ous ones in that it is more explicitly d1rected at he1p1ng

~ students exper1ence pos1t1ve moral va]ues and emotlbns such as fe]]ow-

fee11ng and love.  So, in contrast to the cogn1cyve deve]opmenta] and
fhe rational theories this approach focuses on the emotional empath1c
‘facu]t1es. The essential feature of this. approach m1ght best be
vexp]aiaed'by putciﬁﬂrit in the context of Kbh]berg's diTeﬁmas}‘-7 “
Suppose a pergon who saves someone from a burqing car is.asked, “Why.

~did you do it?" “How did you find it possible to risk your own life

o

in pulling this person from a car that was at the point of exploding?"

The berson might respond with a reason which‘cdu]d be an expreesion of
any one of Koh]berg'sVSix sfages of mofa] reasoning ‘But what do we
make of it whe; this person answers, "1 pu]]ed the man from the car
because when I looked at h1s face, the way he Tooked at me . .
i just felt I had to. I guess I'didn'tfrea11y think about it. T was
so much invo]ved;'engaged in the situation of that man's_suffering in
" the car. Izdidﬁ't_think; I just did." Kohlberg has been criticized
tﬁat responses such as the ohe»ﬁuet’given do not seem to have a,p1ace_
in HiS’COantive SChema.‘ Some experiehces do not seem to fit in a |
rational cognitive fraﬁewcrk.j In fact, Koh]be}g (1971, 1973) himself
has made attempts to deal with responses which seem to be of an~
emoticnal‘or empathic order. He has suggested the existence of_a
'separate'unre1ated'stage (stage-seVen)ewach,shdu]d deal with f |
" responses that his theory of mora1~deve1opment cannot handle.
. B One 1s rem1nded of the ex1stent1a] ph1losoph1es of men such as

Heidegaer (1977) and Sche1er (1954) who seem to have articulated forms of

1cogn1t1on or th1nk1ng wh1ch are associated more with feeling. Max

19



20

Scheler in his book The Nature of Sympathy sa_ys,;,-////>

There is a mode of perception whose objects are totally. .
beyond the.grasp of the intellect, and for which the intellect
is as blind as the ear and the sense of hearing are for :
colour—a mode of perception none-the-less, which presents to
us real objects (echte objective Gegenstande) and an eternal
order among them—namely the values and their h1erarchy
(1954, p. xv) ‘

: Seheler (1954) makes a spec%a] effort to.clarify phehonenb]ogieally
tﬁe natufe of empathy; fel]ow—fee]inq, and sympathy.. Moral growth

in an emot1ona1 moral sense would refer to an increasing capac1ty

for such- great humanizing values such as broﬁherhood commun1ty,
fe]lowshlp, and' love. The process of gaining a fundamental community
experience or tragedy experience was referred to by Aristotle in h1s
Poetics as up]lft1ng sp1r1tua1~cathars1s, Cathars1s is the deep

and edifying'experience'with whjchva Greek tragedy used to finish

“ -~ and-which was meant to convert excess emotions into virtuous dis-

positions. Not only through real life experienceeybut‘a1so through
'_ viCarfoUs experiences gained thropgh'art forms such as literature,
can we‘achire cathartic emotions of deep senses of community and
‘feilowship It may we]] be a peculiar feature of this form of'
'emot1ona1 growth that such cathart1c exper1ences are most difficult
.to reduce to a verbal explanation.

Some Pedagogjca];Considerationé of Content and
Process in Moral Growth Theories

One approach in values and moral education that has been

criticized in!recent decades is the so-called "bag of virtues" orienta-

¥

‘tion. .What this implies is that traditional values, such as honesty,

loyalty, respect for priVate property, justice, and So on are now |

1
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conéidered to be ideological; that is, it 1s>argued that éhese
seiected or traditfoha] Qéiues'arg vg]ués'that belong to particular
social classes or interest groups in soﬁiety, or fo particu1ar‘ |
societies or cu]tﬁres In th1s Tight it 1s not surprising that the
‘Koh1berg theory of mora] deve]opment has acquired such a large
fo110w1ng. His theory claims to be value-free, in terms of the
content of our moral commi tments . Ihstead,,the focus is on the .
formal or protes; oriented aépects of.moral thinking. It is.true‘
that the maih part;tof Koh1berg's theory focus on process but the
exception brobab]y is Stage six, which iS‘the host fascfnating é]ement
of his theory. It is at this stage {gyel that Koh{berg argués’that'
the striving for an”fntegrated’and principled philosophy based oh the
; u1tfmate life value ofijustice'determiﬁes thé highest stagé of moral
fhinking. I£ is prebise]y here though tﬁat moral content'(i,e.,
. justice) seems to invade moral pr&Eegs. -This means that on the
‘highest déVeTopmenta1.1eve1.of moral reasoning, issues and dilemmas
are to be resolved by way of reference to a life ph1]osophy where1n |
Just1ce and other cr1t1ca1 moral categor1es such as freedom, equality,
and community p]ay a cr?t1ca1 role. This same kind of critique can .
be. lTeveled against other theories of va]ués education and moral
‘education. | |

For exgﬁp1e, Raths' vaiues c]arification,&pproach also
claims to have rid itself frbé traditional e]eménfs of indoctrination
and moralfzing didactics. Instead, it offers an.approaéh.whergby

children choose, prize, and commit themselves to values in an exercise

of free choice. It is questionable, however, whether a "Supermakket"-

21
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approach to Va1ues'commitment is realistic in a society (or any
society)iwhere coildren'coma to schoo1‘with an a]feady eocultorated—
system of values, feelings, and d1spos1t1ons : |
The rat1ooa1 approaoh to values educat1on a]so claims to go

beyond 1ndoctr1nat1on and n1neteenth century moralizing. Th1S>approach
- does not take a eve1opmenta1 orientation, but 1nstead focuses on the
"grounds upon %h1 h value issues are dec1ded.-‘In part1cu1ar, the :
ratfona] apprdac[ to Va1oes teaching attempts to he]p the child sort
'36ut the oormathe, jurisprudentia] from the factua], emp1r1ca1
.elements ofAreaSOning In add1t1on attent1on is pa1d to c]ar1fy
, senant1c confus1ons and linguistic issues in the full understanding of
arguments about mora] issues. Ultimately, the rat1ona1 approach must
be rooted 1n an acceptab]e value framework in order to be able to
find consensus And,~as waélmentioned before, such framework has
been found in the Bill of R1ghts, constitutional statements, the ]aw
of the ]and or a favored ph11osoph1c pos1t1on such ao pragmatlsm,
or ut111tar1anjsm{ Thus, the value base of the rational theory is
relative to the sociefa]lframeWOrk within which it operates.

" The shortcomings of all theseotheoriés‘are that they do not
recognize that they too;'are an'ekpfession'of a particular ideology.
This idéo]ogy priorizes the va]oe of individual choice and if offers
a relativistic ethic which premises that objectivity is ahtithetica]
to the fdea_of values and ultimately va]ue‘commipments'§hou1d be a
matter of oarsonal choice from aitérnatives. The_snag in this premise

is that- the contént dimension of moral thinking cannot be soparatéd

~completely from the process dimension. ‘This is true for the cognitive



developmental theory, for the values c]arification theory, as wé]]r
'aS for the rational theory of va]ﬁes education and moral education.
The moral emotional appréach appears to Be.least‘gui1ty of
a trying to avoid the accusation of indoctrination by focusing away
from the content dimension: or by adopting a relativistic stance in
moral eduéation; The moral emotional approach recognizes that
,peopTé are Cabéb]e of béth\extreme SeTfiéh and a1trui§ti§ behavior,
and also extréme egptistic and empathic behavibr; Most people, of
course, regard a]truistic’and empathfc behévior as more positive than
- selfish and egotistﬁc'Behévior (even though in our culture se]ffsh
and egotistic behavior are materially fewarded in competitive\soéia]
| situa;ions); The affective ébi1ity to master empathy has been
observed‘by Murphy (1937) in children upwara frdm nursery school age.
Since Murphy, numerous studies of,émpathic behaVibr have been done
(Hoffman, 1976, p. 126).' Empathy may be defined as the involuntary,
..Jsometimes forceful, expériéncingfof another person's emofiona1 staté,

'asrwé1lfa§‘théiﬁéF§6ﬁ‘§fperceptionsthhoughL§Jﬁ§n§wwi§hes. In her

classical study Murphy has concluded that émpathyf%s a natural

response to the experience of witnessing another person experience

distress.

-
V

B As Hoffman (1976) reviews the theories of embathic development

11 children, he notes that thrddgh the developmental behaviors of

role taking and strengthening of ego-identity,vempathic distress
iﬁ; becomes transformed into sympathetic distress. In turn, altruistic

motives‘such as cooperation and,éharity develop out of the synihesis

of empathic distress and theJéhi]d's increasingly sophisticated sense

/
/
/
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of the other. - In other words, the capacity for empathy has direct

bconsequences for the more mature capacity for fe]]owship, cooperation,
and love. Since the ariginal experiences pf distress in others trigger
off the child's empathic responses Hoffman (19763 suggests that:

Sensitivity to the needs and feelings of others may be

fostered by allowing the child to have the normal run of
distress experiences, rather than shielding him from: them, so
as to provide a broad base for empathic and sympathetic stress
in early years. (p. 142)

It would appear that, whereas egch educational theory of moral ™
growth in the context of children's literature has its weaknessesvgnd
Timitations, each approach focuses on worthwhile content aﬁd/or \
process dimensions of moral learning. A comparison of the four bésic
approaches invmora1 aHd values education follows in Figure 4. The
figuré “Comparison of Four Basic Aﬁproacheé in Moral and Values
Education" shows the four approaches to moral growth from left to
riéht at fhe tbp of the chart. As the figure is read downward fhe
main proponents of the four approachés to moral growth in education -
are listed. ‘FEach approach fs jdentified with a basic model of the
d{sciplines of psychology, phi]osophy,vor law. Next, the individuals are

~ mentioned who have established a theoretical basis for the models.

—

\\
For example, Maslow and Rogers‘Ere\knawn\fgi\having developed a
\\\

theoretic basis for therapeutic work in counsé1ling. \EEEh\menal\\\\

! ,
T

—

growth orientétion can be seen to foster its own educational a%ms, and -
to serﬁé its own vision of educational needs; Thé term "medium" is
meant to bring out the pedagogic strategies which the teacher is

_ supposed to use in promoting moral growth in the different orientations.

Finally, the learning outcomes associated with the various moral growth

. orientations are listed.
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Chapter 111 \

DEVELOPMENT OF THE IDEA OF CLUE STRUCTURE

Knowledge as Clues

For the purpose of this study, I will initiate énd utilize

the idea of "orienting clue structure” as an analytic device and
relate it to Polanyi's discuss?on of the idea of clues. The idea of
clue structure can be used by the educator as a hermeneutic device
to interpret and analyze classroom situations and curriculum materials.
Much of what teachers doﬂin the classroom—listening to conterns‘of
students, settling arguments, planning experiences, showing,
explaining, praising, and ref]ectingl;belongs in the domain of the
tacit, the kind of knowledge we are aware of on]y.subsidiari1y and
which can be recaptured in a fashion only phenomenologically, 'i.e.,
retrospectively and reflectively. 'The‘idéa of tacit know]gdge' |
assumes that what goes into making a particular teaching program,
strategy or a lesson successful is not reducible to explicit behavioral
objectives. If Polanyi (1958) is correct then much of our knowledae is -
" concerned with feeling our way forward, groping for what seems to

elude our consciousness. And yet we have a sense of orientation and
| confidence of doing things. As Polanyi says, we know more than we

can tell. Intuitivehg this seems to strike a responsive cord with

]

mény language arts teachers. We often may suggest a certain book to

a child because we sense that it may engage the child in a
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pedagogically consequential way. And yet we may have a hard time

putting our hunches into clear words. Curriculum interpretation is
however, a necessary matter in the process of teaching children. ,
The use of clue structures in the analysis of currfcu]um resources
may guide us then as teachers in gaining a sense qf what is an
appropriate reading experience for certain children. The point is
that knowlédge that we ho]d‘subsidiarily, and which may be traced by
way of clues, may guide us in appropriately handling s1tuat1ons that
arise in the classroom. C]ues are tacit instruments of our attent1on,
we are intensely aware of them while we focus on the object of our
attention.

The distinction between subsidiary. and focal awareness becomes
clearer when we look at Polanyi's notion of "clues!: those threads
which serve as guides,'Or suggest a line of inquiryl wg are sub-
sidiarily-aware of:something as a clue or an 1ﬁstrument pointing beyond

itself. In the focal sense, we do not know what we are Tooking ‘for
.yet wé can look for it because we‘can‘re1ylon clues to‘its nature,
clues throughkwhich we somehow anticipate what wé have not yet plainly
Understood The knower, then re11es on a var1ety of clues, grasped
on]y subsidiarily, in order to attend to the foca] object of his
knowing. Clues, moreover, are aspects of ourselves—who we are in our
very being. They aré oriented poiqts in our own attitudes, skills,
memories, hunches. Existentially speaking, ctues are aspects of our
~ transcendence. Clues are oriénting features of the interpretive

~ process, as such and are not observed in themse]?es. "Tﬁéy are made to

K9

function as extensions of our bodily equipment and this involves a



certain change of our own being" (Polanyi, 1958, vii).

Clue Structures

Curriculum interpretation of children's actual or potential
learning through the use of clue structures is an attempt to apprehend
Mvthe phenomenological significance of a cognitive experience in a child's
life. Moreoveg, clue structure is a conception which helps point at
the hermeneutic meanings of certain intentional experiences in a
child's growing up process. Ordinarybcontent analysis strives for
inter-judge reliability (objectivity) by compromising itself to
quantitative methods; such as the counting of significant terms or
determining the frequency of occurrence of specifiable conceptual
phrases. One problem with content analysis is that one text may be
judged more racially biased than another text on the grounds of the
frequency gf racially charged words, references or pictures. What

it tends to gloss, however, is the fact that on a deeper structural
, \

1

1eve1,ror in terms of its form (grammar) a text may be more viciously
biased than another even though the bias -is concealed by a greater
absence of biaséd references or language. Hence, to clarify the deep
stfucture, and éxistentia] meanings of selected children's books, and
to be asle to assess whether any particular book ref]ects a phi]osqphy
that is in 1ine with a moral growth or a value theory a clue structure
will be deve]oped.

The idea of clue structure may be used by the educator as a
hermeneutic device to interpret and analyze classroom situations and

“curriculum materials. For the purpose of this study, clue structures

28



will be conceptualized and rationalized to function as analytic devices
which can be used to fnterpret or dnalyie a literary text for the way
in which it provides for opportunities of moral growth experiences:
Interpretat1on and evaluation of a particular book by means of a clue
structure is not fundamenta)ﬁy different from the process of literary
criticism. [t should be possib]e to determine whether a parti{;>ar
book is best suited to provide for certain kinds of experience. for
example, a book which might have an uﬁder]ying Kohibergian philosophy
would involve the main character in a series of situations which
resemble choices or decisions for acting analogous to Kohlberg's
dilemmas. The implication is that books which can be interpreted at
the hand of different clue structures‘wou1d require different
sensibil{ties and different kinds of responsiveness on the part of the
reader. “For the teacher, a ;iue structure may help to orient and
identify what issues and concerns should be dealt with in questions‘
and discussion. One section of this study is concerned with the
analysis and application of the specially devised clue structures to
four selected books. The moral emotional approach will be refihed

and an attzhpt to‘ekp]oﬁe the relationship between this approach to
moral arowth and fairy tales will be exp]ored. A further exploration
of the naturé\of a particular reading experience will take the form of
an analysis of a group discussion following the oral reading of a
fairy té]e. To obtain more clues for interpreting the significance

of a selected fAiif tale for ﬁora] growthnexperieﬁces the language

of a single child, after he has read the story to himself, will be

studied.

29
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would need to meet fhe following analytic criteria:

1.

Clue Structure—Rational

Ego_change

Unclear to
clear:

&

Experiential
growth

Age relevance

. The ‘changes and ego identity crises, etc.

3

: Clue'Structure——Va1ues C]afification

" In arder to fit into the values c1arification‘mode, a book

@

The main character of the book is a young

“person who is in the process of -change

(change of ego identity, personal values,
life philosophy, etc.). ‘

This change is typically from a confused
amb1guous state toward a more clear,
puroosxve state.

The”young reader of the book should be
invited to 1ive through the changes.

x

/

should be typical and relevant to the age”
of the reader. : :

In eg%ending to the clue s;ructUre of the,kationa] approach to

~moral and value education, we should examine whether.a text provides

for opportunity of growth in the direction of logical reasoning, social

science know]edge, and ana]ys1s of 1anguage skills. Invorder to fit

into the rational approach to mora] growth, a book would need to

Moral issue:

Fact-fiction
integration:

Critical moves

satisfy the f0119w1ng analytic cr1ter1a.

1.

The theme of the book deals with a relevant
socio-psychological moral® issue. ‘ :

The book'presents to the reader a fictional-

ized factual body of historical and

sociological data relevant to the issue.
(Alex Haley, the author of Roots, coined
the word "factional" to refer to this fact-
fiction integration. )

The book contains thought sequences which

directly or_ indirectly lead to the phenomena

of "seeing through . uncover1ng assumpt1ons,
fallacies, etc.

30



4. Value . Implicit is an "“acceptable" value position,

objectivity - which usually reflects our present societal

frameworks of human rights, constitutional
statements, etc. ’

Clue Structure—Moral Deve1opmenta1
In order to fit into the mora]»deve1opmenta1 mode, a book would
néed to meet the fo]fowing analytic qriteria:‘
1. Moral dilemma : The main character of a book is a (young)
person who, confronts a situation which

forces him or her to make a difficult
decision—a moral dilemma.

&

2. Moral judgment : A variety of reasons and justifications, at
structure various stage levels of moral development
are presented to support alternative
decisions for acting.

3. "Stage . The reader is led to the recognition that"
- progression certain reasons and justifications are

superior or more adequate than others.

Clue Structure—Moral Emotional

In order to meet the experieﬁtia] emotional mode, a book
would need to satisfy the following analytic criteria:

1. Emotional : The vividness and stylistic Subtlety in
convincibility which feelings and emotions are expressed
: is convincing'in an experiential. psycho-
logical sense.

2. Phenomenological : Moral emotional values such as "Tove,"
essence "sacrifice," or "fellowship" are clarified
analytically, relevant to existential oﬁgggg
phenomenologigal inquiry. ki

3. Catharsis . The reader is invited to experience
empathically and vicariously the "uplifting”
or "humanizing" force of_an ultimate 1ife
value such as‘love. . “ oo

9



Cohc]ud%ng this chapter, it should be made clear that the

above schemas are not themsé]vegAc1ue structures as elaborated on
‘thelbasis bf Po1anyi's phi]osoﬁhy{ Rather; the above schemas are
suhmary statements of clue structures.which function on both levels.
of subsidiary and focal awakene;s. The schemas are simp]ificafions,
since they féflect focal rather than tacit knowledge teachers may
hold regarding the provision of children's books to provide'for moral
growth. In the neif chapter the clue structures, represented by the
schemas, will be applied to the ana]yéis of four se1ecfed children's B
.bodks. However, since such analyses are mostly abstracfions from
the‘concrete'naggre{of_the reading experience, subsequent Chapters’
will attempt to move beyond the clue structure schemas to ; more

phenomenological level in order to gain access to thé‘tacit (partly

~ tnexplicable dimensions) of the reading experience.c :



Chapter IV‘

USING CLUE STRUCTURES BY WAY OF
ANALYZING CHILDREN'S BOOKS

The purpose of this chapter is to demonstrate the possible use
of the four clue structures as summarized in the previous'sections.
Four books were selected to illustrate such analyses: (1) Judy

|

Blume's Are You There God? It's Me Margaret is examined for its value

c]arifying emphasis,.(Z) Payla Fox's The Slave Dancer is shown to

reveal a rational moral emphaSis; (3) Betsy Byars' The Midnight Fox

is shown to contain a cognitive developmental emphasis,.and (4) Oscar

" Wilde's The Happy Prince is examined for its moral .emotional emphasis.

It speaks for itself that none of these books fit the
presented clue structures in an gxc1dsive\mannerf The analysis can
;n1y show an emphasis and consequently this occﬁrs to some extent at
fhe expense of seeing other pdssib1e diménsions of moral growfh.that
a book might provide. For example, all four books can be argued to
possess moral emotional value since they all may touch, in an
existentig] sense, the young reader's personal feelings.

The-éeiectjon of the books is necessari]y.somewhat subjective.
Other books could have been chosen; .However, selection was not
completely arbitrary. The four books wére selected becéuse they are
considered to be popular, widely read, and probably "good" literature.
In my experience these books are appropriate for a'simi1ar age
(grade) level (upper elementary school). Each book Qas selected
(1n£uitive1y one'might say) on the basis of a tacit sense of the Cfue

33
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‘Strﬁctures which cdnstitute:this author;s understanding of the differ-
ent theories of moral growth. Furthermore, each book would seem to
be‘strong1y representative of at least one conceptual schema of moral
growth.

The analytic procedures are as follows:

~ 1. A brief overview of the story‘is sketched.

2. At the hand of illustrative 9uotes the stories are
analyzed for the way in which théy meet the analytic criteria of
the clue structures.

3. Some.pedagogical considerations are articulated.

The Values Clarifying Emphasis: Are You There God?
[t's Me Margaret by Judy Blume ‘

Sketch of the Story

Judj Blume in her book Are You Theré»God? It's Me Margaret
openly deals Wiph a young girls' adolescent preoccupation with breast
development and menstruation. Margaret Simon is the only child of a
mixed marriage and has just moved from apartment 11vin§ in New York
to the suburbs in Farbrook, New'Jersey. This sets the stage for
making new friends, .attending a new schgol, and exploring religious
a]ternativesi Margaret's sexual experiences and identity crises come
across most convincing]y as she struggles with her morai‘and phyéiéa]
developments. An interfering grandmother, a perceptive and sensitive
-vmother, a non-practicing Jew for a fatherf and ‘a best fﬁiend who is
leader of thev“secret club," are all refreshing characters. The

author is obvious1y in sympathy with the moods and concerns of the
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young adolescent, whom she treats with humour, authenticity, and

disarming franknessy

-

Clue Structure Analysis

Of the four conceptual schemas for moral.growth, Raths' values
clarification theory seems best suited for analyzing this book. The
~main character from page one to the conclusion of the book, is
invo]Ved in a process of change. She doesn't know quite where she
fits among her peers or in society at large.

"Are you there God? It's me Margaret. I just told my

mother I want a bra. Please help me grow God. You know

where. I want to bé like everyone else. You know God, my

new friends all belong to the Y or the Jewish Community

Center. Which way am I supposed to go? I don't know what

you want me to do about that." (1970, p. 37)
Clearly, the criterion of ego change can be applied to this story.
Sexual development br1ngs w1th it confusion and uncerta1nty and makes
" demands on the value system of the ado]escent. The young reader
soon becomes aware that selecting a religious-affiliation creates
ambiguity and ambivalence for Margaret. For her individual school
project, Margaret decides to attend church services of various sects
to determ1ne her religious denomination. The reader observes fhat
she moves from an unclear to a fairly clear and pos1t1ve state.

"I have not really enjoyed my religious experiments very

“ much and I doh't think I'11 make up my mind one way or the
other for a long time. 1I.don't think a person can decide
to be a certain religion just 1ike that. It's 1ike having
to choose your own name. -You think about it a long time and
then you keep changing your mind. If I should ever have
children I will tell them what religion they are so they can

start Tearning about it at an early age. Twelve is very late
to learn." (1970, p. 143)



. _ \
Margaret's thoughts on‘re1igion,have been c1arified'thfough a number
of eXpériences that are‘pkesented to the_reader throughout the book.
‘Since:the story is written in the first person,.the reader is
ehéouraged to identify with the problems and conflicts tﬁét Margaret
undérgoes in her growth towards maturity.
"I've been looking for you God. I 1ooked\1n the temple.
« [ looked in church. And today, I looked for you when I

~wanted to confess. But you weren't there. I didn't feel
you at all." (1970, p. 120)

Pedagogical Considerations

How is this book hé]pful pedagogically in terms of its values

clarification emphasis? First, if a particular student undertakes to
réad the.book alone.without teacher guidance or questioning (which
may be 1ikely since its content boarders on the cohtroversy‘of sex

education) the book would seem to be relevant only to the extent that

o

the reader 1sior‘has experienced similar confusion and ambiguity about

~sexual or religious matters. Therefore, age relevance is an important

factor to consider. However, if the’teacher‘decides to use the book

~with a particular cjaés or group of students to promote the clarification

of implicit values, she might consider asking such questions as: "Why

is Margaret éo concerned with deve]oping physical]y?" "Why do she
and her friends form a secret club?" "Why is it important for ,

Margaret not to be the last one to‘getvhér period?" “Why does she

want a bra?" "“Why does Margaret want to know’whether to join the Y

or the Jewish community lTeague?" "Why doesaitfséém important to have -

a religion?" Students might be encouraged to write poetry or prose

on simi]qr topics of relevance to adoTescents.

36
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The Rational Emphasis: The Slave Dancer
by Paula Fox A

Sketch of the Story

Paula Fox's historical novel The Slave Dancer focuses on a

boy's matﬁratipn in the conpext of the illegal venture of procuring
slaves for profit in 1840. Jessie Bollier, a thirteén-yeaf—o]d boy

is kidnapped to serve as pfper aboard a slave s1ip bound for thé Bight
of Beﬁin along the African coastline. He broadens his knowledge of
peob]e while heuperforms‘duties of running errands, mending sails,

and tracking rats, but when Jessie is called upon to "dance the
slaves,” he cannot accept his role and the inhumane practices of the
times. An historically p1ausib1e‘picture emerges: of selective 1awl
enforcements of governments, prdfit mbtives, exploitation, and the
tranéport practices and marketing of slaves. Sofid characterizations
of the crew—Purvis, Gfime, and Stout—and the African'bby Ras provide
‘ oppoftunities to view situéf?bps and events from alternative perspec-
tives. A]though the plot is.crowded with excitement, danger,.énd
action, it is forceful enough to stimulate ‘the reader tq reflect on

the inf1fénce and imp]ications the story has for the preSent.

Clue Structure Analysis -

0f the four conceptﬁa] schqus~f0r mdra]‘deveTopment, the
rational approach to moral and values educatiop seems best suitéd to .
the task of analyzing this book. Thg underlying theme of man's
inhumanity to man is clarified th;ough the moral isgue of slavery and

its relationship to racism.



"Why must the slaves dance?" I asked timidly, for fear of
annoying Smith.

. . "Because it makes them healthy," said Smith. "It's
hard to make a profit out of a sick nigger—the insurance ain't
so easy to collect. And it makes any Captain wild to jettison
the sick ones within s1ght of the marketplace itself after all
the trouble he's gone to." (1973, pp. 65-66)

Historical fact is integrated successfu]}y with fiction. The young
reader soon accumulates a Wea]th of historical and sociological data
useful to detect fallacies and to uncover faulty reasoning and
assumptions. J

"It's not drink," I protested. "It's the kidnapping that

turns everyone round!"
¢ . "Don't say such things!" he bellowed. ™"You know-

noth1ng about it! Do you think it was easier for my own peop]e
who sailed to Boston sixty years ago from Ireland, locked up in
a hold for the whole voyage where they might have died of sick-
ness and suffocation? Do you know my father was haunted all
his days by the memory of those who died before his eyes in
that ship, and were flung into the sea? And you dare speak of
my parents in the same breath with these niggers!”

"I know nothing about your father and mother," I said in a
voice that trembled. "Besides, they were not sold on the block."

"The Irish were sold!" .he cried. "Indeed, they were sold!""

"They are not sold now,}' I muttered. But he raved on, and
I sank to the desk, covering my ears with my hands. How could
he object to one thing and not another? It made no sense at
alit" '

Through Jessie's experience on the slave siip, the reader learns how

the slave trade came about, how it was done,'gnd how racist feelings
. A

might develop.

The slaves were all looking at the place where the woman it
had been thrown overboard. Sick and stooped, half-starved by hu
now, and soiled from the rarely cleaned holds, they stared
hope1ess1y at the empty horizon. . .

I found a dreadful thing in my mind.

I hated the slaves! I hated their shuffling, their how11ng
their very suffering! 1[I hated the way they spat out their
food upon the deck, the overflowing buckets, the emptying of
which tried all my strength. [ hated the foul stench that
came from the holds no matter which way the wind blew, as
though the ship itself were soaked with human excrement.

a1
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o

I would have snatched the rope from Spark's hand and beaten
them myself! Oh God! I wished them all dead! Not to hear.
them! Not to smell them! Not to know of their existence!
(1973, pp. 91-92)

The criterion of critical moves becomes quite apparent in the book
when the reader notes various verbal exchanges between Jessie and
other members of the crew and his ensuing reflections on these

matters. Through Jeséie's descriptions and comments, the reader is

"

led to the phenomenon of "seeking through" a situation.

Except for Ned, who held. all 1iving men in low esteem,
I saw the others regarded the slaves as less than animals,
although having a greater value in gold. But except for Stout
and Spark and the Captain, the men were not especially cruel
save in their shared and unshakable conviction that the least
of them was better than any black alive. Gardere and Purvis
and Cooley even played with the small black children who now
roamed the deck with relative freedom, the sailors allowi
themselves to be chased about if the Captain and Spark were
not watching, giving the children extra water from their own
slim rations and fashiqning rough toys of wood to amuse them.
(1973, p. 95) - :

Lastly,‘throughout‘the book, thgre is an imp1icit value position,
namely that slavery ;nd racist behavior is detestabfe, nqt in keeping
with a modern sense of human rights. The reader recognizés in
Jessie's conversation with another crew member that despite the
negative and racist description of the slaves, that their inhumane
treatment is immoral. |

"The Captain! "He cares nothing for what's done to them
as long as they can still draw breath. And he doesn't know about
Stout and the nigger woman. Why, I believe he'd have the dead
ones stuffed if he thought he could sell them so! And when he
loses a few, he still has the insurance. He can always say he
jettisoned the sick ones to save the healthy. And he'll
collect! He always has! And if they're all sickly when we get
where we're going, there's many a trick for hiding their
condition. Anyhow, the planters will buy them no matter what,
for if they drop dead in the fields, there's an endless supply
of them." (1973, p. 96)
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Pedagogical Considerations

How helpful is the application of the rational approach to
children's literature in the classroom setting? It mighf be argued‘
that the approach providgs the teacher with a practical framework
that can be employed to promote higher moral reasoning in the student.

First, the teacher would devise a number of questions to help thew

. students reveal the moral stance that under]iesyfhe historicaT and

sociological content of the book. Moreover, for the teacher of social
studies or language arts, the application of the rational approach is
S

very useful in terms of the focus on critical reasoning skills, such-
\

 as ‘interpretation, stating moral issues clearly, appraising evidence,
, N .

logical reasoning, etc. To develop the skill oflinterpretation, the
teacher might take passages from the book and ask the students to
discriminate between true and false assumptions, or instruct them to
compare the ideas and points of view of different stbry characters.
To develop the skills of eva]uatidn and app]icﬁtion, quotations from
the book could be provided that would encourage the students to draw
inferences, make judgments, express opinions, predict outcomes, solve
pfob]ems interpret emotions, recognize concebts; aﬁd apply them to

real-life situations.

N \
The Cognitive Developmental Emphasis: - The Midnight
Fox by Betsy Byars ———

The Midnight Fox is a story of a ten-year-old boy's stay at

his uncle's farm while his parents are touring Europe.. Tommy is

sensitively portrayed by the writer; he doesn't like staying on the

farm and is alone much of the time, daydreaming and fantasizing about
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the world of the woods around him. Things take a sudden turn when one
day he éfghts a black fox. Upon first encountering the animal,. Tommy
experiences an awesome feeling that his whole life is going to change.
When the discovery is made that the fox hai been k1111n§ the farm
poultry, Tommy learns that his uncle,-a man who is happiest when he .
is hunting with a gun, plans to destroy the creature which he, Tommy ,

-has come to Tove and respect. Tommy thinks of all the pbss+b1e' ®
alternatives that might convince his uncle to change his mind, but he
realizes that none will stop the killing. ’Sickened both emotionally
and physically, he accompaniés his uncle on the hunt and tries to lead
him away from the fox's den. But the den is found, the pup is dug
out, and is caged as bait to attract the mother. What should Tommy
do? Try to save to fox, but disobey his uncle? Despite Tommy's fea]
fear of heights, he climbs from his bedroom window down a huge E:ee
while everyone is asleep. He breaks open the cage and sets the pup
free. At the risk of angering h{; unc]e,’and disappointing his

parents, he does what he feels he must do.
<«
Clue Structure Analysis

Upon comparing the four conceptual schemas for moral growth,
Kohlberg's moral developmental theory seems most‘suitéd to ana1yze'

The Midnight Fox. A moral dilemma is presented very early in the book

and sustains the sfbry Tine to the very end. What is the néture of
Tommy's di]emma?_ The young reader of the book soon realizes that
Tommy is "ifn a bind." ;On the one hand, he has developed a deep
éttachment éhd respect for the black fox. However, this friehdship

is clearly illegitimate since the fox is harmful to his uncle's



-~
‘property. The dilemma seems to be that Tommy has to side either with
the fox o} with his uncle. The dilemma is anchored in the story by a
number‘of developments. What was the djfficu]t decision Tommy faced
in the story? Why was this decision difficult? ®hat would be the
consequences for Tommy of saving the fox or helping his uncle? (These
are questions a teacher might want to use in debriefing the book.)

On the surface, it would seem that Tommy's dilemma is not a difficult
one. Going along with his uncle's plan to kill the fox not only

would have been the easy way out, but also it would have provided an

"

-

opportunity for Tommy to earn his uncle's approval and admirat

Afterall, Tommy could have shown his uncle the foi‘s den since_
knew the hiding place. Clearly this should have been the ea“
decision for Tommy to make. Why was it not an easy decision? There
seems to be‘sométhing higher at stake héréf${What_was Tommy to gain
by saving the fox? (This is what a teacher might want to ask students
to think about and perhaps to write an explanation of Tommy's |
decision.) J

The young reader of the book who identifies with Tommy's
dilemma soon learns that there all kinds of reasons for Tommy to‘act
either this way or that way. These reasons are in a sense judgmental
structures or justjfications for acting and they can be analyzed in
terﬁs of Kohlberg's stage levels. For example, there is Tommy's aunt.
.What is hef view of the matter? ‘She clearly wants the fox to be
"done away with."

"i'm not going to put up with it," she continued. "I mean

it, Fred. Once a fox gets started, he'll clean out the whole

henhouse. I have worked too hard on those hens to just stand by
and watch some fox walk off with them one by one." (1968, p. 97)
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[t would seem that the aunt's response might be plqgt&”on'Koh1berq's o
stage two level. Her justification would seem to Tft‘the3pa£tern of

: ot L
the instrumental-relativist orientation where decision faKing s,

based on what satisfies one's own needs. . . et

J L

Then there is Tommy's cousin Hazeline. Her view of the fox
problem is interesting. She admonishes Tommy to accept_thihgs the way

they are. _ A
"Tommy, listen, all wild animals die in some vibtent way.

It's their 1ife. Wild animals just don't die of old ‘dge.

They get killed by an enemy or by the weather or they have

an accident or they get rabies or some other disease or they

get shot. ~That's the way nature is." (1968, p. 131) 2

L]

Cousin Hazeline's argument seems to re]yygh something like the "rules

=

or laws of nature." This is Kohlberg's normative or¢fi#flaintenance
. g iy oy

(stage four), law and order orientation. Certaj

w'ay; they mustﬁe accepted. TM{ seems to"

e

Tt ze thg validity of

his cousin's justification.
. /

A 3
"I know that," I said quickly, because I did not want to
hear any more. (1968, p. 131)

Yet it also seems that he cannot accept 1t~a1together.v?Why should .
th{ngs be this way?

Tommy's uncle reacts to the news of the fox ih a manner-of-
course. When his wife informs him that a fox h&s killed her prize
turkey, he routinely says, "I'11 take care of it" (1968, p. 99)[

Yet there is an e]ement_of “for the sheer joy of kii]ing“ in his view
of the matter.

"Tomorrow ‘afternoon we'll go see," he said. "We'll take Happ

and go into the woods." He.clapped me on the back with his hand—

it was the first time he had ever touched me—and 1 could see that
he was excited about going after the fox! (1968, pp. 103-104)



It wou]d seem that Uncle. Fred s response m1ght be placed on Koh]berg S
stage three Tevel, 1n ‘the way that he ob11g1ng]y promises his w1fe
to take care of the fox. And there are elements of stage one in his

behavior as well. Tracking down the fox-and ki]]ing the .fox are

8]

hedonistic consequences intrinsic to the act of hunting. Natura11y,

Tommy'slinVo1vement‘in the drama of the fox is more‘comp1ex;than any

i
LRy

of the other characters in the book. Tommy has mixed feelings and

\ .

motives whiﬁt cause him much confusion and need for reflection.

- L . e as R :
"ommy's reasons behind his decision seem to indicate concern for the

EE

dignity, freedom, and even the rights of a wild animal.

1 heard the sound of the hound in the woods again, and
I knew that the black fox was out there running beneath the
trees. To me she was worth a hundred turkeys and hens
(1968, p. 112) : :

Here it is clear that Tommy has not quite unﬁversa112ed his respect
for 1ive’creatures.' He is willing to sacrifice a hundred turkeys
for the fox. o

~

y I"wished sudden]y that I had Tots of. money and céuld go
down to Aunt Millie and say, "Here!: I want to. -buy every hen
and’ turkey .you have on behalf of the black fox.,; They are all-
to be]ong to her, and she may come and get them whenever she
chooses." (1968, p 112) o : .

On the one: hand Tommy s reasoning seems to f1t staoe five or six ef
Koh]berg S schema Tommy S se?fﬁchosen dec1s1on appeals to the -
stage ?1ve principled 1eve1 and tentat1ve1y to the universal principle
A of just1qe and respect for the d1gn1ty of a wild creature. Yet there
are other 1nstances in the book where Tommy cons1stent1y acts a

stage three, the 'good boy" orientation. For example,

"Son; th1s trlpumeans a lot to your mother. She has never
had a real vacation in her whole life. Remember last summer
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when we were all packed to go to the Smokies and you got the
meas]es?"
"Yes.' '
"And she stayed home and nursed you and never comp1a1ned
~once about it, d1d she?" ¢
"Well, no. (1968, p. 16)

Here Tommy's fathér seems to attémpt to persuade him in a "tit-for-tat"”
manner, typical of Kohlberg's reciproc?ty behaviorlpr stage two.

“"Now she has a chance for a real trip-and-I want her to!

- have it. I want her to go to Europe and.see everything she's
wanted to see all her 1ife. And I don't want her to be worried
about you the whole time. As long as she th1nks you don't want
to go to the farm, she 1s go1ng to worry. . s

"But I don't want to go
My father sighed. "You don't have to let her know that.
For once in.your life you could tHink of someone besides
yourself!"
Sometimes when my dad said something like that to me——we11
I wouldn't actually cry or anything; my nose would just start
to run. It did this.all the time really. One time after
sghool my teacher said, "Tom, I am very d1saopo1nted in-you.
Qp\s1g§1y are not work1ng up to capacity th1s term." Well,
. .. T"couldn't say anything because my node started to run.
Now, I-put my hand up to my nose and said, "All right, I ,
want to go to the farm." Then I picked up my model and started
pretending to work, because my eyes were kind of wet too.
(1968~ p. 17) .

Tommy seems to be learning to think in terms of Koh1berg s stage

" three of the convent10na1 1eve1 of mora] deve]opment He res1gns
h1mse]f to spending h1s -vacation on the farm to make his mother happy
He exhibits the "good boy" behay1or because it p1eases h1sﬂfathq§%

“So Tommy earns approval by being "nice." At the same time, he 1earn§;

to transcend the mofe naive-egotistica]‘bebiviggﬁhﬁ the pre-
ey 6(3'/'\.' ,:l- o

- conventional level. v o

& N : <
#

If we accept}the story on face »@1ue then it seems that

Tommy who c 1d be qu1te egotistical has grown very-abruptly into a
v’ ’4\2’ '”'"’
© young' persoﬁ7 pabTe of moral reflections on a high principled level.

I
ol
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Tommy's experience with the fox indeed had a powerfu1'fmpact on his
young °1ifé. The major diffiéu1ty with tHis book may.be that Tommy is
portrayed by the author atqonce as being young and morally immature
and yet, capable of sqphistic;ted moral reftection. It is quite

plausible that the ten or eleven-year-old student who reads the book

may not fully understand Tommy's reasons for saving tHe”b]gﬁ'

e

except for the sentimental reasons, of course. . ‘ St

Pedagogical Considerations

~

To the ‘extent that the moral developmental theory can function

' i {" . ’o ) . -
as a selection aid for the classroom teacher, it can be considered

'useful. But it is in the area. of the provision of tgéching strategies

iheofy is most effective and practical

and learning outcomes Bi |

in the classrooi. firof questions a teacher can pose to

) oy
students after the sread a selected book that fits the moral

0

ucture become important when the general

i

objective is to promote higherﬁmora] reasoqing. Understanding

developmental clue s

Kohlberg's six stages and deve1bping the ski]] of slotting story
characters into appropriaté stages permits the,ﬁeacher tovdevise her
questions in a more re]evant and meaningful way. The discussions of
moral dilemmas in children's Titerature provide.a fich 1nteractiqnv
which can.he1p'to facilitate the development.of highér levels of

moral 'reasoning.
. {
u
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The Moral Emotional Emphasis: The Happy Prince
by Oscar Wilde ’

Sketch of the Story

Oscar Wilde's The Happy Prince is a fairy tale and differs
\\

from rea]istfc fiction (into which the'breviou$1y mentioned books fa}])
kin tehms of its fantasy dimension. The moral émotiona]”theory of
growth seems best suited to analyzing this book. Fantasy often
expresses a truth or i]]uminates‘rea1ity more forcefully than other
géhres because it possesses a qué]ity that'takes thelreader beyond:

¥

mere cogn1t1ve understand1ng, toward the he1ghts of feeling and

experiencing. The Happy Prince seems to be the kind of story that

affects/sone readers in such a way that they say, "After read1ng this,

[ am not quite the same.”" A stohy containing a quality that evokes

such a statement is recognizab]e to us in and through fee]ing The

German’ poet Schiller once wrote,’"Deeper meaning resides in the fa1ry

ta]es told to me in my ch11dhood ‘than in the truth that is taught by
Tife" (The Piccolomini, III, 4).

Clue Structure Analysis

This book meets the criterion of emotional convincibility.
The young reader experiences the feé1ings of Tove and compassion that
the prince shows toward the poor.

"When [ was alive and had a human heart," answered the
statue, "I did not know what tears were, for I lived in the
Palace of Sans-Souci, where sorrow is not allowed to enter.

In the dayt1ne I played with my companions in the garden, and
in the evening 1 led the dance in the Great Hall.  Round the
garden ran a very lofty wall, but I never cared to ask what
-lay beyond it, everything about me was so beautiful. My
“courtiers called me the Happy Prince, and happy indeed I was,
if pleasure .be happiness. So I lived, and so I died. And now
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that I-am dead they have set me up here so high that I can see
all the ugliness and all the misery of my city, and though my
- heart is made of lead yet I cannot choose but weep." (1888,
1968, pp. 16-19) '
At first thought, the idea of fantasy and fairy tales may
trigger asspciations of illusions, falseness, and charlatanism.
bCommon sense might suggest that there exists a marked contradiction
between the idea of fantasy and convincible reality. But the vicarious
experience 6f literary fantasy can be réndered convincing by heans of .
the same psychological principles that Iiefat the root of any ‘
experienced reality. For examp]e; HiT]iam Jamesﬂ(1950) has shown under
Qhat conditibns experiences are be]ieyeénto be truefand real.
Impressions ga;n a sense of rea]ity,.he says, when th§~hanner in which
they estab]ish~themselvés in consciousness excites and stimulates us.
Special qualities he discusses are cderciveness of attention; K |

1iveliness or sensible pungency; emotional interest, as object o&

feelings of 1ové, dread, desire,'aqmiration; congruency with other

beliefs and fee1ings;.and logical independence in terms of causal

importance (James, 1950, II, pp. 290-291).
Most fairy ta]es seem to be characterized by some existeﬁtia]

di1emﬁa thch is stated clearly and briefly. This allows the child to

immediately meet the problem in its most essential form. In‘The,Haggx -

Prince, the sfatue is overcome by the mféery and poverty of the people

in the city. He enlists the help of a swallow to carfy the jewels and

gon that cover his body to the poor so they may feed and clothe

themselves. The swallow is on its annual migration south;vit must -

leave before winter comes. Buff the swallow chooses tovstéy with the

» prince througb the cold winter. 'Instead of flying to safety in warm
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text.

love

t, he sacrifices his life for the love of another. This book

s the criterion of phenomenological essence. The emotional values

love" and "sacrifice" are analytically clarified through the
The reader experiences empathically the power of the prince's

for humanity in this passage. -
“In the square below;" said the Happy Prince,‘“there stands
a little match-girl. She has let her matches fall in the .
gutter, and they are all spoiled. Her father will beat her if
she does not bring home some money, and she is crying. She has
no shoes or stock1ngs, and her little head is bare. Pluck out

©omy other eye, and g1ve it to her, and her father w111 not beat

Osca

amou

§

her.'

“T will stay with you one n1ght longer," said the Swallow,
"but I cannot pluck out your eye. You would be quite blind
then."

"Swallow, Swallow, 1ittle Swallow," said the Prince, "do
as I command. you." '

So he plucked out the Prince's other eye, and darted down
with it. He swooped past the match-girl, and slipped the jewel
1nto the palm of her hand.

. . . Then the Swa]]ow came back to the Prince. “You are
b11nd now," he said, "so I will stay with you always."

“No, little Swa]low," said the poor Prince, ”you must go
away to Egypt."

"I will stay with you a)Jways," said the Swallow, and he
slept at the Prince's feet. (1888, 1968, pp. 40-41)

"

r Wilde's touching description of the swallow's loving sacrifice

nts to a classic sense of catharsis.

The poor little Swallow grew colder and colder, but he
would not leave the Prince, he loved him too well, He picked
up crumbs outside the baker's door when the baker was not
looking, and tried to keep himself warm by flapping his wings.

But at last he knew that he was go1ng to die. He had just
enough strength to fly up to the Prince's shoulder once more.
"Good-bye dear Prince!" he murmured, "will you let me kiss -
your hand?" .

“I am glad that you are going to Egypt at last, little
Swallow," said the Prince, "you have stayed too long here;
but you must kiss meon the lips, for I love you."

- "It is not to Egypt that I am going," said the Swallow.
"T am going to the House of Death. Death is the brother of
Sleep, is he not?" :

- And he kissed the Happy Prince on the lips, and fell down
dead at his feet. (1888, 1968, pp. 49-51)

N
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Be?te]heim (1976) claims in his book, The.Uses’bf Enchantmeqt that
the child needs, "a moral edbcation which Subt]y, and by imp]icatioh :
oniy‘conveys to him the advantages of moral behavidr, not through
abstract ethical concebts.but through that which seems tangiBIy'right
and therefore meaningful to him. The child finds this kind of meaning

\

thrbugh fairy tales" (1976, p. 5)

Pedagogical Considerations

The. pedagogical significance of applying the moral emotional
theory‘to children's literature is that it provides the criteria for
selecting Books that compe] the reader to experience empathically.
great humanizing values of 1ovs and fellowship. The application of
thfs appfoach to chi]&ren’s literature is 1mportaht in the way in
which it can help students identify and meet their own, and otHers,
needs, feelings, and ﬁnterests. "Reason, fmagination and iQenyffiCation
with others produce more consideraté behavior" (McPhaiT,"Tgfé,_p. 2).
In the elementary séhdof classroom of todéy,wwhere‘discipline appears

as problematic, teachers often plead for more sensitive students,

the abi]ity to put oneself in another;§ shqes. "Why don't they
‘listen to one another?" "Don't they know how it_fee]s to be called
buckrFacef" "Why don't they ever 1né1ude her in their games?" These
are just a few of many duestions,that teékhers may reflect on in the
course of one day. Sharing stories with students that elicit empathic
respénsés is one way of Iéading into the discussion of everyday
problems that confront chifdren in and out of school. Questions that

might be posed to students after experiencing the story of The Happy

50
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Eriggg_might be: "Why did the swallow keep returninghto help the
prince?" ”Nhat does the swallow get out of it?" "Can you think of
somethfng you do that gjves you something similar a§ in the case of
the swa]Tow?” "Is there perhaps some;fee1ing you experience afte}
you've done it?" "Is fhis feeling worth as much to ydu as a reward
you can bﬁ*hg to c1ass?and show us?" DeveToping tolerance toward
others might be a heaithy result of sharing with students’such books

that dan be analyzed in terms of the moral emotional theory.
/’

/

Conclusion

>What can we conclude from the above application of the clue
structures to selected children's books? If would appear that to a
surprising extent such clue structures seem to show the potential
value which a book may.ho1d foé a vicarious moral growth experience in
children. A budding pubescent who is experiencing the typica]hego— '
crises, value confusions, and self-doubts associated with rapid - |
physical and psychological changes may find in Judy Blume's book the
value ciarifying 1ife experiences which a ‘teacher.senses could be
he]pfu1.tb the child. One could argue that good teachers do this
all the time and that the formu1ation_of clue structures are simply
artifici;L abstractions from the kind of knowledge teachers aTready
have. This is no doubt true. It is the cpntribution of Polanyi's
concepts of tacit knowledge and clues which provides further insights
into our everyday teaching experiences. The significancé of clue
structure analyses such as performed in this chapter probably lies in

thé process of bringing to reflective awareness and to language what
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teachers otherwise may or may not be able to articulate for them-
sé]ves.

The other objection, that c1ue'struttures (as represented by‘
the sqhemas) are still only abstractions from real experiences is also
valid. It is for this reason that the next chapters (v, VI) are meant
to focus down to gain a more thd%bhgh grasp of the meaning of moral
growth from the perspective of the moral-emotiorfal approach in order
to distinguish a phenomeno]oéica1 orientation from the traditional
empirical formulations. The phenomenological perspective should then
provide the opportunity to turn back to the Tived experience of a

moral emotional reading of Oscar Wilde's The Happy Prince.




Chapter V

FOCUSING DOWN: THE MORAL EMOTIONAL APPROACH

In this chapter one of the four moral growth approacheé
(discussed and illustrated in Ch;pters IIT and 1V) is isolated in
order to pursue a fore detailed and deeper understanding of what is
meant by it. Two general fesearch orientations to moral emotional
growth are examined: the empirical-analytic and the pHenomeno]ogica]

orientation. From fhe point of view of these research orientations
the idea of moral emotional grow{h has quite different implications
for curriculum and teaching. The central-idea of the moral emotional
approach is its focus on the emotional empafhic faculties: What is
meant by ppe word "empathy"? What is the curricular significance

of the concept‘of empéthy for children's literature? How does a more
phenomenological approach to empathy d{ffer from the more traditional

formulations as found in the literature?

“The Concept of Empathy

‘The’Eng1isH term “empathy" is a translation of the‘German word
Einfiihlung ("feeling in," or "feeling together with") which derives
from the Greek em-patheia (“in passion"). J. B. Hunsdahl (1967) traces
the first usage'of the term Einfuhlung back to 1873 when Robert
Vischer used it to refer to the "immediate continuation of an external

observation in an inner feeling" (p. 181). - The English term "empathy"

was first employed probab]y by E. B. Titchener in a text on experimental
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psychology in 1909. Since then the terms "Einfuhlung" and "empathy"
have been discussed and defined in a variety of ways. Examples drawn
.fPom the literature to illustrate that variance follow:

a. Empathy occurs in the moment one human being speaKé/w1th
another. It is impossible to understand another individual
if it is impossible at the same t1me to identify oneself
with him. (A. Adler,. 1965) -

b. Empathy is the 1nvo1untary, at times forceful, experiencing
of another person's emotional state. . (M. Hoffman, 1976)

c. Empathy is a process of comprehending in which a temporary
fusion of self-object boundaries, as in the earliest pattern
of object relation, permits an immediate emotional appre- |
hension of the affective experience of another, this sensing
being used by the cognitive functions to gain understand1ng
of the other. (A. Guijora, 1967) :

d. Empathy (decentration) is the ability to consider multiple
perspectives of a situation. (Piaget, 1969)

e. Empathy is the ability to preditt the behavior of the
generalized other. (W. A. Kerr and B. Speroff, 1954)

rf. Empathy is the ability or tendency to put oneself in the
other's place, imaginatively, and to feel 1ike him, or with
him, or merely to identify his feelings, thoughts, or moral
viewpoint. (M. Rotenberg, 1974)

g. Empathy (cognitive sympathy) is perceiving, sharing, or
understanding another person's communicated mental state
~ without feeling compassion for him. (C. Cooley, 1902)

h. Pass1ve pr1m1t1ve sympathy is a suffer1ng with or exper1enc1ng
someone's emotion without perceiving or knowing its origin
~(i.e., the sheer affective 1eve]) Active-complex sympathy
is the reciprocal relations in which each side not only
experiences the other's emotions but expects his ‘active

sharing of this emotion (i.e., the cognitive-affective
level). (W. McDougall, 1908)

i. Empathy (Einfuhlung) is the cognitive or intuitive ability
to put oneself in the other's place, to identify or predict
accurately responses, thoughts, fee11ngs, etc. without
actually exper1enc1ng that person's feeling or state.

(T. Lipps in M. Rotenberg, 1974)

j. “Empathy is the ability to see, feel, respond, and understand
as if one were the other person. (G. H. Mead,‘1934)
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frame. The main preoccupations of these authors seem to be with

k. Empathy is the vicarious emotional response of a perceiver
to the emotional experience of a perceived object.
‘(N Feshbach and K. Roe, 1968)

1. Empathy is the subJect s ability to predict another person's
responses on a personality test or in some social situation.
{R. Dymond, 1949)

m. Fellow-feeling is the ascription of reality to the subject
whose feelings we share. (M. Scheler, 1970)

n. Empathy is the exclusion of one's own concreteness, the
ext1ngu1sh1ng of the actual situation of life, the absorpt1on
in pure aestheticism of the reality in which one participates.
(M. Buber, 1974)

Extraction of the ahove definitions df "empathy" and

" infUh]ung”'from the literature has revealed, philosophically speaking,

that the research and writings seem to fall into two large knowledge
domains. One body of knowledge (by far the largest in the literature)
explores the concept of empathy in an empirical-analytic or ﬁomothetic
gaining a causal, correlational grasp of the role of empathy in human
behavior, child development, etc. The aim is to find predictive and

explanatory measures and hypothetico-deductive knowledge which

eventually might help to bring empathy under the "effective" influence

of educators, parents, school psychologists, and so forth. In this
chapter an attempt will be made to highlight some of the éspects of
this work. But it will be argued a]éo éhat the weakness of the
empirical-analytic literature on empathy is that it glosses over the

very meaning of empathy as it is "lived." p

The other bpdy of knoW]edge on empathy represented by those
who view empathy as défined previougly in items (j), (m) and {(n)

is less prolific; 1t,exp1ores the significance of empathy in a
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phenomenological or dialectical-hermeneutic frame. Whereas the =)
empirical-analytic literature focuses en nomothetic concerns, that
is, on the law-1ike generalizations, cause-effect principles, or the
statisticaﬁ cotre]ations between selected variables, the phenomeno-
logical literature deepens out the meaning aspects, the verstehende,
or the interpretive components of the existential structure of
empathy.

How pervasive the empirical-analytic orientation %s in
the theorizing about empathy can be gleaned also from articles
such as Deutsch's and Males' (1975) essay "Empathy: Historic and
Current Conceptualizations, Measurement, and a Cognitive Theoretical
Perspective." The article is strong on "measurement" but limited in
scope on "conceptualization;" due in part, no doubt, to the focus of
the reviewers. Their preoccu;ations with nomothetic and "technical"
quest1ons, are clearly demonstrated in the following succinct

g, . e

‘;§§nc1usions where1n the authors seem to be urgent1y seeking support
5y Mg} , ¢

) ‘:r‘ -\

k]

f.for*,:

[

at éﬁreti a] framework for the multiple sélection of 1ndependent
and dependent variables which are related theoretically to
g m@athy +In this fashion a developmental approach could be
app1ied for assessing empathy over time as a function of
»muttlple factors or changes in the patterning of various
“erpathy measures throughout the 1ife span. (Deutsch and
Susman, 1974, p. 283)

"+

‘The Empirical-Analytic Orientation to the Study of Empathy

-

As has been mentioned above, most studies concerned with empathy

' seem to be empirical rather than phenomenological in nature. Many

Q

psychologists and sociologists have written about empathy in terms of
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its development, its characteristics, and its potentiality to be
o
fostered: egocentrism and decentralization (P1%getf 1969); levels

of social perspective taking and empathic development in children

(Selman, 1975); development of empathic ability in young children,

cross-cultural studies (Borke, 1971); empathic capacity and second “ga

language acquisition (Guiora, 1967); affective and cognitive

role taking—sympathy and empathy in delinqhent and nonde]inquent
boys (Rotenberg, 1974); concept of identification (Kagan, 1958);
altruistic sympathy—reinforcement in chfldren (Aronfreed, 1968);
empathy scale for the measurement of empathic ability (Dymond, 1949);

empathy test (Kerr, 1954); development of altruistic motives

(Hoffman, 1976); empathy and aggression in children (Murphy, 1977);

and nature and uses of empathy (Katz, 1963)ﬁ; ggz :
y may be viewed

4.

% Most empiricists seem to agree that'empa

r’,_‘

as“fgé ability to escape from one's own view of the world and put
oneself in the place of another. There is some disagreement among
empiricists as to when‘empathy occurs. Piaget's position (1969)

is that empathy is a discontinuoué‘process: Young children are
egocentric_and the ability to empathize (take another's perspective)
emerges in early adolescence. Borke (]971) seems to take the opposite
viewpoint that empathy origjnates in infancy and proceeds through
hierarchicai stages c1o§e1y fe]ated to cognitive development. The
affective abi]it; tg‘master empathy has been obser&ed by Murphy
(1937) in chi]@ren upward from nursery school age. A point of debate

which receives much attention among empiricists is whether empathy

involves cognitive agd/or affective elements. Feshbach and Roe (1968)

;
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cbnceive of empathy as a'pﬁimarily affective phehomenoﬁ.' Empathy
“in tﬁi% sense is a Viparfous emotional response of a peréeiver to
the'enntionai experience of a perceibed object. -Dymond (1949), or "
the»other”hand,.cohceives.of empathy as a primarily cognitive
phenohenon.  In’her studyzqf the re]atignship bétween insight and
‘ embathy,‘she asked subjecté to fe11'storie$ to TAT card§ and ana]yzg
their sfﬁries in terms of interparsona] relations. Empathy was.

o

defined as the ability to experignce and describe the thoughts and

_:feelings of the figures depicted‘in the given stories. In'Dymondfsf/ ,

', empathic abilities test (19}9),’the measure of empathic abi]ity,wés
:derived from seéjng how c]bse]y the‘individua1 predictions of |
andther's ;atings corresponded with the other's actual ra;iﬁgs:
~ Guiora (1967) seems to‘iﬁcludg'both the affective and goéﬁitive
corré]ates of empathy_in a happy balance. The emotipﬁél,apprehension
of aﬁother's experience is sensed af%e;tive]y ang/?é_then used by ~
the cognitive functions to gain uhderstanding éf ¢hg.0ther's
experience.

Three Educational Frameworks for the
Acqgjsition of £mpathy .

il

Discussion of the literature and reported research findings

‘”_re]aﬁed to the empirica]-aha]ytic approach has been divided into

3

three categories, each exemplifying a framework for looking at empathy.

Each framework has its own.under]ying assumptions and implications

or, at least, potential suggestions for education. o :3

P
-s
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" Empathy as Something to be Taught -

This way of looking at émpathy seems to assuTe that it can
be studfed and described aé a discrete trait. For the teacher this
means a child either may "have" or "not have" ip. Another implication 4
seems to be that from é%%s perspectfve empéthy_can be treated a§ a
substantiye piece of CurricuTum:content; name]y'és a skill, an ability, -
‘or an awareness that can be taught, "passed on'" to the child.

: Reséarch studies that seem to fit this framework include )
those of Dymond'é’empéthy sca1é'(1949); Kerr and Sperbfffs empathy
‘test and primary émpéthic #bi]ity tést (1954); Aronfreed's . \
‘ a1truistic_sympathy——feinﬁgrcement in children (1968); Feshbach
and Roe's .empathy in_sixffand seven—year»O]ds (1968); Guiora's
empathickcapacity and se@6ndﬁlanguage‘aequisition;(1967); and
Roiénberg’s empathy id‘délinquent and nondelinquent bbys'(1974).

. / .

Typically, in this form/of research statistica1 procedures are employed

N ;6‘

to measure indices of #ﬁpathic behaGior b corne]affng it to other-
theoretical.constructs/sﬁch as (a) adjectjve checkiistsiv(b)-persona1ity i @ﬁ%ﬁ
inventories, and (c) at/ttitude scales| (Roftenberg, 1671’4,“p. 179). |

A typical study of this?émpir1 I-analytic framework is
" represented in the wérk of Rotenberg (1974). Rotenberg set out to
investigéte to what extent empifical measures of empathy (affective.
role taking) and sympathy (cognitive role taking) are present orﬁabsentf
in a comparafi&e‘experiment/with de]inquént and nondelinquent boys.v

_ Without going into the brocedura] detail of Rotenberg's study, it

suffices to lTook at his conclusions which seem to show that delinquent

@ .

;
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boys do not diffef significantly in sympathetic or cognitive role taking
behavior, buf the study did suggest a difference in decfeased affective
role taking behavior (empathy). of . the delinguent boys as compared to
&the nondé]inquenf boys. Significant]y,‘in this study, empathy seems

to be treated as'éome"thing".to be considered as an asset (something
you "have“) or as a deficiency (someching you "Tack"). One could
speculate that the practica{ or pedagogic implication of this reseapch
is that de]inouént boys need he]p-ip this‘area——they need to be taught
to be empathic'(if thf?ﬂis*indeed possible). ’ \

Attempts have been made to teach empathic comoetenc1es to
teachers in competency -based training settings. An unsubstant1ated study -
completed at anacuse may iljustrate to what behaViora] extremes such 5
traihing process can lead. VIn\this study, behavioral equivalents of
empathic ”internaisf were systematice11y acquired thfough training.

]

_For examp1e, behavior such as eye contact, physical posture, voice
timbref‘etc.,were cohsidered to constitute external referents of a
complex fepertoire.of empathjc competencies. Teachers were taught
fhe importance of?imitating the behaviors of the person with whom they |
were supposed to empath1ze, such as putting the hand under the chin,
xt11t1ng the head, cross1ng the legs, etc. They were trained in ways

of estab]1sh/ng and ma1nta1n1ng eye contact, ‘imitating e person's s
way of speaking, elc, The problem is thatythis kind of e*ercise o 2
tends‘to g]?és over what‘actua1]y "happened‘inside" the_heartS'and

] . ) .
minds of th? people involved in such interactions.
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Empathy is Something to be Fostered

°

This’way of Tooking at empathy seems to asste that it can be
studied’and described as an innate, typically human trait. From this
empirical-analytic frame empathf tends to be'seen.as something that
is latently there and that can be "brought out" given the right kind
of childhood experiences, socia]ization practices, etc.

) In the 11terature there are reports.df those who treat empathy
. asbsometh1ng that can be fostered hcweveh, wfthout g1acement of-this
process within the developmental or etage prggnession process. For
examp]e, educators, such as Hoffman (1976) an&iﬁcPhai1 (1973),
are both interested in different’wayshof §tudy1ng empathy in terms of
fostering it in the child. Their focus often is on the conditions that
' facilitate empathic behavior in children; the kinds or modes -of
experiences that influence the’emergence or non-emergence of empathy
are explored. | | |

In. add1t1on to presenting a theory of how ego1st1c and

co a]tru1st1c ‘motivation develop in the 1nd1v1dua1 Hoffman (1976) of fers

a suggest1on for 1nf1uenc1ng the emergence of empathy. In reviewing
the theories of empathic growth in children he notes that through the |
developmental hehaviors.of role taking and strengthening of ego-
‘1dent1ty, empathic d1stress becomes transformed into sympathetic
distress. In turn, altruistic mot1ves such as coooerat1on and charity
‘develop out of the synthesis of empath1c d1stress and the child's
“1ncrea51ng]y sophisticated sense of the other. In other words,;the’
capacity for empathy has direct consequences.for the more mature

‘ capacity for fellowship, cooperation, and love. Since the original
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ekperienceS'of distress in others is hypothesized to lead to the child's

empathic .responses’ Hoffman (1976) suggests that:

Sensitivity to the needs and feelings of others may be fostered
by allowing the child to have the normal run of distress
experiences, rather than shielding him from them, so as to
provide a broad base for empathic and sympathetic.stress in
early vears. (p. 142)
Hoffman seems to be éuggesting that the right kind of distress experi-
ences invéerly childhood triggers off the child!s natural disposition
for empathic feeling and acting. The impTicatibns of Hoffman's theory
for education are powerful, and yet questionable. On one hand,
~ Hoffman seems to make avqi]ab]e to educators an afféctive knowledge

base for promoting an important educational goaT. On the other hand,

one wonders whether the school is an appropriate place for the kinds of

stress experiences about which Hoffman sneaks. Thjs'raises the question -

whether distreééing and_uhsett1ing experiences that may be gaihed
Vicarious1y through novels, film and other media could similarly
constitute the kinds of determinants for empathic growth ﬁhat Hoffman
discusses. It is entirely possible that empathic growth throuéh'
distresgéshould only be considered the prerogative of parents.
McPhail (1973),2a British eduéét@r, also is convinced
‘ofrthe positive value of empathic growth. For example, '
McPhail has prepared a series of situatiPns which are designed to
involve the student in identifying and meeting his own, and others,‘
needs; feelings and interests. This sensitivity approach‘aimsvto )
foster empathic behavior in the studeﬁt by emphasizing ‘the person who
acts and the consequehces of his actions. The assumption,under]ying'

. . ; L)
this approach is that "reason, imagination and identification with 7

s
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others proddﬁé'mére considerate behavior" (1973, p. 2). McPhail

does not epr1cate the theoret1c assumptions (qxfcussed in Chapter II)
which undewﬁﬁe h1s curriculum program. In otﬁz; words, he does not
problematize yhegher phg!foster1ng of empathy can be éffective]y
controlled by the téacher in the classroom %n the first place: he
'simply sets out to do it. .

Empathy as Something to be Acqu1red
Developmentally

.The,proponenfgﬂof the third framework of empathic behavior seem
to suggésf that empathic growth 1s;é'natura1 humanlprocess but to
| this process we can discern certain stages, levels, etc. It has in
common witH the idea that empathy can be‘fosﬁered the assumption that
eﬁpathy is a poténtial’and natural characteristic which develons under
the condition§ of appropriate environmental stimulation.
| Deve]opmentdiists such as Piaget (1969), Kagan (1958),
Mead (1934) and Baldwin (1906) consider empathy as a role-
taking skill conducted in a developmental framework. Terms such as
"social perspective taking,ﬁ "social sensitivity," "insicht,"

“nsrojection," and "identification""are attached to and used inter-
changeably with empéthy.- Empathic ability rather than empathic under-
standing seéms to be the foc&l point. Questions.sdch as the following
.reéeive attention: When does empathy occur?é Does empathy have other
.;cognitiye stage correlates? What experiences are critical fﬁ?’}he
development of empathy? Selman (1975) uses the P1aget1an Ko:Lerg1an
deve1opmehta1,approach to ‘describe successive stages in the dqu}opment

of empathy in the child. : ' N
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Se]mén calls empathiﬁ responses "social perspective taking."
There are developmental levels of empathic understanding when the child
is able to perceive socially (émpathica]Ty). Becoming cognizant of
these stages and being able to determine at which particular stage the
child is functioning would provide the‘e&ucator with the understanding
of how the ;h11d looks at the wor]d.v According to Selman, expectaj.
tions of conceptual and emotional abilities that the child has not yet:
deve]opéd WOu1d.be avbided. And even more important, fhe teacher would
possess the knowledge to direct the child to the next stage of develop-
ment. Selman says that the teacher Who recognizes the social-cognitive
stages of her students can: |

I. bétter understand the behavior of her class by understandihg
how her children view social ré1ationships, rights, and obligations;

2. determine her own expectations for her stu&ents' develop-
mental goa]s;‘ |

3.' better estimate the affective as well as cognitive capacify

of children (in T. Lickona, 1976, p. 310).

)

Conclusions of the Empirical-Analytic
Orientation o

Summing up(&hese discussions, it wou]d»éeem that empifica]-
analytic research findings may be classifed into three éategorica1
frameworks depending upon the uhder]ying assumptions -about the origins )
Uahd»génesis of embéthy in human behavior. However, seen common to all

e‘persbeéﬁives is that they all strive for a form of know1edge

h hds the practica1_potent1a1 of bringing empathy under increased



predictive and effective control. This striving is exemplified in the
following research suggestions made by Abraham S. Luchins:

1. research the effects of the differences in attitude and
situations on the. empathizer and the object of empathy, ‘

2. research what effect different people have on the
empathizer. ‘

3. research how a hén-human object or an event compargs to a
person as the object of empathy, - |

4, researchkmutua] empathy, the way in which two people or
groups undérstandlone another,

5. vresearch under what conditions empathy seems most apparent
or least apparent for an 1hdjvidua] or in a group,

6. research how to- increase or decrease the amount of empathy
for an individual or a group (1957, p. 15).“

The potential contribution of empirical-analytic rese&kch on
empathy for teachers is that it may yield "methods," "strategies,"

"procedures," or "techniques" for effective teaching, fostering, or
-promoting (deve]obmenté11y) emp&fhic behavior. Aside from the fact
that research of this kind has been notoriously unsuccessful in
informing concrete éducationa] practiceé, there are othér limitations

to the empirica]—ana]ytié approach as well. One of the most basic

shortcomingsvof this approach may well be that it well-nigh completely

glosses over the very meaning of empathy. Interpretations of meaning

in the experimental literature are significantly restricted to
~operational (i.e., testable, observable, measurable) formulations.

It may be that a competent pedagogy on the partwofﬁteachers and other

4
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educators is not primarily g%function of their instrumental access to
skills, techniques, and other such behavioral competencies. Rather,
one might at least speculate that in the realm 6f empathic growth
something more fundamental is required. In-the followina section tHé
phenomenological orientation to empathy is presented\in,the hope of

bringing to the surface the deeper meaning structures of the experience

of empathy.

4

The Phenomendlogical Orientation to the
Study of Empathy

Theexistenfia]-phenomeho1ogiéa] approach to empathy attempts to
interpret the meaning aspects of the structure of empathy. In contrast
to the empirical tradition, very few sthdies, receht or past, have been
written phenomeno1ogicajly on the topic of empathy. In Germany there
was some interest in the idea of empathy among philosophers and
psycho]ogists in the first quarter of the twentieth ﬁentury.' Reportedly,

Theodor Lipps wrote extensively on the subject. However, none of his

" work appears to be‘avai1ab1e in English. Thg only access to Lipps'

work is by way of secondary articles and authors who quote and refer
to Lipps‘ wdrk. For example, Hunsdahl (1967) provides an intro-
ductory overview of Lipps' works, as well he discusses briefly how
authoré such as Prandtl, Meyer, Deri, Doring, Volkert, and
Mul]er-Freieﬁfe]s have debated‘and contributed to . Lipps' work.

The first German work on empathy that has been translated

into the English language is Scheler's The Nature of Sympathy. This

work is especially interesting since, in contrast to Lipps and other

ﬁﬂauthors cited by Hunsdahl, Scheler's work stands more firmly in the

B
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direct tradition of Husserl's phenomenological writings. Scheler
reserved the term Einfiihlung for a kind of relationship that is evident

only among human beings. He defined Einfuhlung as a cognitive and

R e = 2

unconscious process, a 'reproduced feeling" in which "we sense the
quality of the other's feeling, without it being transmitted to us, or
evoking a similar real emotion in us" (1970, p. 9). We may understand
the other's emotion or we may feel aé one with him (total identifica-
tion). In none of these instances, says Scheler, do we feel genuine
sympathy. Empathy in Sche]er[s terms, seems very much Tike the way in
which a c]inica]lpsycho1ogist such as Carl Rogers might describe it.

- The state of empathy, or being empathic, is to perceive the
internal frame of reference of another with accuracy, and with

* the emotional components and meanings which pertain thereto,

as if one were the other person, but without ever losing the

"as if" condition. Thus it means to sense the hurt or the

pleasure of another as he senses it, and to perceive the causes

thereof as he perceives them, but without ever losing the

recognition that it is as if I were hurt or pleased, etc.

If this "as if" quality is lost, then the state is one with

identification. (1951, pp. 210-211) : >

-7

v
On reading Scheler, it becomes apparent that he is deeply caught up

o

with some experience that in layman's terms seems somewhat akin to
“putting oneself in tﬁe other "person's shoes." Scheler calls this
experience Mitgefuhl or fellow-feeling, "the ascription of Eea1ity to
the ‘subject whose fee]ings we share" (1970, p. 10). Authentic fellow-
fee]ing recognizes, meets, and respects unequivocally the subjectivity
of another humankexisténce in a genuine encounter. Scheler reggrds

Einfuhlung (in Lipps' terms) as a reproduction of feeling or experience;

the'empathizer does not "feel the other's feeling"; he simply knowg or
judges that the other has it and may remain quite indifferent to what

has evoked the feeling. Einfuhlung ‘then for Scheler-stays within the
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cognitive sphere. But fellow-feeling is more than Einfuihlung—it is
the experience that Scheler describes as one in which we can sense more

than just the quality of the other's feelina. The act oflfe11ow—feeling
/

/

becomes more understandable by uncovering and examining some aspects /

and features that Scheler distinguishes about this phenomenon. |
/

The Structures of Fellow-Feeling

An attempt will be made to describe the deep structures of
fellow-feeling, in the sense of Scheler (1970), with the intent of
.providing a more theoretical explanation of the existential |
meaning of empathy as well as its pedagogical significance’to j
educators. j

1. Fellow-feeling is a reaction or a reactive conditfdn.f
According to Sche]er,"fe11oW-feeling based on’emotiona1 reproduct%on
whether in commiseration'or‘rejoicing, is essentially something gv
undergdne, and not a spontaneous act. It is a reaction, not an ?ction“
(p. 67). |

2. "Pure fellow-feeling is an intrinsic characteristicﬁof the
human spirit" (p. 61). Fellow-feeling does not have its roots §nd
ié not determined by our relationships with other people and théir
emotiona] states, but it is assisted in its opportunity for emergence
and display by other beop]e. | y B

;3. Fe11ow—fee1ing is not restricted to other's experieég*§ that
we have already met in ourselves. "True fellow-feeling is wholly
functional throughout: there is no reference to the state of one's

own feelings" (p. 41).

4. Fellow-feeling includes the existence and character of



|
|

|
the other as part df the object of commiseration or rejoicing. "Al

fellow-feeling involves intentional reference of the feeling of jdy or

sorrow to the other person's experience" (p. 13).

5. Fellow-feeling presu;poses that we have know]edgé of the .
~nature and quality of experience in other people. It occurs 9fter the
experience of the other has been grasped coanitively. The development
of fellow-feeling is due to the growth in our understandinQ of the
nature and differences of mental processes in other people. "It is
through fellow-feeling that 'Piher minds in general' are brought home
to us, in 1ndividué1 cases, as haVing a reality equal to our own"

(p. 98).
| 6. The act of fellow-feeling has moral value independent of
the content of the syhpathetic act. "Genuine acts of fellow-feeling
have positive moral value" (p. 138). The degree of moral value in
acts of fe]]ow-fee}ing is determined according to

"a.' the level of the emoffon, which may be a,spifitua],

/

mental, vital or sensory type of sympathy, | !
b. whether the sympathy is 'pity with someon;' or
‘pity for someone,'’ | |
C. Qhether the fellow-feeling is directed upon the centre
of se1f4awarenéss ahd self-respect in the othef's personality or
merely towards hiS»circumétances;
d. the worth of the value-situation which is the occasion
of tbe cher person's Sorrow o}vjoy (to_sympathize with joys énd

sorrows which are appropriate to their circﬂmstances is preferable to

‘sympathizing with those which are not)(pp. 138-1§9);
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: .ﬁikg 7.. Fellowﬂﬁﬁe11ng is based on 1ove of some kind and cannot
Qﬁgst unless love is present in some form. .“Fe11ow-fee]ing depends
g;t1re]y on the nature and depth of the lave involved" (p: 67). The
kind of fellow-feeling (community of feeling, fellow-feeling,
emotional infection, and emotional identification) that is experienced
by the individual depends on the gharacter or nature of the bond that
has been established between him and the other. .

8. Scheler (1970) contends that one of the marks of the
genuineness of fellow-feeling is that it shoa]d lead to acts of
beneficence. In other words, true fe]1ow=fe%Tinq,shou1d involve an
effort towards the well-beina of the othér. |

| g. .The feelings of the other gersdnefor d;om we show fellow-
feeiing are qua]itativeiy different from 6ﬁr‘own. “fhe realization
that as finite beings we can never see r1ght into one another S heart,
that we cannot even have full and adequate know]edge of our *own hearts,

- let alone other peop]e s, is o1v;; as an essent1a] feature of fellow-
feeling" (p 66). R ‘3':" f?i~ |

10. Fellow- fee11ng is 1nnate It i§ part‘ef the fcﬁnstithtion

of all emotional beings genera]]y“ Cp ]30);

11. "Vicarious and compassnonate'feeling are basic phenomena,
which can only be exhibitedlas theyhaetua11yjare, Wiﬁhout being
derivable from‘othe;velementary faets:en psycho-genetic lines" (p. 56).
Scheler rejects the kinds of approaches to fe]]ow feeling taken by
empirical- ana]yt1c th1nkers, part1cu1ar1y theories of the psycho10q1ca1
and genetic type that attempt to understand fellow-feeling by merely

rtracing its deve1opment.
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Kinds of Fellow-Feeling

In addition to the above structural aspects Scheler discusses
four kinds of fellow-feeling. These can further be distinguished from '
each other in terms of their inauthenticity and genuineness.

"Community of feeling" is completely genuine, and "fellow-feeling"
proper is genuine but less so. "Emotional infection" is inauthentic
fellow-feeling, and "emotional identification" vis only a heightened

form of emotional infection.

Community of feeling is a mode of experiencing described as

a "feé]ing—in—connnn. For example, tHe anguish that two parents
would feel at the bedsige.Ei their beloved dying child is shared
mggggl_sufferingl Sensoryitypes of feelings cannot be experienced in |
this way. The valué contenit of the feeling and the emotional regard

of the feeling are identical.

4

Fe]]owﬁfeeliné can be described as a mode of experiehcing )
which is a "re~ac£365" to the state and value of the other's feeling.
Countless examples of rejoicing in another's joy or commiseratﬁng with
another's sorrow&would fall into this cateqgory. The value content of
the fee]ihg'and the émotiona1 reagard- of the feeling are pheﬁomeno-

logically two different facts.

Emotional infection is a mode of experiencino wherein there is
no genuine fellow-feeling. It involves a "transference" of a state of

fee]L&g. The presupposition of any knowledge of what the other feels |

is lacking. Emotijonal infection is in;STHRESEY7ﬁﬁfiﬁwxnﬁmﬁaﬁsv\‘Ltﬂ

—_—

- - s -l : ¥ )
is most often experienced in the mass excitement of a crowd where the
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incoming infective emotion is not ascribed to others, but is regarded
~as one's own. Only in its motﬁvating'origins does emotional infection

‘ re]ate-back to some’other”person“s experience.

Emot1ona1 1dent1f1cat1on 1nvo1ves a mode of experiencing which

3

is a mode111nq of the- self with another Emot1 nal identification is

l

. 1nvo]untary and unconscious.’ ‘Scheler cites two types of identifjcation:

A(1) idtdpathic and (2) heteropathic, both of which develop 1n opposite
o ways Id109ath1c 1dent1f1cat1on deve1ops through "the tota] ec11ose

",and absorpt1on of another se]f by'one S de" (p. 18). Anfexamp1e

L iy

"Vm1ght be that membe&s of a oo]1t1ca1 party ecstat1ca11y supportxng
the1r 1eader,engender a sense of 1dent1tv for themselves through h1m
Heteropath1c 1dent1f1cat1on ocCurs when the sub]ect is "overwhe1med

z)//and hypnot1ca1}y bound and fettered" by the other to the extent that

| the subJect is usurped of tis status by the other' 8. persona11ty Th Y

B

art of acting might be con51dewid a form of hetgﬁopath1c 1ﬁen§1f1cat1on7

- as ‘the actor effaces his own pe sona11ty in that of the character he

v

/1s portraylng [

v

. Conclusions of the Phepomenological Orientation

'WHat does the process of‘understanding phenomenoloqica11y the

‘funder1y1ng structures of’empathy and understand1ng the d1st1ngu1sh1no
o features of the k1nds of embathy exp11cated by Sche]er offer the :
teacher or educator? Langeveld (1967) notes that soc1a1 sc1ence )

)
has taught us much that we can emp1r1ca11y observe about ch11dren and_

1earning behavior, but we™know too 11tt1e about the ch11d as a way of

be1ng human ' Sc1enqe (1n a behav1ora1 sense) fordets that pedadoqy is

PR g e
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essentiaf]y»a moral and intersubjective entenprise;' Fe?]ow-tee]ing

in a phenomenological sense dqes not ignore the chi]d”s'subjettiVity.
It recognizes; meets, ahd ref%tets the subjectfvity of another human
ex%stence'in_a genuine encounter. Understangjng empathy phenomeno-
‘1ogfca1]y’might he1p the language arts teacher to interpnet the inner
- .experiences of the child, and assist the ch11d in com1ng to terms with
and transcending the constra1nts that stand 1n ‘the way of a ref]ect1ve
_and autonomous passage towardyrespons1b1e adulthood. In the words of
Beekman, ' a“phendmenolog1ca1 approach can contr1bute to a more human1zed
theory of schooling” (1977 p. 94) ‘ ’ -

| Underetanding the distinguishingifeatures'of the kinds of

i fe]]ow-fee]jng (commun1ty of fee11ng, fe110w fee11ng, emotional
infection,‘and emotional identification) can prov1de the teacher’w1th '

-

the 1ns1ght to recogn1ze genuine or 1nauthent1c empathic behav1or in

‘his or her students. The k1nd§§é student who is timid, w1thdrawn, and

seems unable td'expfess a'senSe-bt iwdividuality or another student
who seems to be unaware of his classmate's feelings and attitudes might
'_be more sensitive]y dealt with by‘the'teacﬂer who is conversant with

the k1nds of empathy and their d1st1ngu1sh1ng features The intent of

'éf: pedabog1c or educ tional knowledge is pract1ca1 only in the sense

v\z
that it is nean1ngfu1-1n con8rete s1tuat1ons where the adu]t or
, educatgr meets the child or student.
| . In what way can teachers 'benefit from a closer attent1on to
phenomeno1og1ca]awr1t1ngs (as contrasted w1th emp1r1ca1 ana]yt1c

,Jita&bture) on empathy’ It wou]d seem that phenomeno1ogy may add to g’

- an educator s pract1ca'l competence by bmngmg the pedagog1c_ L «

» e T Co ’ . .
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significance of selected phenomena to reflective awareness. It is

doubf?ui that the assighed‘readihgvof Sche]er's The Nature of Sympathy,

for ‘example, wouio make for betterl“pedagogicai‘sense" in teachers.

But a careful scrutiny of'seiected aspects of theldistinctions'made

by Scheier,'aod application and further phenomenoiogicai description

of these distinctioos might render the phenomenclogy of empathy more
meaningful for concrete pract&ca] educational -situations. /Seiected .
.phenomenoiogicai descriptions on t0p1CS which 1ie within éoe rea]m of

[

pedagogy and the 1anguage arts, in particular, may be needed For

teache? a subtle story of, for example, @scar Wilde's The Happy Prince,

Betsy Byar s' The MidnigA; Fox, H. C. A dersen s The Litt]e Mer‘maid,K

or Ivan Southall s‘Josh? The perceptive teacher. must often wonder

|

what goes on in the ming'of the child who reacts to.such stdries with
‘visible emotional involvement and yet,in the same class of children,
there are others to whom the empathic experience seems to go completely

unnoticed. What is it aboot some language arts sookces that can

structure a simpie.readihg*]esson;into a'pedagogic situation where the
empathic experience becomes the educationally Significant one? This i;
'no%»avtechnical question; that is, thig%is'not a question that is most

appropriately explored through . hypothesis testinq, experiments; ipstead,

&

, “ this question is an interprekive one 1ead1ng to hermeneutic probes
L]

into carefully se]ected-e]ements ofvthe human 19 fe-world: the pedagogic

ps

: ‘ . -\ : . B
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situation. Therefore, in the next chapter th:/poncrete,,personal
nature of the reading experienéés of groups o " children will be
expTored_to reveal whether or not there is evidence of an emotional

,'moral growth dimension of the experience. .



Chapter VI

THE READING EXPERIENCE OF THE CHILD" : . ' ;

\l .

On the Phenomenology of Reading:

In Chapter V the moral emotibnal approach was examined. The

phenomeno]ogica] orientation to moral emotional §¥owth in particular

-

reading eiperience like for g child?! More specifically theﬁ%ﬁ tien

is; ﬂyhag is it like for'a(Lyflg child to read a.fairy.tale ofraa
;emQSQanLgmoral kind?" However, in focussing the question down to

E‘such ieveliof_specificity (so that for the time being we do not seem . ‘ stiﬁ ,

ﬂ %0 be interested in‘the chi]d's experience: of other forms or varieties e

H Q‘hﬁ1terature) we should not forget that we are asking about the g

nature of the ch11d S re1at1onsh1p with written "language wh1ch we

call read1ng. Talking with ch11dEEnpgboa§gthe1r experience of fa1ry

ta1e/sfories;(i.e.:'readingyang/or listening) sueﬁ\as "The Happy

Prince" and "The Selfish Giant"bare, in a seﬁse; oceasions for

: theor1z1ng, that is, for dwe111ng in the quest1on of theanature of

the read1ng exper1ence for a child. ‘ ‘ . ‘

 From a pedagog1ca1 po1nt of v1ew the concern is that

ch11dren read stordes which in some way or another are felt to be

'consequent1a] rather than.1rre1é??nt, profound rather'than.tr1v1a1,
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. and thus oriented to growth, to knowledge, to mafu;ity. As teachers
;or parenté we frequently seem to act on an ihtuitivewbasis of what we
sensé to be "good" for a child withouf; however, ref1écfing profoundty’

on the nature of the experiences 1nfo,which we édax, or deliberately %\ﬁ%

or inadvertently Quide thé child; If the pedagogic.meaning'of s

education implies that we help or guide the child into a 'wbr]d;'

then reading@;gg an 1ntimate're1ationship with'1anguage is such a

world. On the one hand, educators have gréat]y enrich%& our under-

Standing of the reading process (Goodman, 1965; Ruddel, 1963;

Stauffeb, 1969). on the g;her«hﬂ&d, paradoxically, they seem to

have glossed entirely. the question of the nature of the reading .
experience itself, | |

A particular type of theorizing, of posiggkand dwelling in
the question of the readin§ experiencg, is virtually absent in the -
Titeraturef The absent or fo?gotien'fdrm of theorizing whi‘ﬁ'needs
to be disc‘Fsed is the hermeneuticé of the reading experiencé——
hefmeneutic theory. Therefofe,@he Auestion in need-of‘éddressyng
(of theorizing) is,; "What is the reading experiencé like for a young
child who féads a story to hihse]f?“';And more specifically, "How can,’
thé chi]d'é language (talk) about a'reading‘éxperience be seen ;s a
source for c]ueé‘regarding the'tacit nature of personal knowledge as
the child is involved in_a,reading‘experience pf a moré] kind?" When

~a child reads a story of an emotional moral kind,what\iQ it aqgut the

language of- the s(Dgy that seems.tp make the child somehow different,

o NG : A ) o L ) . N
changed (this term is used 1qose1y)fafter he ha§ read it? Whether the
child can order story events, recall details correctly, draw conclusions

2



or make character inferences is not a major concern. What is important

is the shared communication hetween the author, text, and the child.

Or better, whatﬂﬁs of interest is the question of the nature of the

K

| thoughts and 11ves I «*'ﬁ@

exper1ence theﬁth11d has with the language. The interpretation
process may have someth1ng to do with the "magic" there is fér the

B
child in moygng tato the world of the story and sharing the characters'

é,ya : o
A theoretnca] or1entat1on that serves to explore these quest1ons

R

v

must be able to uncover the tacit d1mens1on of 1anguage and speech
Thts 1s not the same as conceptual or textua] -analysis. The'problem
should not be seen as the attempt of mak1ng language crystal c]ggr
and arranging it before us as if it were an object. Instead,

hermeneutic intefpretation helps us to "dig up" what is buried in our

] everyday, pre-reflective experience. The child's reading experience

should be exp]ored in such a way as to show the "structure" of the
Tived eXperience i'n a 1Tight which gets at the essence of this-
eXpeW;e&fﬁwﬁpdrtant, therefore, that the child. is not
studied as an object for nesea;th manipulation. The child's language

is not be1ng analyzed for 11ngu1st1c aspects of cognitive, affective,

i)

’or moral dgvgﬁopnent and so on. Whether the child is at this stage

or that ?ﬁiﬂg'of human deve]opmentuis of Tittle consequence for the
question posed. .‘ -

In order to set the hermeneut1c interest in theor1z1ng about
the nature of the reading experience in perSpect1ve aga1nst the more
traditional forms of.theor1z1ng it may be useful to d1fferent1ate .

between what Merleau-Ponty (1962) terms "thematic" or "objective"

.78
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know]édge and "non-thematic" or phenomenological knowfedge. Tﬁe point
of this comparison is to sygggs; that existing theories of the reading
experiences of children are.of a thematic sort while the type of
theorizing needed to pursue ,the question of the nature of the reading
experience of the young child requires a phemomenological form of
theorizing. It is phenomeno]ogica] knowledge as theory which I am
proposing to address for the purpose of undéréfénding more deéply the
question of what it is lykg for the young éﬁ:f&JtQ read a partlcular
story wh1ch has 4. moral gr;ch component.

when we ask, "What is a certain experxéﬁce like?" then, we are
asking for the nature, the "isness" or esséhce of the experience. In
other words, what we wish to understand is the lived experience of
reading which is (iroﬁica]]y) pre-predicative and pre-thematic, and
which can be recovered (hot introspectively) but by reflection. This
form of reflection required for recovering fhe’]i&ed experience is
' phehbmenologica] theorizinggﬂvﬂs‘Merheau-Ponty (1962) states, "Looking
| for the world's essence-is not looking fof what it is as an idea once
it has been reduced to a theme of d%scou%se; itvisAlookingvfor what it .
is as a fact for us before ahy themaéizatiéﬁ" (p. Xv). Mer]eau-Pontyv
.fseems to advance th mains%deas F1rst ‘he proposed that theory, in
a phenoneno1og1ca1 sense, is a constant éurn1ng back to the world of
1ived experlence 1tse]fr—Husser1‘s (1970) "turning back to the «
things"—while the theorigt_aétive1y resists the temptation of
thematizing’fhis experience which would mean a cutting up of our

experiénce in order to explain it at the hand of objective observations,

v cohcepts,.models, generaliiations, correlations, laws, and all the



80

other furnishings which belong to the more traditional (empirical-
analytic or objective) approaches to theory development. Secondly,
he %ggests that the form of knowledge thus generated is itself non-
"thematic in character. In othegaﬁords, phenomeno]dgical theory (in
the sense of Merleau-Ponty, and likeminded theorists) avoids thematic
conceptualization and, as a corollary, is of little "use-value" if
by "use" we mban‘that knowledge must provide us with an increased
capacity'po“make more rational some aspect or domain of human endeavor,
such as’gﬁgtteaching of reading. It is feasible to argue, however, that
theory development which is thus guidéd by instrumental reasdn'
‘.(Habevmas'gnotion of the technical tognitive interest#of knowledge)
faT]s, therefore, short of a broader and richer interpretdtion of
rationa]ify and the idea of use-value or practical function of
knowledge.

But why in the ianguage arts curriculum do we need a
hermeneutic form of theorfzing? Why do we need a phenomenology
of reading? If prescriptions, managerial recommendations,
manipulatiVe techniques or. "hands-on" materials and methodologies
are being sought% then hermeneutic theory must be seen to be wanting
or simply inadeqﬁate or inappropriate. If, however, hermeneutics and
phenomeno]dgica] theofizing can be viewed as yielding kan]edge which
contributes to our resourcefu1néss in a deeper and more pfofound sense
of pedagogic w{sdom then this orienpﬁiion seems to hold promise.

In this context Heidegger (1977) remarked that the important
question is not, "What can we gg_witﬁ this know]edgg?" but, fWhat‘can‘

A

‘ phenomeno}pgy do with us," If pﬂenomenq]ogica] knowledge is to make
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a difference then it has to be the differencé which is made at the
level of ontology, of being; of our very being as educators.
Merleau-Ponty's characterization of theorizing as thematization can

be seen quite appropriately as a‘characterization of the sizeable
majority of existing theories of reading of children. Here is not
the place to document extensive]y this claim. The predominant concern
wfth the readiﬁg experiences of children tends to be concerned with
developmental strucfures, 1inguistig\processés, cognitive functioning,
etc. There %s gpotﬁer, however, md;éireflexive way of éddress1ng tﬁe
question of the-good“of theory. Ethnomethbdo1ogi$ts such as Peter

, McHugh (1970) and Alan Blum (197§) have a fotussed interest in the
areflexive'nature of theorizing. They have posed, for examp1e; that
all forms of everyday accounting for one's actions are in a sense ‘%
ézﬁms qf theorizing;‘ Ih fact, they propose that fundamenta11y there
is no dffference between the giving of accounts in everyday life and
the theorizing done by social scientists. Theorizing is a form of
life we share with practical actors even thdugh,we (unref]exive]y)_
develop disténce (objectivity) from them4by making them the subjects
of our objective stance (Garfinkle talks about the‘"duping” of those
subjected to the theorizing of social scientists). The point is

that we‘share a iffe. Likéﬁise, in the sense that everyday actors
give ongoing acco@hts (to their friends, spOuses, colleagues, etc.)

. of the good of th;}r kives, the researcher as theorist ha: to-see
~his or her theorizing §§ a 1ife;yhfch is a display of a commi tment

to the good. Of éourse, scientists 'usually reformulate this interpre-

4

tation of the good in terms of the ethics of scientific neutfa]ity,
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a commitment to the impartial rules and norms of "acceptable" research
methods, etc. A more hermeneutic stance would say that theory is godd
in the sense that, or to the extent that it serves the good.
There is still something more to be said about the question of
- the potential cantribution of a phenomenology of the reading experience.
Much research and theorizing re]atiye to lanauage arts, children's writing,
and reading has led to the construction of theories and/or models
which are meant to describe the (natural) processes of children's
language agd cognitive development; for example, Wilkinson, 1980.
Ultimately these models are intended to provide us with a "practice."
In other words a teacher is asked to, at least in part, give up an
embodied set of understandings (Schutz and Luckman, 1973), recipes,
foutinesg."things that worked in tﬁe past," intuitions, insights,
tacit clues as well a§ articulated principles for a limited and
ffhiting model which permits "seeing" cert&in-thinga but may lead to
‘blindness or inatfentiveness to others. Socalled theory (theoretical
mode]s) tends to be presented as inherently superior to the (sometimés)
richness of-know]edgé educators hold phenomenologically. Instéad,
questions shou]d be posed, especially in the case of experienced
teacheré, as to whether the richness of embodied knowledge sh0u1d‘be
sacrificed (traded, exchanged) for any model or theoretic principle,
no matter how clean, ng]-roundis, and intellectually satisfying the
model qr principle mafube in-accord with Occam's razor 0} some such
- scientific ideal. 'In confrast, hermeneutic know]edge does notvlend -
itself to replace existent understandings of a teacher. Rather, it

aims to deepen out, and in a profound sense, "enrich" the educator's

o«
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personal knqw]edge. And yet, in spite of the foregoing comments,
the intent is not to debunk the utility of passing on soca]]éd
“"technical" expertise, especially to beginning teachers. In short,
it is necessary to reéognize the goodnesé of theories that are good
because they "work" and those that are good because they provide
teachers with "insights" into the essential nature of our calling.

It is.preciSe1y the latter kfﬁd of theorizing that asks for
the distinction between thematization and thé nonthematic. Empirical-
analytic and other more positivistic theories of reading cannotvproceed
"without thematization of the phenomenon it studies; that is, children
reading. What is done w:th the reading exp9r1ence of ch1]dren may be
to nge up the whole in, favour of the parts Thematization then\
involves an.isolating of the phenomenon under study from its expgri—
ential roots. The aim of traditional theérizing is to fix aspecfs of
the reading experience in c]ear‘and determinaté concepts, thus |
decomposing the phenomenon in order to make it more amenable to
theoretic conceptué]ization and subsequent experimentation or objective ~
study énd observatﬁon' Thematization in this sense means 1so1at1ng
the reading procéss from its ground in pre-objective exper1ence
The kind of thﬁpfﬂt1ng deemed des1rab]e from a hermeneutic point of
view Seeks prec1se1y to re—Tonnect the read1ng of a story with pre-

eF]ect1ve exber1ence \

T]a_re§g1ng experience he enters 1nto a '?;

e - s
f.fh 1anguage or, to read is to have an

'éxper1eﬁé?";4 ;fanguage # To c]ar1fy th1s reﬁat1onsh1p, it is

~necessary to consider thé quest1on of 1anguage What is 1anguagé?

/ ‘ @ -
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Eduéetorsfwho‘stuey reading do not tend to ask this question in theﬁé‘}
way in which it should be asked. They (Britton, 1970;:Moffet, 1968;
wilkfnSOn; 1980) ebaim~to”afready know what is tpe natufe‘of Tanguage.
And the answer to theiqgestion usually is expresseg in ways such as fhese:
language is a tool of communication, and a means fer cognitive expres-
sion; it is an organized means qf representing'experience, a vehicle
for cognition, etc. And the nature of language often is—thvestigated
by decomposing speech into its supposed e1ements, to explain the
phenomenon of-expression in terms of something e1seein order to give
it clarity. |

In the Tast few years there seems to be a trend developing
among 1anguage educators that views 1§nguage more broadly as a way of

making sense or waking meaning of our world. For example, linduistic

~analysts treat 1an§uage conceptual]y (Rorty, 1979); iénguage is

Viewed as something that “mirrors" the world (wordskare the pictures
df the world). HoWever,\the mirror tends to be foggy, havihg a )
distOrting effect of producing unre]iab]e images that are'ambiguoug.

And so the task becomee one of conceptual analysis for the purpose ofd
clarifying meaning. As Stén]ey Rosen (1980) put it, conceptual ana]ysts
treat the world as concept. Typical questions poéed are: How is

Tanguage used in thiS'of that situation’ What do peop]e mean when they

i

say certain. th1ngs7 Mean1ng is equated with usage, prompted

espec1a11y by N1ttgenste1n S not1on of 1%nguage games

\ These ways of 1ook1ng at“]anguage fail to- con51der ground or

onto]ogy, because they. reduce the 1ife- world to some sort of cu1tura1
! : T
relativity. No distinction is made between concepts and that which

9
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étands behind'fhe\concepts; between appearance and essence. The
concept orAcdnceptual structure is already it. The concept is. the
thing, that is, mirrors or represents the world (Rorty, 1979). From
the viewpoint of conéeptuaHizjng'theory it is, in assense, not possible
~ to ask{zziinlhe_reading experience is 1ike, since that which con-
stitutes the origina] of fhis likeness is collapsed into a (single)
: concept or{vériable, etc:“ In other words, conceptua1izing.the0ry,
can make no distiqc;iontbefween.origiﬁé] and copy (Rosen, 1979) or
betwéeﬁrBeing'and being (Mer]eaulPonty; 1962; Heidegger, 1977)405‘

between 10905.anq thought (Gadamer, 1975).' . ‘ a f

Heidegger!(1977), Merleau-Ponty (1962) and Gadamer (1975) have’

written about @he ﬁrofound‘oneness of_]anpuagé, being and thinkjng,

- . ‘\{'\\\ " : v

which is so-essa§iia1 that any kind of cdnceptual separation begins
to get away from ' e QUestibn of what language ¥s. what con#equence

does this "onenQ§s"khave‘f0f the analysis of chi]dren'skrééding? In

%

~a sense we are not just investig,‘ﬁng language but we %re.interrogating

fhe\?hild, who he is (what speaks through him of;her)/ To Qetitq the
essénce of the reading experience doés not require analysis of w’at  f;
is or what occurs."in the child's head"; instea&;_ ecqgnitgon that .
something else is at work thfbugh the child is egée;;iéaj "Hermeneutics
aims at méking vﬁsjb]é‘thé'“deep structure" of jaciéT reality. f

To understand the essence of the‘feédithexper{eﬁéé of é
particu]ar’chi]d'iﬁ is necessary ﬁo:“gé{qf6>knoﬁ" the child, and to
recognize oneself in the child. This means “talking" wth him about

his life, his family, his friends, his dreams, etc. To learn.about

",’\ these things is not s@al} i§1k-—it speaks of his world, our shared |

x

.’4 ' ' . \ T
; ' )
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worid It is through speech that the ch11d cbmes to understand hwm——
self and other peop]e as he re]ates to them through ta]k "In speech

a4, '
man f1nds himself ard rea]—-1zes h1mse1f" (Spurl1ng, 1977, p- 54).

A,
" The 1nterv1ewer needs to estab11sh an atmosphere of openness

'*and rec1proc1ty so the child feels free to say: what he wishes:  This is

d

why Mer1eau-Ponty says that,speeéh does not translate thought but

accomp11shes 1t If the purpose of the d1alogue 1s to expose clues

of the tacit d1mens1on of the read1ng exper1ence then the child's \

.1anguage“shou1d.be-spontaneous=and_authent1c. The talk that is ’

'shared between‘the\teacher (theorist) and the child is of the same

order as ordinary speech between friends.: This'fs what Gadamer (1975)

" meant when he referred to the method of -hermeneutics as'frienqship.

in understanding the’speech of a child, the interviewer must "feel
himself into" what the chi]d'meanvay his words. Merteau-Ponty oa11s

this level of speech the "gestural" or existential level from which

" the conceptual 1éve1'qr interpretive understanding of words is deduced.

The'Eestural”level of speech é]]ows*us to specify the "horizon of
senses" or connotations which permits a clear igniftcation to emérge.

"The words themselves have emotional content.

are so many ways of 'singing' the world, and that their

function is to represent things, not, as the naive onomatopoeic
theory had it, by reason of an obJectwve resemblance, but because
they extract, and literally expressv/their emot1onal essence.
(Mer]eau—Ponty, 1962, p 187) :

It would. then ;E found that the words , vowe]s and phonemes

: . . ’.
i 3 . N . =

An understand1ng of the essence of the reading experfence'oF‘the child

is tied to the express1ve power of words ‘To‘theorfze about_the

experience is to br1hg,somehow the essent1a1 nature of the exper1ence |

o before us. To th1s end hermeneut1c theor1z1ng has to be sens1t1ve to



'r11sten to a story and to talk about 1t

""‘ . R ' N B ' .\- ; 7
Al

~

“:\'the potent1a1 power of 1anguage and to the vigor requ1red to 1et 1anguage ’

\
speak for 1tse1f One way to theorwze,\or to bring the essent1a1

» nature of the rreading exper1ence before us is to ask children: to N

I

The Personal ‘re of a Reading -

Experience: A Group Discussion

I decided\to\carry out a small study to attempt to expose

-c1ues of the tacit natuFE\of the read1nq exper1ence ~ The guestion

..

"that the pract1ca1 study was concerned with was: what'is it Tike

o

for the student to have ‘a mora] exper1ence? More spec1f1ca11y, what

is the qua]1ty of respons1veness Tike? Students were read Oscar

{

~.HN11de s classic fa1rytaJe The Happy Pr1nce by their c]assroom teachers

//—

Two groups, each of four ch11dren were 1nterv1ewed after the 11sten1ng

exper1ence. The students “n Group One QEre se]ected because they said

,that’they’11ked the story. Students 1n Group Two were chosen because

they admitted that they would prefer to listen to another k1nd of

story in_their next story time.

Group One o o
A group of four ch11dren, grade four students (Ke]]y (K¥, Tim

(T), Scott (S); and Robin (R)) are gathered around a table d1scuss1ng '

M{The Happy Pr1nce, a fa1ry tale by Oscar W11de A transcr1pt of the

d1scuss1on,‘1ed by the 1nvest1gator-(I), follows:
I: How many of you th0ught there were sad moments in the story?

T: Well, I do, I think there were a few when the bird said that
I have to go to the Home of Dead or whatever.

K: But that's not sad, I'mean. The bird will be happy.



K

T:
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‘ N q
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T: No but I mean the Prince was sad about it. It's mother or
father would be sad about it teo. : :
X
S: That was a sad momerrt when he turned blind like they had to
_ take hvs eyes but ‘ ,
“’ . -,
I@ In this part of the story, I marked 1t because everyone groaned
' - Perhaps you can tell me why everyone groaned. This was the ' ¢
part. "Swallow, Swallow, little Swallow," said the Pr1nce,
"will fou not stay with me one n1ght longer?"
T Oht  Ah—- - . | : ’
I: ~And then everyome went ah—oh—ah—.
T = .
T: 'Ah-—ah—- g ,
K Ne]] because . . . .+ ot -
T: Ne]l 11ke . |
I: P]ease” Ke]Ty, go ahead. ’
K: 'Like they think well, geez, they-—he already stayed a night,
- [Naughter] 1et\h1m go.to Egypt, for goodness sakes. Gee o
I; Does that fit in with what. Robin had to say? She was say1ng,
I why didn't hé;help out the first time and then leave before
. got really cold. The swallow knew he was going to freeze
to death if he stayed. -
K we]1, she may have been afraid to d1e, but that little th1ng
was helping. But a little bird can't do very much in one day .
like—do much for' a bird—1ike carry all these things because
some of that was half way across. “‘the town.
I: What's so great about helping the Prince?
He's saving people's lives, is the point because I mean that
11tt]e kid he” could be real]y i11 and-he could die.
T: L1ke he wants to he]p |
K: . And I m sure 1t means a Tot.
S: The little . . .
It said in the story that he loved the Prince.

/.
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: What does he get out of it? “What/does the swa]]ow get out oﬁ
‘ ping the Pr1nce? Nhat does 1t ..

2

: A happy life in heaven g _ o - _-' Vo

It gives, it g1ves, it nges him the ee]1ng that he he1ped
other people. [ “ o ‘ o

[Noise—~all ta]king at once.] That's 1nterest1nq 'Did youlo
~1hear what he said? [po1nt1ng towards T1m] N

Yeah. Cause.

If you've helped somebody, can you descr1be whdt happens
1ns1de of you when you do this? , ,

Well, it k1nd of makes you feel better L1ke if you do
something when you haven't been told or somebody is ‘hurt and
you help them, put a band-aid on a cut or someth1ng then 1t
makes you’ feel better cause you he]p -them.

Mmm. o - ' - : 4 e

:. You've done rea]]y we11 contro]11ng yourse]f You ve been .
waiting to jump in. » Ke]]y, what do you th1nk?

: The point is, I—I don t 11ke the mayor e1ther He absolute]y

~~ lets those people sit -there and calls .them stup1d yet— —that
they re too lazy to do anyth1ng He's the 1azy one. Why '
can't -he get his wife to sew his own clothes or something?
I mean these poor peop]e are dyina and he should do something

=}ike white gift or something and give the poor people someth1ng
each year eh? This guy leaves ‘the poor people s1tt1ng there
helplesS on the roads and stuff. I mean he should give them
a little food, give them heat, you know, give them something!

_if he was the poor person‘and‘they were the—

Yeah," how woul feel like if—1 heard him,say._

If they had a better heart and the o it. If they've got
a.good heart now I think if they were fat and- dumpy like him
they [laughter] I'm sure that they d have a heart for him.

: But he's-got 1t made though. He's in a pos1t1on of power.

Oh- yeah I know but 1f 1 were in his p051t1on I' d help him
cause I heard him in a-part of the story. After the Happy
Prince he said, "Man, he looks shabby, tear him down! He

&
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‘looks Tike a beggar in the streets." You know, that kind of
makes me feel weird- like d1fferent about him ta]kdng about -
.beggars

These students were affected forceful]y by the story. The

’ book seemed to possess a- qua11ty that took these students ‘beyond mere

'

'cognitive understanding, toward the he1ghts of fee11ng and experiencing.

~ The language of these ch11dren reflected their experIence of the f9e11ngs

.of "1ove and "compassion" that the prince showed toward the poor.

The students 1dent1f1ed with the story characters needs, feelings,
and 1nterests Through d1scussing the story w1th a small” group of

c]assmates, the studepts became more aware,of affective states, 4heir

~* own and others;T'NotiCeably; the students. who were moved by the’ story,

were able to use language as anrabstract‘symbd1 system. It is obvious'
(L

from the ana]ys1s of the transcr1pts that the children in Group Two

exper1ence the same story differently. : ’ "

Group Two'

A- second group of four ch11dren, grade four students from the

- Same class as were members of Group One (V1ncent Scott Wan1ta and *

Kim) are gathered around a table dlscuss1ng The Happy Prince. A

transcr1pt of the discussion led. by'the 1nvestigator follows:

?You all said that you didn't find the story really sad.
‘;;what did you think of it? Go ahead V1ncent

7V3v'B-0-R-I-N-Gr'

I: Why?
V: Well, all the sad parts and I

S: I sort of thought‘it was ngxed up.

Ve 1 thought it was-1ike a soap opera.
S: Partly sad and . . . i u

£y



. I+ But you found it boring Vincent. Did you sort of drift of? J
to sleep in parts? :

V: Drift off to 1ook at my stamp collection [laughs] 1;*uns
boring. ,k,,

I: why-any 1dea or do you just have that fee11ng?4£§;:

V: 'Yeah, well I really don't watch those soap operas and I th1nk
It's Tike a soap opera—everything happening to everyhody and
the Prince losing h1s eye and everything.

W: I thought it was kind of gross. [laughterl Gross?

I: why7 That s kind of 1nterest1ng

W: . BqCause when the bird had to p1uck out his eyes I thought that
- was really gross

I: What do you mean, reale gross? | | | , g
) Yeah uck!
W: L1ke if you have no eye, now that is gross

K Yeah. | | - oy

S: Well, I' saw a person. at the playground and they have a strap
around the eye because they have no eye.

V: Once I saw a guy that lost his arm.

S: Yeah, there was a guy on TV and he had two arms missing
and ‘he could shoot a-bow and arrow right in the middle, and
he could drive a car, and he could get his wa]]et out of his
back pocket. It was really cruel. ' -

-Ke” And there was th1s man -and he had um one of his legs missing -
and he could do sit-ups with one and he could do uh he can
~ jump over a pole that big, no this b1g with one and—

You mean that high.

x o<

Yeah, that high and—

I: I bet everyone has a story they could tell that's similar to
the ones you have told—but if you didn't 11ke the story what
kinds of stories do you 1ike? Vincent,

This transcript is not continued because thevdiscussion that ¢

’ remained contained similar recounting of television and personal

~
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experiences unrelated to the fainy ta]e The children in Groop Two
showed 11tt1e interest or involvement in this story The strong
emotive component of the~story seemed to disturb these children;
talKing about the story was bothersome. 9Instead 'recounting and
reporting events from movie and television worlds, rciting examp]es

of gruesome s1tuat1ons, compar1ng details of personal experiences were
more}comfortable and worthy topics for discussfon.‘ The 1anguage of
these children was less symbolic, imaginative, and soc1a11zed It

did not 1nc1ude questions, answers, requests, and information that

had undergone adaptation to take into consideration the demands of

other listeners. In the Anthology of Children's L{terature,.dohnson
writes that from his reading of fairytales the child should,

gain the habit of wonder; a robust sense of humor; the
ability to find enchantment in the most common day, and the
power to thrust his imagination beyond himself and the
limits of 1gnorance (1970 P. 122)

Obv1ou51y for sone ch11dren this is not S0.

e

It appeared however, that some children ‘had been morally and |

o -
emot1ona]1y engaged in the story, The Happy Pr1nce, while other

,ch11dren e1ther 'did not experJence such engagement or, if they did,
responded qua]itatively in a manner which suggests a shallow and a
(morally) ihconsequentia] ]anguage‘experience. From the abové~transe
cripts it would appear that'a teaéher whovis interested in providng
for opportunities'of moral growth a certain pedagogic tact and
oerceptiveness is required; as well as a "closeness" to her children
which is difficult to achieve in an eXperimentaT c]assroom setting

where the investigator utilizes an unfamiliar set of classes. Even

92
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so, it is immediately evident from the transcripts that some children{
demonstrate in their own speech an authen§1c engagement whi]e others \
do not. It may well be an unwérréhted, but widespread assumption

among edgcators that learning is a continuouslgrowth phenomenon. It is
entirely possib]e to assume thaf.]earning (in the present context) is
discontinuous and that in provisions for learning of a certain kind

do not necessarily engage every child in an authentic experience. At

Felgpny rate, this assumption of the discontinuity phenomenon in children's

Vmaturation seems to be borne out by the evidential nature and quality

of responses of the group of children who apparently were not
"addressed" by the "call" of the fairy tale as outlined above.“‘
‘One should further question what we mean when we say that a
child has’a language learning experience when as educators we are
hard-pressed to describe what a learning experience in fact consists
of.” This is an issue which is taken up in the final chapter of this

3 .

study.

The results the stydy may have been more meéningfu1 and

authentic if the study én carried out by myself witﬁ my own

class. ' This prbb]em became apparent in the selection of the teacher -

and students for the study. Factbrs which were found to Timit the
study were: (1) the selection of a teache; who values 1iteratu;e
highly and make; it an intrinsic part of classroom life, (2) the kinds
of wrifing and reflection experiences of the students, (3) the quality
of teacher-k;udent rapport, and (4) the teacher's way of presenting |

and reading the story (e.g., “being at one" with the story).

It became apparent:after working with groups of children, that

]



the process of exposing the clues oflthe\nature of the child's reading
experience is a conplicagéd and difficult task. One further attempt was
‘made to get to the essence of the reading exPerience. ;t segmed wise
to narrow the study to a single child. Anton.kas chosen because he

Mwas sensitive, liked books, wdu]d talk freely, was available to
participate aﬁd I, having known him for a few yé;rs, was famfliar with
his family background. Anton was asked to read the story The Happy

,

Prince to himself. The discussion took place in my home a few hours

Tater. (See Appendix for the transcribed interview.)"

The Reading Experience of a \\
Single Child ‘

. ’
"It made me feel sad." These are the words of an eight year

old in describing the story of The Happy Prince. Well, so much for

that. Language arts teachers would readily accept such evaluation of
Oscar Wilde's popul&r tale. And from here other questions might ensue:
- about the plot of tﬁe story, the plight of its main characg;rs and
possibly about the difficult concept :E’"sacrifice" which lends the
story its sad rendering.*—'

But more often than not such pedagdgic p}ocedure, although
worthwhile for its own purpose, does not lead to a deeder understanding
'of the reéding experience of the child. It is:not enough to conclude
that#this reading experience confronts the child with a sad story.

Rather we must probe for the lived sense of Anton's response, "It made

me feel sad." The Happy Prince is not just a sad story: it confronts
Anton with something more profound, the reading experience brings him

into the presence of sadness itself. Indeed "sadness" is not just a

94



9%

e
v

word that qualifies the tenor of a story or the modality of an
experience. It {s misleading, therefore, to accept simply Anton's .
words as a child's evaluation of a fairy tale. Because in Anton's
words there are hidden possible worlds: worlds 1ived through and
worids to 1ive through.

To be sure Anton explains his sadness with thoughts ". . . about
the beggars and about the two children and about the little girl who's
going to get beaten 1f she doesn't bring any pennies home or anything
and stuff 1ike that . . " There is no doubt that Anton shows us that
eight year olds can be moved by powerful forces of fellow-feeling;
so much so that he immediately is reminded of the personal need to
deal with the emotionally unsettling quality of such feelings: "And
that's what happens to me in stories like if something sad happens
I know that it's not true; bqt I still feel, you know; I still feel
sad even though I know that it's not true."

When we seriously, but haltingly, begin to explore with Anton

the experience of reading The Happy Prince it becomes evident almost

immediately that the line betwéen the world of The Happy Prince and the

world of Anton is only an artificial one. And this is not so because
the e}ght year old child does not know how to distinguish between his
own world and the world of fairy tales. Such would be non-sense. The
line is artificial since asking questions about the story which Anton
read, immediately become questions which Eust as well could haQe been
asked of Anton. And such is the hermeneutics;qf the reading.experience.

When we read a story whiéh is not simply or trivially sad but which

makes it possible for us to experience the presence of sadness itself



then the raiation of reader and text, life and story tends to surrender
its subject-object dichotomy in favor of a more truly dialectic relation-
ship. The story of the 1i{fe of the fairy tale and the story of the life
of Anton interpenetrate and lose themselves into each other.

When asked who was his favorite character in the story, Anton
replied without hesitation, "The swallow.” But why the swallow? Why
not the Happy Prince? And Anton explains, "[t's sort of like being a
little kid and 1iking Superman—a bia Super Hero and it's sort of like
1iking Jesus too because he helps somebody and that's why I like the
swallow because he sacrificed, he died, and I felt sorry for him and
[ Tike him." As we see from Anton's story, this reading experience was
more than a touching or vicarious reliving of a tale. The story
brought Anton face to face with the question of how life should be
lived. When time and again the 1ittle swallow is persuaded to postpone
flying south for yet another Qay. and time is running out for the
little bird in the onset of thpe killing winter winds, then at a deep
emotional level the young reader of the story is permitted a profoundly
human 1ife experience. It is the question, what to make of one's life.
“What I would have done if I were the swallow is lige I would have
given—well, no I wouldn't have. | would have just—about a few hours
before I would have died, I would have flied out and I wouldn't have,
you know, I might have put about three rubies to some people and only
twelve pieces of gold on, no I wouldn't have finished it all. I;d go
before I'd die. I wouldn't stay theré." 0f course this does not mean
that, as reader Anton has identified himself so much with the world of
the story, he can no lTonger see it as "only" a possible one. When

——————————————
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Anton i;*amd m?w he, 1ike the swallow, would have sacrificed
himself for the Prince’s cause, we hear him glve us & most apprepriate
answer. Howsver, the interesting feature of the answer is, that it
looks 1ike a thought-in-the-meking. Obviously, the sgswer does not
belong to the reading experience itself. While reading. ’nton did not
apparently ask himself what he would have done {f he were the swallow.
While reading the story there is no need for that question. MOowe ver,

when Anton {s asked what he would have done, he needs to think ft
pu

I

through.

At the level of the reading experience the ideas of fellowship,
sacrifice or love are not reduced to “mere” conceptualizations or
categorizations, but rather they are experienced in all‘the deep
existential complexities which belong to the ante-predicative realm
of lived experience itself, -

Then the Swallow came back to the brince. 'You are blind now, '
he satd, ‘so | will stay with you always.'

'No, little Swallow,' said the poor Prince, 'you must go
away to Egypt.'

"I will stay with you ;\ways,' said the Swallow, and he slept
at the Prince's feet. (1968, p. 20)

It is for this reason too, that the reading experience of a child
cannot be understood out of context of the linguistic material which
provides for this particular reading experience in the first place.
Sadness for Anton is a way of being, much like being scared; it brings
with it confusing, partly tacit and partly articulated senses of
reckoning and dealing with it—in the story as well as in his own life:
“Like if | have a nightmare and this racing car was going by

and no one was driving it and it seems quite funny but it is quite

+
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scary to ms. W0 | tried w gictuf’ Donald Duchk in 17 but 1t didn't
help. Mnd thet's what happent to me 1n stortes 1ike 1f something sad .
happens | know that 11°'s not true, but | still feel, you know, | still
feel 344 even though | know 1t's not trus. . . . It just helps me feel,
11ke, not scared and, you know, 11ke not be sorry and not start Crying
in my bed and everything so | try to picture™it. | try to meke myse!f
you know tell mytelf ft's not true, force myself to not think aBOGL ft,
48 being true.”

How strikingly does Antun relay the nower of an#ow; that tt
can do things to you much like dreams can. And then you try to deal
with 1t by taking distance and tell yourself that “it is only a
.t‘!?‘tll" or "it 13 only a story." But some dreams and some stories are
such (50 real), that an easy escape by dismissal won't do. And
fighting back tears, nat crying, seema'a recurring battle in Anton's
1ife.

What do we make of this as edycators? The point is that most
of the time we don't make anything of 1t at all. And that is because
fn our language arts teacher guides we are encouraged to be creative,
yes, relate the sfory to the personal experience of children, yes, byt
the problem,of codrse.is that this cannot be done g;gstrfptiveiy, by
way of a structured set of preordained questionsS—no matter how
pedagogically sensitive the makers of language arts progfamsAhappen
to be. The guestion "What do ue‘make of this?" really asks what do we
make of ourse¥vé5? How do we indeed manage to show that we are
pedagogues by our sensibility to interpret in concrete the experience

of sadness for this child, Anton?—by interpreting what possible worlds

9
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are created in the»dialogic encounter of Anton's life story and the
, i >N

stomy of The Happy Prince? Another, more conventiona] way of saying

. this is that curr1cu1ar pedagogy is profound]y moral. Via our subject
.matter of languaae arts we are deeply involved in the 11ves of,the h
' h11dren we teach But, if we teach 11terature w1thout "seeing" the
poss1b1e wor]ds it 7nv1tes the ch11dren to live through and, 1f we
Burse]ves 1ack a vision of how a ]1fe is' to be lived, then what we make
of a ch11d s readjng experience is a\flattened and shallow Wnterpreta-
tionVWhen it ¢a11§ for somethtng'thoughtful and more profound’ To read ‘
.means “to 11ve through a story, and to live. through it in such a way
that the 'story is 1ndeed xgg[_story Hence,Anton‘can say how sad]y he
'é;feels about the ‘swallow's death.’ Indeed, a story Tike this may be an
eoccas1on when you have to press back tears, or tell, yourse]f that,
t after all, 1t,1s_aust a story and you don't want to cry. .
| There is a sectton in’OscahFWilde's story.where a grade fiue
or six teacher who shares stor1es 11ke this with her ch1]dren knows
that children will 1nadvertent1y show tell- ta1es of what they make of
~the exper1ence 1t is here that a furt1ve g]ance w111 revea] an
:attentwve st111ness in the 1ook of some ch11dren and-a snicker on the °
faces of other ch11dren. It is at the moment when there 1s'ment1on of

“the kfss»on the lipS" that almost’invariab1y a buddtng self-consciousness

about th1ngs erot1c or sexua] w11] for some ch11dren break the spell of

7*Lthe story.

- - The poor little Swallow grew colder and co]der, but he would
not leave the Prince, he loved’him too well. He picked up crumbs
outside the baker's door when the baker was not 1ook1ng, and
tr1ed to keep himself warm by flapping his w1ngs

[
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But at last he knew that he was go1ng to die. He had just
enough strength to fly up to the Prince's shoulder once more.
- 'Good-bye, dear Prince!' he murmured 'will you let me kiss
your hand7' _

-'I am glad that you are go1ng to Egypt at last, 1i£t1e
Swallow,' said the Prince, 'you have stayed too long here but
you must kiss me on the Tips, for I 1ove you.

‘It is not to Egypt that I am go1ng, said the Swallow.

' am go1ng to the House of Death. Death is the brother of

S1eep, 1s he not7'
: \

And he kissed the Happy Prince on the 11ps, and fell down
dead at his feet. (1968, p.. 22)

Not on]y shou]d a teacher know what a read1ng exper1ence Tike
this may. mean for a ch11d the teacher shou]d a]so be ab]é to say that -
Anton is a Iucky bOy to be able to read this way!‘/Or'pos ibly that -
Antqn isleo sensifive that it is necessary to dwell with [him on the |
" notion of happiness {nﬂorder to help shew h{h that happi ess is af
least as\real an experience as sadneSS In other words, to make someth1nd

of a child’ s reading exper1ence is to be ab]e to 1nterpret the onto1ogy
_of the éxperience. The teacher must be able to recognize how the -

poetry of 1anguage can ca]] forth someth1ng that in a sense is
undef1nab1e, although 1t is real enough that it can engender a host of -
meaningful s1gn1fjcances wh1ch'be10ng to the 11fe-wor1d of a child.
Another way of saying this 1s‘that, tnenks t0 language we can experi-
ence the world poetically, which means:thet in the presénce of eadness
(made real byAthe Tove of the:swallow's kiss) as well as in the presence -
ofAhapbinesé we can feel "beéutifu],"‘as Anfen did. To heve‘a sense of
the ontoﬁogica] means'that'the teacher can.interpret the meaning of

v

ﬁgdch,reading experienée‘inythe>1ifeQWOr1d of a particular child.



Chapter VII

CONCLUSION

Summarxi?I | I

.Qk This study grew out of personal classroom experiences of rgading

with and to chil ﬁf#}1iterary material which seemed to engage them

generally with questions, feelings and concerns of\g motél kind, How
can these language arts experiénces bé better understood? How may -
teachers who value such e;periences %nquir? into the nature of this
curriculum concern? In order to deal witt guch'questions‘the'over-
riding problem statemént of this study became;.”How tan'chi1dren‘s-
11terature be analyzed in the way that 1t may provide for moral growth
in the ch11d s reading exper1ence?” In the approach taPen for
'addressiﬁg the problem statement $ix subord1nate‘quest1ons were
'fqrmu]ated; The s}x questioﬁs allowed the study to adopt a éhftting
focus, setting out with a preddminant1y conceptuaT, empitica] frame
Aand ending w1th a more 1nterpret1ve, phenomeno]og1ca] perspect1ve

’ ~In order to proaect conceptua1 meaning onto the notion of
jmorai growth, four apprqaches were 1n1t1a]1y examined whlch m1ght
serve to cﬁrry‘anaIytic strength to the‘intetpretive tqsk of thg
thesis study These four approaches were: tHe values. c]arification
approach the. mora] deve]opmenta] approach the rat1ona1 approach, and
.the mora1-emot1ona1 “approach.. Ali four approaches claim to deal with
va]u1ng concerns by engag1ng students ‘in should and ought quest1ons,

v
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and questions dealing with judgments of what is good or bad, right or
nrong. Such questions'were broadly seen:to faii in the domain of -
moral growth experiences.f\Each approach could be related to a basic -
model, a theoretic*framework, and to certain teaching-learning aims,r¢°
needs, processes and outcomes. Ihe various approaches were discussed
in terms of their strengths and siortcomings One serious shortcoming
from the perspective of the basic 1nterest of this study was the
re]ativistic and 1deo]ogicai character of all the approaches The
moral-emotional approach seemed to suffer ieast from‘this criticism.
Next, the idea of "orienting clue structures" was developed
| in order to gain an interpretive leverage of the four moral growth
approaches The orienting clue structure was not envisaged as a
one dimen51ona1 1nstrument for appiication to c0ntent ana1y51s but
rather as a way of orienting or attuning oneself (much as a 11terary'
vcritic wouid d03 to any piece of chi]drenqs literature in order‘to
review and interpret a book for its potent1a1 of providing the young
reader with an opportunity to enjoy a morai growth experience The

l

four orienting ciue structures were sketched then by way of brief
schenatic outiines——ciues to keep 1n,m1nd as one»involves oneself in
athe,interpretation of the pedagogic significance of selected chiidrén's
books. | | _ o | | |
Four books were_chosenvto show how the orienting clue struc-

tures might be seen to yield interpretive'descriptions. Judy Blume's

- Are You There God? It's Me Margaret, Paula Fox's The-SiaVe Dancer,

betsy Byar's The'Midnight‘Fox, and‘Oécar Wilde's The Happy Prince were

- selected 3; the basis of their_iiterary quality, their popUiarity with



young readers and their appropr1ateness for the upper e1ementary school
age child. Each. book was se]ected more gr less 1ntu1t1ve1y, on the |
basts of a tacit sense of the clue structure which const1tutes an’
i]lustrative understandfné of the different theories'ot moral growth. .
The descriptions which ensued were constructed fair]y smoothly,
succinctly, and suggestive of the thesis that different chi]dren;s
books nay 1ndeed prove to contain a certain emphas1s or 1nterpret1ve

“structure which makes it p1aus1b1e that the young reader wou]d//

103

vicariously be able to enJoy a certa1n kind of mora] grailh exper1ence ;Y.'

~ Apart from a sketch of the story and a clue structure ana]ysws,

pedagog1ca1 cons1derat1ons were “formulated to show how each book has

. : N . ’
~ certain pedagogical value and how a teacher might be able to help

. o : RN '
particu]ar children in her c]assroom with a 1ng such 11te;ature to

 serve the ch11d 's: 1nterests and pedagoq1c needs. \Tt\was suggested

~that’ the app11cat1on of the idea of clue structures to chTTdr\his\ue
Titerature is an attemot to do more systemat1ca11y something that g cg
‘teachers a]igady do on a more intuitive and less formal 1eve1 The o
contributipn of orienting clue structure analyses, such as performed
in-this study, was thought to ]1e espec1a11y in the.process of br1ng1ng
to reflect{ve awareness and to language what teachers otherwise may or

may not‘be able to articulate for thémse]ves

A d1scuss1on of- Sche]er s work on the phenomenon of empathy as

a key notlon in the understaq\\ng of moral emot1ona1 growth was offered -

against an exp]orqtnon of the existing conceptual, emp1r1ca1 research.
- literature on empgthy.' The empirical research findings seem tovbe
readily classifiable into three categorical frameworks, depending on

- )
<
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the under1y1ng assumpt1ons ‘about the origins and genesis of empathy
in human behav1or. However, common to a11 three perspectives is that
.they‘alT strive for a ferm of know]edge %p1ch aims for technical f
practical control of the reading experienge rather than for a deeper .
understanding of what the-meaning of the experiehce consists of. The
phenomenological approach to\empathy’aftempts to interpret the meani g,
aspects of the structure of empathy as experienced in everydayﬁh'fg/n
However, itmwas argued a1so»that, in the end, the conceptua]
Vdistinetions among four mb?ai growth models and their app1icetions'to
children's literature were st%11‘on1y abstractions-ffpm real 1ife
experiences. “In Qrder to pureue a fuller uaderstendiﬁg of the way a,
reeding experience may provide the child with‘an opportunity for
- experiencing moral growth,.bothythe experience of moral gfowth and
the experfence of an actda1 reading of a story should be further
examined for their essential qualities. 'The'phenomeno1egiqa1jPerspec-
tive was adeptedvfor déepening.out'anvunderstanding of the phenomenpn'
of having a moral emotional experienee and the same perspective wés
adopted for investigating the neture of the reading eXperiences of

chi]dfen‘Who read the story The Happy Prince by Oecar Wilde. It was

suggested that empathic fellow-feeling in a phenomenoiogica1 sense
does not ignore the chiid's sqﬁjectivity. Understanding empathy -

| phenomeno]dgica11y might he1p the language arfeeteacher to‘iﬁterpret

| the inner experiences of the child ;nd assist f%e child in ceming'to
tefms with and transcending the constraints that‘stand in the way of !

a ref]ect1ve and autonomous passage toward respons1b1e adulthood It

%

/li

was posed that phenoneno]ocy may add to an ‘educator's pract1ca1
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competence by bringing the pedaQOgic signifi nce cf empathy to
reflective awareness. | | |
In the final part of the study the ques ion of the phenomeno]-
ogy of the reading. exper1ence of the child was 1nvest1gated both
theoretically and by way of an illustrative example. The chapter
concerned it$e1f with the question~of what a reading experience is like
for a child, or more Spec1f1ca41y what it is like for a young ch11d to
read a fairy ta]e of an emotional mora1 k1nd It was posed that
' ex1st1ng theor1es of the nature of the reading experience of’the child
are of a thematic sort wh11e the type of theor1z1ng neéded to pursue
~ the read1ng experience is of a non-thematic character, aiming to-
" recover somehow the essent1a1 nature‘of the read1ngrexper1ence as‘
lived through by the child. In this sense phenomeno]ogy is the prOJect
of a constant turn1ng back to the world of 11ved exper1ence-—and '
thereby, act1ve]y res1st1ng ‘the temptat1on of themat1zwng this
experience by reducing it to models or conceptual abstractions. The
implication for this study'wae seen to 11e‘in the recognition that
to read is to have an exper1ence with language and that, therefore, 1t
“was necessary to cons1der the question of language Another 1mp11caf
~ tion of the study involved the recognition that tovread_a1Ways is tob
read something. To understan& the nature of the reading experience
“of a particular child is to get to know the child and ‘to come to know |
what the place of this story is in the 1ife of the child.
f,In-group.dichssions With children who had just read Oscar

Wilde's The Happy Prince 1t was seen how the quality of the respons1ve-

ness of the children dvffered depend1ng on the way they were oriented
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to the reading of the story. One of the questions raised by reflecting
“on this exercise was whether as educators we really know ‘what we mean
when we say that we have selected certain‘iearning experiences, or
whether for that matter we know what it means‘to say that a child has

.a certain 1earningpexperiencea | )

Finally, the illustration of the reading experience of a single

child became an example for show1ng how the idea of moral growth and

the nature of the reading experience are aiways tied in to very specific

happenings and concerns in the iife-world_of the.chiid. ‘It showed
hou; via the subject matter of‘]anguage arts, teachers are deeply
involved in the lives of the children they teach If, as teachers,
‘we teach 11terature w1thout seeing the p0551b1e worlds it invites

ethe children to Tive through and, if we ourselves lack a vision of how

~a life is to be lived, then what we make of a child's reading

A .
experience is a flattened and shallow interpretation when it calls for

something thoughtfui and'more'profound.”

S

Imp]ications for Curriculum

Th1S study was not undertaken in the hope of discovering or
deve]oping more effective teaching 1earn1ng methods for the Tanguage
arts reading program of the elementary schoo] curriculum. Rather, the
study aimed to investigate how the question of the nature of the moral
growth experience of a seiected piece of chi]dren's}]iterature could
be pursued. ‘The evolving idea of orienting clue structures.and their
various theoretical and practica]'interpretive functions are the main

5

contributions of the study. Having stated the Timiting purpose of the
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study, some implications for curriculum may now be drawn.

) , 1. There seems to be a trade-off in the mre or less practical
returns (in a technical or instrumental sense) derived from any study
of this kind, depending on the degree to which the approach of.the.
"study aligns itself with a more fonceptual, empirical or a more non-
thematic, phenomeno]pgica] orientation respectively. ‘

2. Once a teacher understands the theoretical contexts of
the clue structures as outlined in this study, these clue structures
may prové to be helpful in the planning, the teaching and in the
diagnostic stages of the classroom curriculum.

a. The analytic device of a clue structure may serve to
help teachers in selecting and interpreting books that cohtain a moral
‘growth component.

b. Books which pro&ide children with cathartic language
experiences may be ideﬁtified and made available for students to re;d‘
or for teachers to include in their Titerature progréms. |

¢. -A.clue stfucture méy help teachers to orient to the
uniqdéness of each child and identify what issues and concerns should
be deélt with in quesfionsland discussion of a reading lesson.

3. A‘phénomenb1ogica1 analysis of the mean}nglafl"moral
vemotionallgrowth" suggests that a fuller and more‘thoughtful gfaSp by .
teachers of common educational concéptsp(Values learning, affective |
objectives, moral development, etc.) should be encouraged as part of
the curriculum developmenﬁ process. Too easily we set out to plan
' qertain "learning eXperienceg" without really knbwing in any deeper

'

sense what such experiences consist of. In other words, teachers -

-
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‘themselves should be willing to think deeply on common educational
language use—words which ndw have become shallow, trite, cut loose
from the lived human reality from which they were originally derived.

4. Any reading exercise in the elementary school currfculum
is always more than a mere exercise for developing of a reading skill;
it is always a barticu]ar reading experience for a_particular child.
Teachers'should se]ecf reading material always with a view of the
possible quality of reading experience provided by the material.

5. Any reading experience is always a reading experience of
ga single child. The réading component of the language arts curriculum
should go well beyond the now seemingly prevailing practices associated
with the reader's workbook exercises. On the part of the teacher this
requires considerable pedé@ogic tact—a tactfulness of Khowing how to
mediate between the provisionaf_]earning experiences of a reading text
and the personal and possible experiences of the life-world of each

child.

S
IV

Recommendations for Further Research

In order to further our understanding of the fundamental
subject of this thesis it is recnmmended that:
1. The meaning and interpretive function of orienting clue
structure be further deve]dpeq and expérimented-with; Only a beginning'
has been made in fhis'study to develop the idea of forienting clue
structure” "in the‘interpﬁetine process of ch?]dnen's literature and
curriculum work. The challenge is to describe the idea of "orienting

clue structure" in such a way so as not to slide back into an



fnstrumentalist formulation of a positivistic "tool" for content
analysis, interaction analysis, or other more systems oriented notions.

2. The validity of the éoncept of "orienting clue structure"
be corroborated in the présent or modified form. Additional sources
-of children's literature could be examined for the way in which they
might provide for moral growth (or other such) experiences.

3. Additional work with individual or small groups of
children be carried out in order to further describe the structures

of the child's reading experience.

Concluding Statement

»

As Husserl might have said, to re;d is always to read some- ‘
thing. If ever we cut off the act of reading from what is bein§ read,
neither the reading act nor the réading (text) can be adequately undert
stood. As we judge chi]drenfs literature by way of orienting clue
strucfures, or as we probe aspects df the reading process, neither
focus will proviHeltrue insight into the Tived reality of the feading
experience. The 1anguagé arts teacher always needs to attempt to
understand any reading experience in terms of its meaning and place

in the total 1ife-world of the child.
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_ INTERVIEW TRANSCRIPT

Portions of the'transcript‘of my interview with Anton are

preceded by relevant passages from-Oscar Wilde's, The Happy Prince.

Discussion of experience of sadness:

"In_the square below,' said the Happy Prince, 'there stands a {
little match-¢irl.  She has let her matches fall in the agutter,
and they are all spoiled. Her father will beat her if she does
not bring home some meney, and she is crying. She has no shoes
or stockings, and her little head is bare. Pluck out my other .
~eye, and give it to her, and her .father will not bgat her.'

"I will stay with yog one hight Tonger,' said the Swallow,
but I cannot pluck out your eye. You would be quite blind then.'

. b ,
‘Swallow, Swallow, little Swallow,' said the Prince, 'do
as I command you.' S : ’

So he plucked out the Prince's other eye, and darted down
with it. He swooped past the match-girl, and slipped the jewel
into the palm of her hand. 'What a lovely bit of glass!' cried"
the Tittle girl; and she ram home, laughing.

.. - S0 the Swallow flew over the great city, and saw the rich
making merry in their beautiful homes, while the beggars were
sitting at the gates. He flew into dark lanes, and saw the *
white faces of starving childrem looking out 1istlessly at the .
black streets.  Under the archway of a bridge two little boys
were lying in one another's arms to try and keep themselves warm.
'How hungry we are!' they said. 'You must not Tie here,' shouted
the watchman, and they wandered out into the rain. (ppi- 20-21)

o I;v Did you feel there were any sad moments in the story?

A:'“Weil, ah-aboﬁf the beggars and about the twb children'and'about
vthe Tittle giri who's going to cet beatén if she doesn't bring
any pennies home or anything and -stuff like that and fhat's about

'I; Can you say'qnything moré about this?

A: Well to me Tike if I watch a program and I have a nightmare and

e

this racing car was going by and no one was driving it and it

i



Y.
seems quite funny but it is quite scary to me. So I tried to.
picture Donald Duck in it but it didn't help. And that's what
happens to me in stories like if something %ad happens I know
that it's not true, bdt I still feel, you know, I still feel saé
even though [ know that it's not true
But are you afraid of not 1ett1ng your true sadness come through7
Would you. rather not let ® yourself get rea11y sad7 Is that why
you put Donald Duck in the racing car?
Not It just he]ps me fee] like not scared and you know like not
be sorry and not start crying in my bed and everyth1nq so I try
to picture 1t5 1 try.and make myself, you know, tell myself it's
not true, force myseif to not think ébout it as bezng true..

M-m-m.

Pl b

0f all the charactehs in the stdry, who whs_yohr favorite?

The swallow. | _ | i

AndAof course‘l'li ask'you why; Why the sha]]oh, why not the
"haphy Prince?

Well (laughs). It's sort of like béing a little kid and 1liking
Supérman——a'big suber hero and‘it's sort of like liking Jesus too

~ because he helps somebody and that s why 1 11ke the swallow because
| he sacr1f1ced he d1ed and I felt sorry for him and 1 like him.
What about the happyIPrince?‘.Hevwas remov1ng all this glorious
stuff off of his'body and giving it to the poor. fsn't that sort

of a sacrifice? - .= - s P a

|
}

Well, yes. But it's not as if he's going to die. It's just a
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fairy fale and you know in the daytime I don't like to think
about this. It's not 1ike he is a person just standing thehe

stiff and he can't move. So no, I' like the swallow the best.

Discussion of experience of sacrifice:

: v | o
Then the Swallow came back to the Prince, 'You are blind
now,' he said, 'so I will stay with you.always.'

~ 'No, little Swallow,' said the'poor Prince, 'you must go ‘
away to Egypt.' ' : :

"I will stay w1th you always,' said the SWa]]ow, and he slept
-at the Prince's feet. (p. 20) .

I: 1 was wonder1ng about one part}of theAstory. If you were a
swallow, ff.y0u could put yourself in the place of the bird
;(which is hard to do)
A: M-mem—Yeh. <
I: But 1f you cou]d p1cture for a moment that you were that little
swa]]ow, wou]d you do the same th1ng7 WOuld you stay w1th the
Prince and be h1Szmessenger rather than fly off to Egypt when “
you knew that you were going to die if you stayed through the
| w1nter? |
A: we1t,-What Ifwou]d do is you know, well, I didn't,rea]]y under- -
stand'part of it, like—oh yeh. what I would have done is Tike
I would have g1ven-—we11, no I wou]dn t have I would have Just——
*about a few hours before I wou]d have died, I wou]d have f11ed
out and I wouldn't have, you' know, I might have put about three ‘
rubies to some peop]e and only twelve pieces of go1d on, no [
wouldn't ‘have finished it all. 1I'd go before I d die. I“wouldn't

stay there.
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I: That's what we call sacrifice, when you givé up your life—

A:' Yes. :

I: for someone or something else. In your life

A: Yes - ‘ )

I In the seven or eight yéars that you've been alive is there
anything‘you can think.of that you've done that is sacrificial,
'that-yOU've sacrificed yourself fbk, not really in your ]jfe but
somethiné ybu ré$11yuwant, but you said no, I'm not going to take
it. Instead L'm géing to do this for so and so. CaH you thinkq
of anything?

A: (Pause) Yes:

I: (L&ughs)'

vv A: We11; at'schoo1,somgtimes you know-—theré'é this boy in my class

. called Greg. You know-you have big fights with grade fivers and
he usually wins. And the grade fivers get really mad and"they_
start chasing after him and everything. ‘And I could nof gd. You
know I'm not in fhis and I'm not out of it and I was going to go
~and play with my othef friends and'not be in the fight cause then

I might get hurt. And then I decided that it might be fun

(laughter) 1ike‘I‘migEt'be,a;hero if I survive. So I went in.
I: And what haﬁpened? _ | .
A: Well (Taughs) I got ina few fights\With them.
[: Did you get hurt physically?
A: No, I didn't. o

I: But you were'scared—-

4

- A: Well, only Jf they get on top of the group, but usually they don't



really get you. Usually someone who is scared can run faster than
someone who's just chasing them (1aughs).

Why is that? °

Cause like the person who is scared is running for tHeir life but
with the‘perspn who's chasing them, you'know, it's not as if they
have:to gd as fast as they can, waste all the{r enerqy and every-
thing and like they're not really going a§ fast but the scared
person knows where he's going.

So it's more important for you when you're scared. It seems as
though you are saying that being frightened or being scared alsa
is a part of sacfificiné.

Yes. |

Yoﬁ.know it's sort of overcbming a fear.

Yes. But if you“re’not really. in it and not rea11y out like you
could lose something else instead of it but if you have to stay
in-it then that's sacrificing because no one's forcing'you;.

You are making é choice. Is that what you're saying?

Yes;

Do you ever do this at home with your family—make a choice to do -

something that youfd'much rather not do andvyet you sacrifice
Vyour own feg]fngs and wishes— ]
No, no, not really. No I do, you know, I'do a Iot‘of nice stuff
that Tike it's not like I was saying like I really wouldn't get

hurt or anything if I was doingéthat and I wouldn't really have a

choice you know. Just doing something hice like carrying a chair

outside or sOméthing like that. It's not 'really sacrificing} No,'
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I wpuldn't'do that at home.
[: It doesn't compare to what the swallow did by giving up his life.

A: No, no.

Discussion of experience of Tove:

The poor little Swallow grew colder and colder, but he would
not leave the Prince, he loved him too well. He picked up crumbs
outside the baker's door when the baker was not looking, and
tried to keep himself warm by flapping his wings. R

But at last he knew that he was goina to die. He had just
enough strength to fly up to the Prince's shoulder once more.
'Good-bye, dear Prince!' he murmured, 'will you Tet me kiss
your hand?'’

‘I am glad that you are going to Egypt at last, little
Swallow,' said the Prince, 'you have stayed too long here, but
you must kiss me on the lips, for I Tove you.'

‘Tt is not to Egypt that I am going,' said the Swallow.

‘I am going to the House of Death. Death is the brother of
Sleep, is he not?'

*And he-kissed the Happy Prince on the 1ips, énd fell down
dead at his feet. (p. 22)

i/

‘I: i

stayed too long here; but you-muSt'kiss me on the Aips, for I Tove

wonder what kids think about this. The Prince says, "You have

yqu." How does thisAéffeqt you when you read something like this?
A: It makés me feel sort of—sad. -
- I: What do:you think' the Prince means by "I love you." I mean; this
is something you hear a lot—in thé’movies, for éigmp1e._
A: Yes, I know. But I sort of heard this sfory beforel And I know
that the bifd's going to die. And When I heard that, like the
"~ Prince Says I Tove you and he's going to die—you knoW—-it's sort |
of like a 1ove‘story like in the war or something like that. I .

feel sad.

<
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Discussion of experience of power:

— >

Early the next morning the Mayor was walking in the square
below in company with the Town Councillors. As they passed the
column he looked up at the statue: 'Dear me! How shappy the
Happy Prince looks!' he said. : :

'wa’shabby, indeed!' cried the Town Councillors, who always
agreed with the Mayor: and they went up to look at it.

'The ruby has fallen out of his sword, his eyes are gone,
and he is golden no longer,' said the Mayor; 'in fact, he is
1ittle better than a beggar!'

( 'Little better than a beggar,' said the Town Councillors.
p. 25)

What did you think of the mayor and the town councillors?

I thought that they were quite dumb—stupid. I sometimes
Taughed—1laughed inside, in my head.

At what particular thing? |

At, you know (pause) Well, just one particular part of the story.
It's sort of like a cartoon. And like there'd be—1ike Gilligan's -
Island. Like someone is serious and someone repeats and it's

sort of dumb and that's Gilligan. It's sort of like that.

Oh.. So when the mayor said, uh, "I'think we should get rid of
this statue. It's looking shabby"andvfhe town,counc{11ors say,
"Yes, yes, we must éét rid of the statue." o b
'(Laugh$f

Do you think the town councillors are saying this&just!because
they are dumb? Do you‘think there méy be another reason the

ftown counci119rs.agree SO qhick]y Withkthe mayor?

Yes. He is tﬁ:‘mayér and they're not feal]y like policemen and

‘the mayor could throw them in jail and do somefhing 1like that.
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Have you ever met people who agree with whatever the leader of
the group says just to be—

Yes.

Can you give me an example?

My friend Demian. He's four years old. If I say anything you know
I'm bigger and I can beat up boys you know six years old. I'm
two years older than the buﬁ]ies but the bullies are two years
older than Demian. %9 he thinks that I'm so brave. He always
listens. "My hero!" (Téughs)

How does it make you feel? '

It makés‘me feel sort of nice like a hero. [ like having somebody
always on my back—you know, cdunting on me.

Could we call this power?

Yes. -

So you sort.of have power in a situation like this one. b0=you
kngﬁ anyoné you consider a hero in the same way that Demian 1obks
up to you? Someone you'd do almost anything for?

No. No one fhat I can think of. There are people that I try to
be like) but no, not really, there isn't.

What kinds of people would you like to be 11\54

I have a cousin Antony. And I'd Tike to be aimost one thousand
super heros (laughs). Well, not really.

What kinds of things would you like to be able to do that you
can't do now? .
Well, I—well I know I can picture what it will be Tike with
electric cars and evérythihg. You know I Qant to be alive gﬁgn4’

1‘d rather be dead now than dead then.
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Discussion on experiences of happiness and rejection:
High above the city, on a tall column, stood the statue of the
Happy Prince. He was gilded all over with thin leaves of fine
gold, for eyes he had two briaht sapphires, and a large red ruby
glowed on his sword-hilt.

He was very much admired indeed.

. 'Why can't you be 1ike the Happy Prince?’ asked a sensible
mother of her little boy who was crying for the moon. 'The Happy
Prince never dreams of crying for anything.' (p. 13)

. . 'When | was alive and had a human heart,' answered the
statue, "I did not know what tears were, for | lived in the
Palace of Sans-Souci, where sorrow is not allowed to enter,

In the daytime I p]ayed with my companions in the qarden, and
in the evening I led the dance in the Great Hall. Round the
garden ran a very lofty wall, but | never cared to ask what lay
beyond it, everything about me was so beautiful. My courtiers
called me the Happy Prince, and happy indeed | was, if pleasure
be happiness.' (p. 15)

I: Why do you think the story was called The Happy Prince even though
it contained many sad moments?

A: Because at first well before—before the Prince was alive we Ssaw
that part’ too and he was happy standing there.

[: What does the word "happy" mean? It's a word we use a lot. What
does happiness mean to you personally?

A: It means something nice\ You're doing something nice, going some
place nice, having a nice day.

I: You use the word nice a lot. How do you feel inside?

A: It makes me feel "nice" (laughs).

[: What's a really happy time you can remember that makes you feel
nice, that makes you feel warm inside?

A: Um. The first time I made a friend.

I: Tell me about that. It sounds neat.



Well | 1ived (n Parkallen And | just moved in & fow Jays, a

few wooks: ago, two weeks ago and | dida't have a friend and we

saw all these kids running around and stuff and my Jdad 3atd “yo
uver!" Byt then | y\m really shy and | satd, "1 will pnot gu aver
there” and then Hnai‘\( someong from there came aver ta my hoyse
and asked me to play. And ~o | really felt-—you bhow '&ay!!?ul
Why were you hestitant aboul quing over to the qgroup’

well, like 10's sort of Hhr.tsu!!!r'. [ they don’t Vibe you
they 11 say "get outl of here, don't come here’'” | try ta ay0id
that 50 | don't go and say "Hi" and play

S0 this fellow came over and asked you to play. HWere you friends
immediately?

Yes. His name was Jason. ! haven't seen him in a yvear because we
moved.

I know. What kinds of qualities do you think a friend should have?
You probably have reasons why one person is a better *riend than
another peréon.

Because one might be kinder, one might depend on yoyu 1the | wda\'
saying and one might do.what you want and always agree with you

SO you don't get in big arguments.

What kind of behavior do you have to show in considering yourself
& good friend?

I want to be nice. [ want to be kind and | never show myself
crying. |

Why is tha‘k

Cause they will all think I am a little baby (laughs) you know.
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Sometimes it's really hard not to cry. LI have that problem and
Iim much much older thén you. I see spmethjng that ‘moves me and
tﬂe tears sfarézqoming i]augh§).

: D(Lahghs)

I wonder why :in our sociéty pedp]é‘think.you‘are much stronger if
you don't cry. | |

It's sort,of tike bu111és. "Cry baby, cry baby!" (sings) You
know—1I'm not goiﬁb‘to cryt" | | ”

' So you remember experience?”{rom your p;st.

Yes. .Béfofe I hadjthose:friéndé who Tived in the apartments,
théré weré ]ots of bu11ies.afound‘and they—you know-—and qhe ?imerk
they pushed me around andvf 1anded‘an&‘i hurt my nose really bad
and 1 started'cryipg and they started calling me, "Cry Baby,'Cry

_Baby!" I rehember that. No, I'm not going to cry.



