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ABSTRACT

R T ST ye-pegyn

‘Drama: A Force to Distantiate

The writer has found a force tozdistantiate.in the
work of Vygotsky, particularly in the statement:
A word isfa microcosm of human consciousness. (1962{l53)
This study is a microcosm of teacher profesSionalism.h
(i:)An attempt is made~to capture the facets of a

learning event and crystallize them in a prism for the

o e 7B

observation and 1dent1f1catlon of - the milecules present in

a concept formatlon process. » ‘K

PR e Y

The learnlng event chosen is a role-taking drama .

event proposed by Dorqthy Heathcote, In searching for a

v Aty

. <@ ' . . ,
curriculum model in which to set this event, the following. i
selections were considered as levels'in the process.

The HOW of strategies: Plans of action for the stages’
: of 1nvolvement.

The WHY of teachernaction; The theories which motlvate-
‘ o ©  and direct ch01ces

The PERSON-of the teacher: Who chooses<thevcontext'and
moment.
. “:\ '
" The WHAT of culture: The materlal which 1s encompassed
‘ by the plan.

The WHO of the experiment: The learner, who refracts

- o . the energy and transforms
his level of knowing into
a spectrum of consciousness
_from which he selects those
" things. whlch are meanlngful
to himn.

From the ‘cauldron of ‘this curriculum model, learning
emerged as a many-faceted formation.

AL
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In this study the facets are represented by the

.

octagonal shape of a plan of action. The eight stage shape'

of the pIhn takes on form in the prism of classroom action‘
’where the sounds of chlldren'eandy the plan with words. SN
This is 'a living' process and eneompasses that area of T '\g
iconcept—formatton which Schmidtl refersvto as developing
between "reacting to to knowing about."

The word SPECTRUM refracts the-prism inte progres-

sive levels ©f concept~-formation involvement:

genSOry input: The first step and root of the
‘ experience.

ORI

Participation: Increased awareness which. is ensured if
' o the learner is consciously attending.

RS U

Expansion: The force of emotion or the will to act.

Change: The cultural leap producing a.change which =~ ) f
will be a step injontogenetic development.

Transformation: Reorganization where the learner
R ~ transforms the new into his own
behavioural stream of development.
ro ‘ :
Relatedness: Openness to the world. The new material
becomes objectlfled and the learner feels
free to speak and play in -the new
environment.

Understanding:' Revealed through reactions of others

- o - and the reflected observations of one's . .
own behaviour. The learner’ comes
closer to‘knowing himself.

-a

v
Memorize: A memory engram records experlence for
future enqu1ry and retrleval

This_SPECQRUM'is.a forée to»d@stantiatefi‘

st
< !

lSchmldt dlscusses cognltlve activity in child
Development (p. 108). BHe expands -n Werner and Kaplan' s
‘terms "reacting to" and "know1ng about.
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Tmplications of the itudy are for’teacher and o ?
. teacher education. The studly concluded that the arrest of
'agtention and the maintenance of conseious attention are ! ( .
'prelimiﬁary steps‘to concept-formation. Significant pro-

poréaons of “teaching time should therefore be;deyoted to
these,preiiminary staées whenever a concept—for;atfbn task .

is demanded‘ef students. Without a willing student ohe ean

have ‘every element of learning but no processing agent. The

second implication is that the sounds of‘children indicate

that 1nformatlon is belng objectified. , The thlrd 1mp11ca—

thn is for teacher education that teachers may learn to

createfa matrix and attend the process of learning with the
powerful means to facilitate change.

The writer found the words of Schmidt, Schachtel,

Penfield, Montessori, Merleau-Ponti, Rousseau, join with R

N

Vygotsky to sing the phenomenon of education. Heathcote's

3

. . ///
theme persists: B [

Take emotion out . . . ‘
and only the burden remains.

vi
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"Interaction of Forces" : e

, by
Glenna Roper Studio, Edmonton, 1978



'learning process around .which this work has evolved. The

THE. MOMENTAPY APREST OF THI CONSCIOUS ATTFNTION
IS A FORCE OF NATURF THAT CREATFES FOQM

b ¢

In analysing the components-in an act of cognition

_the researcher has come closer. to an understanding of the

element of 'conscious ~ttention' and the vital part this

elemént plays in learn.ng.

A4

" Thé evasiveness of this quality of attentign is

captured by Danz, when he says: o .
. . Nature cannot be measured. S
Her ceaseless creating,
the flowing, melting, or

. . ' burstlng of force into form.

(r 52, o. 182) ' ~
The 'conscious attention' is also » force of nature that
create: form. It is one of the elements of learnlnq but

A'one of the most- v1tal as it constltutes the flrst level of

consc1ousness in an act of cognition anc remalns the root
of any progre551ve levels of that first ;ct 1

‘ThlS preface introduces the study with a photograph
which captures a. moment of dynamic interaction of natural |
forces.2 The moment captured here speaks with the sensory .
input which precedes the expressron and thus comes closer

to revealing to a reader the element so vital to the

e

lschmiat E}ovfges this [insight (1973, p. 108).

2Glenna Roper of Roper Studio, deonton, captured

‘thlS moment in.an Albertan landscape.



&.
photograph prov1des us with a moment of %rrested attention;

a force of the elements of nature which creates a new form;
a structure for those natural eYements whic¢h makes the

creation posSible, and finally Ehe wonder of the spectrum
; L e ’ ‘
which under the powerful influence of light reveals the

'

deep and hidden structures present in a 51mp1e component.

Water, an 1nv151ble surface structure, reveals the hldden

structure of the_prism when forced into the %ea of light
from the flow of a cataract.

,InCEpe follow1ng pages, the components,of'a learning
- process will be analysed; the moment of arrested attention
will be elaborated (p. 72); the force of the components .

into form will be discussed in "Teacher‘in the Process"

2

(p. 132). 1 Throughout the work there w1ll be a theme which

emphasises the deep structure present in the ledrner which

3

is revealed under certaln conditions and when certain

elements are fqrced into a dynamic unity of purpose

¥ ! -
resulting in form. &
Intent . - o o 7

The study originated in a search for the place of
dramatic involvement inllearning;ijSuch activity:has‘
_remained peripheral to the academic”pursuits in a school

vprogram; fun, but not central to learnipg and'therefore

1o

.lFurther references to the dynamic unlty in the .

process of learning are found on p. 144}“Internal Forma-
~tion."
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-findings.

. . __‘,[).'

not reieééé%dﬁtﬁ,importaﬁce inf?zcﬁild's intelliétual day;
The{gé;fch for support ﬁeund many new and old

educ?tional theories fsinging; tﬂg value of such intellec~

tual involvement, and assigning undeniable learning value

to the characteristics that exist in the spontaneous
, : T O

_ role-play opportdnities resent iditeacher—dirécted,
P

-

organismic matrix environment of a dramatic event.

Framework
[ : .
The shape of the study was influenced by a curricu-

.

lum model which explores components as they inferact at
. . } BN o

different levels in a classroom arena of curriculum
N . J .
(Figures 1, 2 and 3).
The HOW component represents the role of action

which injthis;caSe is a Strategy, based on D. Heathcote's
! method of invglvement in a drama event. v

A ’ - ;v‘l;‘. . >
The WHY component explores learning elements

-

'in-role

which prbVide a theoretical base for the 'Strategy.'™ This

componént is also discussed in the FProcess'tééction aS‘thei”
human dévelopment knowledgé that prompts a teécher's
actions. | / |
| The WAY ekpléres the teachef's»rélé.in‘a varietyt
of influences and‘suggesté'teacher respongibilities aﬁdi

teacher—éducétioﬁ needs that are implied by'the study's’

\

‘The WHAT is the cultural material or subject

 matter which a teacher selects.for'thQSkultural encounter.



 STRATEGY

THE ART OF
STRUCTURE

TEACHER

THE ART OF
STRUCTURED
'%EARNING

SOCIO-CULTURE

THE ART

!

ELEMENTS

THE ART OF
LEARNING

THE MATERIAL IN THE
CLASSROOM ARENA OF
CURRICULUM

FIGURE 1. LEVELS OF CLASSROOM INSTRUCTION



3

A Teacher's Strateqy

THE . SURFACE STRUCTURE:

The HOW

I'lements of Learning

THF. ‘D\EEP STRUCTURE :

~The WHY

Human Interaction

THE- LIVING PROCESS:

The WAY

THE SOCIO-CULTURE :

. The WHAT

FIGURE 2.

A CURRICULUM,VIEW:
Arena of Teaching

The Person
of .the Child

THE FOCUS: -

The WHO

{

Components in the Classroom



THE SURFACE .,
STRUCTURE

A teacher's strategy:
The plan of action

chosen by the teacher as
the "symbolic vehicle™

(Werner & Kaplan, 1963:25)
referent of the chosen
aspect of culture.

THE DEEP STRUCTURE

"The elements of
"learning residing
in the plan of

action.

THE® PROCESS

This mponent repre-
sentsC%HE‘hggan inter-
relation process. The
meetina of the persons
of teacher and child.
"The drama which is
taking place among
people” (Vygotsky,
930:45) .

THE SOCIO-CULTURE

THE CENTRAL FOCUS
(Vygotsky, 1930:44-45) |

"Tﬁe person of the
child": the material
of the experiment.

| The resources of the
teacher both personal
and material.

FIGURE 3.. DEFINITION OF THE CURRICULUM VIEW

FRIGES SRS S

RN, e LR



It is represented by a view of the three stage process of
cultural development and the teacher's part in the 50010—
cultural process of development.

Finally the WHO is the cqﬁponent thch represents
the chlld: the reciprocal quality-and the focus of the
model. Tnis component is‘represented in the study by a
view of the dlfferent perspecti;es on childhood and the

author's own place in. the matrix.

The whole model is brought to che view“of the

classroom in an examgle of the organismic matrixk or the -

classroom arena of the curriculgm in action.

| An analogy brings another dinension to the work.
It serves to explore the depth of implications'made and
helps illustrate the complexity of a'teecher's role in

concept development. This spectrum theme‘helps to unite

the work. The analogy,is'given a focus on pages 14-15.

A Specification

This study is con51der1ng an act of cognition in
1'
concept bulldlng Itﬁﬁs not a general view. of the total
learning process but thlS first act of cognltlon-_ the

first levels of consciousness in concept formatlon.

The pattern which may be established and contlnue

,to evolve from this first level of con501ousness w1ll be

one concept among eountless others but thlS sthdy is

" considering the act: of establishing one concept and a

teacher's role in that action.

wa



Premise

This work is based on the scientifically estab-

. e 4 o o -
lished fact that:neuronal recall pattern—iS only laid down

during periods of conscious attention (Penfield, 1975:66).

Limitations

The complex process of learning is an organic one
~and cannot be truly captured in descriptions, models or

-illustrations.

The "real relations amdng people"” - (Vygotsky, 1966:

41) cannot be completely conveyed in a method of reporting.

lo
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CURRICULUM AND INSTRUCTION: A MANY-FACETED PROCESS -

Intent
~Much school activity for children is a shell-lijke ;
experlenco, the bare bones of a structure picked clean of :
I

nourlshment by the adults who qaln the rcwardlnq segments

by - d01nq the talklnq, mov1nq and dec151on maklnq

Another shell llke experlence of equal Valug/f
’ . T ““

L

where- the Chlld does the talklnq, movmng/ana/dec151on

maklng 1n a v01d where/‘any way 1s-forward.

The depth of the experlence IESldeS in a process. -~

e

I

The key to the process 1is an 1nvolvement of the Chlld w1th

S

- the adult 1n a common SLtuatign/whefé/the chlld's dec151on—‘

P

e

maklnq 1nvolveméht/bullds coqnltlve structures ln 1ncﬁeased

L ng_im
— levels of conscrousness so that in reflectlon the chlld may

'rebulld and restructure thlS experlence to more advanced
e
levels ‘of his development. \ThlS process is the consc1ous— S
J e |
ness of the teacher\ﬁéettnqathe consciousness. of the |

£

student, an interaction which Fs the outcome of a teacher ‘s
strategy and dellberate 1nterVentlon. -
The shell.: of a classroom environment must contaln

a seed of 1ntellect,.a germ.of'an‘

the deep structure,
'orqanismicumatrix

idea, so that the classroom becomes an
a place where the Chlld flnds

|
|
!

(Werner & Kaplan, 1959:25):
nourishment and space for“his personal development within
the "will to communicate" (Merleau-Ponti, 1973:101). o



context and learning environment desired. The only

Framework of Intent

“

In linguistic structures thé deep structure (tree)
or abstréct; can be represented by more than one: surface

Structure (the spoken words) in a j momenon called

‘"syntactic paraphrase." So in lear ng, the basic aim or

deep structure can be realized and interpreted to the’

bord

students in many concretc shapes through strategies;‘ We
could call this: S & " GIC PARAPHRASE.

The snrfdce.eructure;chosen can be matched to the

constant element is the deep structure which must be
\ ' 2
clearly established and support the chosen surface struc-

ture.. To illustrate this framework in terms of teacher

_respOnsibrlity the following questions -are included:

What aspect of cultural development am I pursuing?

How will I present this to the children?

‘These ques.ions relate to the surface stlucture.

! Why am'I-presentinq this information at thisvtime?

Why have I chosen this method to present thie
eépect? | N |

Where ao l.hepe‘to dlrect this cultural aevelopment?
li.e. Where,ém I going?)

These questions relate to the deep structufe.
Student-teacher involvement should not proceed with-

out teacher-consciousness of the two levels of ihfluence.

It is' an elaboration‘of the old smmaxim: What am I doing? and.

b

13
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Why am I doing it? The 'what' implies the .cultural
development'respons}bility of lesson.pléns; sﬁbject areas;
teaching resourgngaterials: The Sufface Structtre. The
'thf implieg.tgézhidden stream of biological or historical
developmeﬁt; thé social or human strand'of‘the process:
teachegé oﬁﬁage,in: The Dééﬁ Structure. Aware of the two.
Streams or noty a‘teachér will affect both. |

This fframework ofvfﬁtent; is itself built on the
deep structure of commitméﬁt to the belief that there is
neVer a 'teacher-proof' currigulﬁm. Teacher movement;

intonation;'choice of word; 1level of personal development;

view of childhood; will all influence the surface structure

~of classrqpm activity whether it is teacher-planned or -

bought. Student—teacﬁer involvément assumed in the frame-
work of thi? study 1is boundnin téacher awareness of the tyé
streams of aevelopment and the two levels of the complex
process leading fo concept—building”oryhigher‘menta}
fﬁnctions. The teaéher awdre_of bgth streams of develop-
ment and operating on the two planes of structure is truly
engaged‘ih the develbgment of‘tﬁe person of the child.
Elaboration within a Strict

Framework of Intent
(Heathcote, 1971:53) | -t

L

. Heathcote's words are in relation to theatre. The
elaboration procedure she refers to is improvisation, but

the process is applicabls to any situation where one person
wishes to convey -an idea, has an "intent."” The intent
S : , : A

-

14



needs a framework in whicg to elaborate: to express the
emotion and bring the facts to focus. ' The elaboration
procegufe is also che procedure of the classroom and is
the procedure that this writer %fzzhﬁse in an attempt to
engage the reader; bring the intent of this study t nis

focus; lure him on to consider the issues illuminated by

1

the reader's emotion; and bring our two views into an

~i

action which creates form; forces--distantiation and a new

perspective for us both: The prism‘ofusurface structure

~separating thé white light of human conétiousness into a

spectrqm of colour.. ’
Figure 4 is a synopsis of Ehe development of £hi$

study: a drama infent, in a framework of strategies

. elaborated by the teacher’énd'students during'a learning

-process.

15



SYNCHRONISE

The Teacher

FIGURE 4.

'NURTURE

ELABORATE

DESIGN OF THE STUDY o B
ELABORATION WITHIN A STRICT FRAMEWORK OF INTENT:
The bone structure of a plan encompa551ng the
deep structure of a learning experience. The
process is realized in human interaction.. . The
teacher is peripheral to the whole event. The
reciprocity of initiated and interpreted exchange
of ideas is represented in the spokes reaching
toward the central focus: - the child. The
figure is set in a potential matrlx for soc1o-
cultural development.

The eight-step plan is a surface structure. The
deep structure re51des in the potential of the-
plan to awaken the "many faceted response" of
the student in a common situation with others.
The process is formed by the force of human
interaction. = '
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~ THE TEACHER'S'STRATEGY:, THE SURFACE STRUCTURE

The surface structure (see Figures 2 and 3) for

learning through ‘drama is'ﬁiscusscd.here. Procedures used .

by Heathcote are us: to develop the strategies for

. \
teaching.

X
\

Drama: A Spectrum of Attitudes

We perceive behaviours not pefsons. IWe interpret
not receive-diﬁect,stimuli. We perceive actions upon
things not things. Awareness is of things ;ﬁeaningful",

An 'oréanismic matrix' denotes a dynamic event.
Only £hose,who"have shared the'com@on experience havé
interpreted its'action and behaviour qnd haQe a frame of
reference for these interpretations. The common experience

_wi%l,always bé a bond for the participants. |
A Definition .

=

. The use of drama in this study is strictly in'the

*

'Aristotelian terms of 'actioh.'é The earliest use of drama
¢ , L .
was to'act out'an event as an éxpression of ritual.‘ This
study adheres. to the use of drama‘as‘an involvement. The
term could be SynonymOUS with 'will® in acfion.' The .
_'following‘igterpfetafidn thenihas no\felatidn'to fwétching',
but to 'doih;.' Reflective watching may result from this

'doing.' - - : ‘ : ' . ‘



A Focus
There is, at one period in the drama, a dynamic

feeling of unity. At this moment there is a propulsion

to act. Merleau Ponti1 uses the eggression "the driving
o :
force of language," when he defines "will to communicate."

It is toward this moment of inner force where action

presents speech and deed presents words that this 1nterpre—

tation of a Heathcote inspired drama is planned and this
study is directed:

The driving force of language
is the will to communicate. (Merleau-Ponti)

The will to.communicate is a force to distantiate and the
following dlassroom practise is one way to capture that

will.

Premise
Rousseau contrived an environment  for the ideal
educatlon of "Emile. Montessori called her teachers

"directors" of the learnlng structured by her materlals.,_

19

Today's proponent of a structured learnlng enélron—"

;ment in which the chlldren shape their own learnlng is
Dorothy Heathcote whose method of teachlng is here
,1nterpreted from artlcles[ fllms and video under the tltle

of STRATEGY.' All the quotatlons in thls component are the

.

words.of.Heathcote.

«

'lMerleau—Ponti's‘reference,is contained in the . _
conclusive statements of Consciousness and the Acgquisition
. of Language, 1973, pp. 101-102.
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&
The Strategy

v

Plan. There is some difficulty -in discussing an
activity and therefore this study will describe a class-—

room event ‘to give the words of Heathcote and the teachlng

.strategy being con51dered——a frame of reference. The

event will provide a basis for the understanding of the

structure implicit in Heathcote's writing and demonstra-—
lv : .. )

tions. We will therefore follow the key word STRATEGY as

we proceed through the description of the event to give

the principles of Heathcote a structure.. Those pr1nc1ples

B w1ll be extended using the developlng action as an- example_

and the reactions of a teacher in the process. . Each step
will therefore include an aim; a Heathcote principle; . a
description of action; a teacher's reflection.

1

The environmental situation and'the environmental

_preparatlon for the example to be used are as follows

Students: Grade eight’ drama class of thirty two.

Relationship: Students do not work in cohesion

but vie with each other for attention and \look
:to the few extroverts as the 'star' performers.
Classes are struggles for power. |

t_Strategx:( Teacnef and a érade seven class set the
stage for a Heatncote inspired drama.

Chosen Event: The unrest in Pompeii under the

imperial rule of Rome.

Chosen Time: 79 A.D,
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Chosen Vocabulary: Toga, Caesar, Pompeian, Baths,

Cladiatorial shows, Amphi-theatre, Forum,

Centurians. 1

- To captnre attention force a unity and focus on
the group, the room is structured to the needs of the chosen
‘event. & l'rge open space is provided for the body of the
drama and a “ocus of attentlon is constructed with tables
and chalrs draped wlth colored cloth and illuminated in
the corner of the room, opposlte‘the chosen entrance. all
other entrances to the rdom are'locked.‘ To further channel
the 1n1t1al attention and prepare the group for the element
of surprlse a corrldor 1s constructed from the concertina-
folds of a large packing box and a sign is hung on the
entrance door: | | |
YOU ARE NOW ENTERING
THE CITY OF POMPFII'
IT IS 79 A.D.
To further enhance'the element of surprise and

_ dlscovery a student of the grade elght class is taken 1nto
the teacher s confidence and agrees to 'play the klng
‘Another student agrees to take the role of a leading
c1tlzen 1n Pompell. The teacher plays the role of a Roman
Centurlan who 1s sent on a m1s51on to Pompell, a colony of
Rome which is not serv1ng the Emperor as it should. ‘The
Pompeian citizen drapes a cloth around her and assumes an

_antagonlstlc pose to. the teacher who stands accu51ngly.

These three members form a team and have several meetlngs
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where votabulary, intervention and assumptions are decided

upon. The'team shape the environment.

The
illuminates
chélleﬁging

The

can best be

scene is not lit except for a spot-light which
the throne of Caesag, shining across the |
fiquges,gf fhé.Roman and Pompeian-.

context iﬁkwhigﬁ the illustrative event occurred:

described in'a\digqrém (Figure 5). The plan

for explicating Hééthcbte's mefhod and linking it to the

event is shaped in Figure 6. Fach element of the strategy

will be developed through an aim, a principle, a descrip-

tion of the.

I
I

action and an observation.




THE CONTEXT...

Corridor Entrance which is:

1) Gateway to Pompeii
ii) Entrance to Caesar's'

presence

N

A Representative
of Rome

o~

!

-+

A Representative
of Pompeii

The Emperor
seated on
the Imperial
throne

(This figure signifies the
distant control and threatening
power of Rome.)

'FIGURE 5. The Gontext of the Plan 'STRATEGY'

23



F;GURE'6Q

'STRATEGY. The WHAT of the Learning Experience.

The organic shape of the plan. The bone

structure strategies. This shape is unique to

the plan' in-action described in . this study, as .
each plan will take the unique shape of the class y
around which it was envisioned. ' ‘

7o

. 4 : /
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///5/STAGE a surprise:

<</ A strategy to

gain the attention
of the children.

A HEATHCOTE-PRINCIPLE

The element of surprise
is‘one of the most

important bases of work -

in educational drama.
(1971:42) |

‘26
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E]Axgi?tion of the Principle S \ I

e o . |

- The key to Heathcote's-<surprise and discovery 1is
ir. the ¢ zructured environment and so the element of

staging 1s an esscntial feature of the method. Her_aimv‘
3

is to gain .the ‘attention of the children so as to focus on
‘the chosen topic. and by unifyinq the\force‘of the grbup

establish’ a worklnq relatlonshlp upon thCh the prOJect

1s lahnched

o

We have here already isolated many charéctgristics

of the method: surprise; discovery; structure; environ-

¢

ment; attention; unified force. They are all related in

this initial: step.
,The initial environment is thus structured and

. v w _ .
the element of surprise and discovery is embodied in this

prepared‘séene (Figure 5) which meets the students as they

straggle into class, chewing gum, toésinq their books
aside and expecting to-create a péfiod of unco—operative_

antagonistic'disparity.

‘Description

The children enter'the’stiucture and apart from a

’few comments: "sick," "what's the matter with Her?" there
is an‘immediéte silence akin to awe which lends at- »>sphere
to the prepared environment and prepares éhe way for a_
unlfled force and a launchlnc of the event.

Oht of this focus can emergefthat,

moment which launches (the) quk.
. (1971:54) = " 7 | ! '

27



The i%rategy of staging the event is the most
powerful, and requires the most consideration when a

teacher plans a llemathcote drama. = '

Observation

.

arrest of attention”™ 1is the teacher's assurance that this

initial step is successful. ,

The special silence which accompanies the "momentary

28
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AIM

TEMPT
the focused
attention
forward.

A HEATHCOTE °RINCIPLE

The teacher projects his
energy firstly to focus ‘
attention, then to direct
it toward the 'defined area

of intent. (1971:54)

30
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FElaboration of the Principle

The second step in this interpretation is the
invitation 1eadinq toward response.‘ An initial element
of surprisc has focused attention and unified this focus.
‘Now what is the tecacher's aim in qaihing such interest?
There 1s at the teacher's dispeSal~a potentially powerful
force and it is at this time that the teacher projects her
energy to direct‘the attehtion_"toward‘the‘defined area of
- intent" (1971:54).

As preQiously disCussed,'the teacher has chosen
the event or incident and with the aid of a team the
vocabulary and envirenment are prepared. ' The students
“have entered the environmeht.and taken on the desired
aspect of attention. The teacher must now be preparedito
reveal to the class the demand that is to be made on theh

@

and some clue. to its character.

Description

The citiien of Pompeiil who has silehtly'Challenged
the Roman continues te hold this pose and the silence 1is
maintained for a'short peried. .Qne rather laconic student-
drags out.a chair -and proceeds to slouch into.it and view
the performance : Further actien is needed to pursue’a
jstrategy that will 1nvolve the classa‘ The teaeher in the
role of centurlon commands the seated student.

i
| "There arerK>charrs in the city of Pomep11

Very quickly‘this~challenge is fiot by the Pompeian citizen.



who has held a pose for so long:

"Romans have no right to speak to Pompeians in

that manner."

In this fashion through the retorts of the Pompeian

to the challenges of the Roman, the class is brought closer -

to the chosen event; the language specific to the time and

the placé;'the attitudes surroundiné the deéisions and
prohpting the behaviour. The students folloQ the dialogue.
They ére interested in the dualzsifuation of the teacher
in role and are trying to establish the meaning of this
confrontation. The usual ﬁrocedurévof chairs being'
‘dragged §Ut and.ﬁéésessions strewn around~hés been bfoughg
"to a halt and the stgdénts afe a step.closer to.a unified

.

involvement. ' ' A

Observationv

Heathcote advises that a teacher "define the area
and,créate the active situation with which he may cope"”
(1971:54). Tt is in these first two steps of focus and

.direction of attention that the elements of risk are

T

defined and calgulated by the teacher.

‘Forfthé sfudents there,ié a characteristic element
of “group inértia" (1971:54), where all focus is on -the
teacher to briﬁg,a problem situation to Soiution. It is to
‘dispel this phenomenon and.instigate action ahd éwaféness

that these first two steps have required care in‘planning,

We ‘are moving toward using the attitudes of the

32
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)

whdle class to solve the problem, or in Heathcote;s terms
we are inviting a "spectrum” (1971;54) of attitudes to

overcome the inertia of the gqup situation and provide an
vopportunity for the cxpression of ideas and a Safe frame-’

.

'work within which to confront them.
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AIM

1

ROLE-TAKE
to demand
reaction.

=4

A HEATHCOTE PRINCIPLE

I often work in role at

first because it fixes

emotional reaction
. (1975:95)

35



Elaboration of the Principle

We are how entering the'reaction‘staqe of this
communica*ion process In the example being given the
teacher has chosen to meet the class in the role of a
Roman centurion. "It is becausc of this "strongly fixed
role" (1975:94) that anhimmedjatc emotional response 1is
- demanded of the students. Other strategies could be used
to produce the desired reaction. The "fixing devices" as -
Heathcote calls them, are tools at the diéposal of the
tecacher and only limited by his courage and imagination.

The elementg of place, period and persons have .been
built around the chosen incident by the commitment and.
role-play of the team and now the movement 'is made toward

the role—takinq demand upon the students.

Descr;ptlon

4

The teacher makes a direct demand upon the studenta
~as a centurion order. A student is chosen as commander and
'ordered with some authorlty of tone to don his toga and
gather his Roman contlnqent to\meet the Pompeians. AsS this
process of selectlon and dre551ng takes place (llmited by
the number of togas provided) , the teacher steps toward
those'atill Qithout role and addresses the Pompeian citizen
once mdre: | |
"Gather your citiéens and prepare ydur,petition For
Caesar." | |

This direction is . again issued'with authority and an
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'authenticity of tone which prcéents thekstrategy of role-
taking to be one of‘duty rather than choice. It is a
strateqgy which over-rides embarrassment, inhibition and the
inertia which coulq characterise the group situation. When
the formerly inactive group look tqward the Pompeian citizen
for leadership the Roman cgnturion‘marchés from the room
assuming he is followed by the newly formed contiﬁgent.
Behiﬁd £he retfeatinq group of sOldiefs an agitated group of
Pompeian cit{zens ére bedinninq to yell‘complaints‘and
injustices aq&inst Rome and'the léader‘s vgice is heard to
‘say:

"CitiZens of Pompecon . . .

Observation

The initial student, attitude of apathy and question
is now replaced with "a kind of involvement" (1975:103) . The
teécher 1s gréduaily reiinquishihg leadership ahd estab-
liéhiﬁg trust and an e%pectaﬁidn'Of.co—opgration between
herself aﬁd tﬁe class.v'This felationship‘is being estab-
lished because the téachef "in-role" is "filling the spaces
between peopie with meaningful relationships" (1975:95).
Emotional reéction evoked by the "fi#ing de&iceﬁ_is'a
".b. . étate from which one can eécape only; by working
through the situétion."‘ | o
B To summarise we note Heathcote;s instructions:

"l. We . . . isolate an area of concern. d

2. We involve groups of people . . ." (1975:27)



38



39

AIM

ti.at we are in the
situation we. have
chosen, to build a -
working relationship
and commit the class
to work.
(1975:99-~ 107)

ACEEMENT TO PRETEND 7;7

A HEATHCOTE PRINCIPLE

‘We ask of the children
that they shall take up-
attitudes and viewpoints
and for the time believe
in them. (1971:57)



/

Exten51on of Prlncgples

| The steps takcn to this p01nt have been dellberate
~and®slow. A structure has been provided; roles estab-
.lished% and action instigated.v The teacher is moving
toward involvement and ccmmitment. The homent whenlthe‘
teacher can ekpect full commitment must be gauged by
observation of student reactionnand.level of ;nvolvement.
To do this a teacher needs to be observer as well as role-
taker. Previcue steps were planned so.as the director of
the - work could ensure attention'and observe the stages of
,involvement, reccqnising the moment when commitment is

taken. Heathcotebsays:

"I work slowly in the beginning. 1I.'do not move

forrard until the class Is commltted to the
we " (1975: 107)

How does she commit the class to the work?

"I use many strategies" she says. ' -

Descrlptlon

The Romans leave the atmosphere of the dlm room
and find themselves in the floodlit hall. As their. eyes
meet there is an‘immediate risk of losing commitment'and

'a furtherxneed for intervention. The teacher does not step
- q,

(

e or change expre551on\but w1th the same, authorlty

necessary,mf the Pompelans will not aqree to a dlSCHSSlOH.‘
’ ag

They brandlsh thelr weapons and approach the entrance to ..

"



A

_this avoidance of the potential of drama 1is:

.
-
the room. Inside there is a loud meceting taking place:
¢ x ' ”
an unexpected-event. The door is locked and the Pompeians

refuse the Romans entrance to the(city.

Observation

Challenges are not only for students in-:this
strategy game. The teacher is one of the group and must

yield to a certain amount of the offer but has always an

~ observation lev®l of awareness and shapes the situation to

accommodate ﬁhg aims clearly decided upon before the event

N

was introduced. There is an element of risk involved for

the teacher and Héathcqte observes that drama is mot fully

o

exploited in schools. . One syndrome she feels influenceg/x"

.//’
"let's not have too mény children %urprising
the teacher" (1975:105).

In the drama being desc¢ribed the strategies have

helped build a working relationship so as when the

invitation to. involvement is made the students find it a
credible enough situation to 'suspeﬁd‘disbeliefi' yield

to the offer made to role-take and commit themselves to .

¢
L

that role. :
This commitment is tested and expanded in these

steps .of role-taking and agréement to pretence.

s
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TENSION to
intensify th
experienc

2

A]HEATHCOTE PRINCIPEE

Teasion of some kind must
be present in the drama.
(1975:100) |

43



E. poration of the Principle

Heathcote says, ". .. strategics are of two. kinds:
= -~ ) ) Cr
those that stimulate the class to working and those that
further the action in the -drama” (1975:99). Theistrategies

we are now concerned with are those that "further the

action in' the drama." The 51tuatlonkmuct be worked through

O

to, a satisfacto@y conclusion. Heathcote.calls this stage
of the.drama the "stite of being trapped" (95). The class

"and teacher now work "more‘as‘a team" (99) andvpace is

8

1ncrea51ng as commltment to work lS ‘achieved.

Heathcote explalns"ten51on as: "]eav1nq somethlng

to chance (1975 100) fIn the drama we are considering

the chance factor is the outcome of the Pompelan dlscu55101

. \ .
wWill they submit or-not?' There is an element of tension

in the actlon of the teacher leav1ng the room,: The action

is a calculated risk. It is calculated in that the moment

a

is carefully timed to ensure that the class 15 suff1c1ently'

commltted and dlrected to handle the a&tlon without a
teacher'Sfleadershlp. It is a risgk dn that the,class
have not heen known to work respon51bly w1thout the
teacher s leadership. Caesar remalns a distant flgure of
authorlty. This symbol of power 51qn1f1es the final ~
tension of a Pompeian meetlnq w1&hhthe Emperor himself.
The tension of not khowing what wlll,hap;en next forces

the action forward. Tension is a powerful quality.

44
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"Observation o I _ v i . \
B | |

Description

As the Romans stand in the hall, locked out of
Pompeii the teacher attempts to cope with this unexpected

element of tension. A loud conversation is held between

the leaders on either side of the door. The Pompeians

are reminded that ,Rome has sacked and destroyed many cities
that did not yield to its authority and a strong su@géstion'
is made that the people would be wise to gather in the

forum fbr a meeting with the Romans More thunderous

sounds ére heard as objectlons and suggecstions are tossed

"togethei in mob dec151on maklnq

\Finally the door opens‘and the Romans are brought

to the forqm where the Pompcians wait, jostling and

restless, some waving petition papers.

Not more than fifteen to twenty minutes have\

elapsed from the time ‘the grade eight class arrived._ &pe

_strategies of surprise, of calculated risk, role—taking

apd tension have bro?ght each child's reaction toward an
inVOIVeméﬁt of some %oft. Evéh in the‘few moments that
have passed‘since thé Romang left" the room there has been
an intensity of commitment.

The angry scehe.whjch meets the Romans.ié full of

emotion; Tnertia and group dependencé has given way to

expression. The children arc experiencing a play.  This



.1 o what Hlethcotg menns when she recommends that the inner

dewanda o0 rhe olay oare made on the olass. The class feel

cul expos o the tosdion: the inner demands of a crisis.

N
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CGTen

v

ATIM

[ 1

"Emotion is - the
heart of the drama 5
experience. Talking
about emotion is no
substitute for -
feeling it." (1975:107)

EMOTION TO FEEL
AND EXPRESS

~—

A HEATHCOTE PRINCIPLE

If we take the emotion
out of drama there is
onlv the burden left.
(1975:102)

48



49 r

Elaboration of the Principle
- ; =

Committed classes are driyen‘by the emotion that
this commitment creates. _There is difficulty in the
uncertalnty of this clement yet w1thout it the structu?e

is surface only and the involvement is about ends

Heathcote advises thaty

not knowi

it is about jouigreys ¢

ghow -
the. 1ourneys m%y end g _@.

v

True drama ]@ dlscov%g is not éb% ends;

. i e o .
commitment means emotlon and the expre551on oﬁ

aw‘g
emotion. It cannot be done quietly. Could the drama we

are considering have continued- wmth emotion and commitment
if the teacher had 1ntervened and told the chlldren to |

shout quietly° : )
Although great care can be taken to preparevthe
etructure and the strategles that will commit and help the
action forward, there is no complete control over the
emotion that w1ﬂl take hold of the event and express itself
in a diversity of unpredictable ways. ThlS the teacher must
';expect; accept and have the courage to allow. It is‘the
time when the child who has ventured to role—take and commit
his person to- the dec151ons that 'that role w1ll demand
steps beyond his own 1dent1ty and knows the ten51on and
perplexity of another. ~The expre551on that accompanies

this process‘will appear as dissonant and will provide the

"miscellany of ideas" which the following action of the



drama will hring to order. ~

Consonance is only outstanding as a form when it

brings order to dissonance.
7

Description

'

Difficulty is ecxperienced in the forum as the

centurion answers the jeers of the citizens.

Citizens: "We want freedom in our city."” o ,
"Taxes are too high." .
Centurion: "The Emperor has'already‘closed your arenas
because of?your defiance:. "You will have

to compromise."
Shouts and jeers from the crowd.

Centurion: "Send six of Your citizens to represent you
(shouts) in Rome." ' B ‘

Romans leave the room again and once more the.
voices roar. Out tumble the citizens and an appeal is

made to the leader: ’ : N
. «

Centurion: fSend.onf§ six to give your petition to the
Emperor." :

Qut in %hevh%ll there 1is no'nqise, no pretencé.
The Rémans wait to escort the colonials to their Emperor.
They order thomselvesiintd a cereﬁohialbshape. Akché;iot
whisks off to prepare tﬂe way . >Find£ng the door locked,
ﬁhe chafioteer returns ﬁo thé centurioh: "The keys
(ﬁéuse) Madam." (Mgaam did have:thevkey‘this time.) The
way-is made clear. Pompeians maréh with the Romans and a
ceremonial entrance 1i1s made throqqh thé samé classroom

doorway which is now the yateway to Rome. ‘Inside is a

[y
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moving scene. “-There is complete silence. Caesar has
turned to greet the audience. The other citizens of
- Pompeii have moved back into’the shadows. They are still

figures in the play; watching yet not audience!’
s

Qbﬁe:xgtjon-

Fmotion and its cxprossion is the apex of the
event; It is the visible = gn that #he other steps have
succeeded and thag something siqnifjéant is;happeﬁing.

- There is. now a depth to the structure. The event can be

.
called a learning experience. Let the sound prove the

value of the experience. Tt is truly rewarding, though we

remember the .words of Heathcote: '

It is not always comfortable for the
teacher fo. the expression of the class
sometimes threatens hér.  (1975:96)

3 .

-
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GUIDE to resblVe

|
the problem.

"cast off."
(11971:59)

To

ATM

‘A HEATHCOTE PRINCTPLE

Go forward to a believable
. outcome. (1975:104)

The total end possible at
_this present time. (1971:59)
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Elaboration of the Prir :iple

" As necessary’as the strategy that invlted the‘
chlldren to the initial reaction and commitment-is the
one that hrings'the miscellany to order and guides a
satisfaotory conclusion. One strategy invites-the pre-
tenoe and thehother guides the roturn to reality.
| Heathcote's definition of‘drama:

Taking a moment -in time it uses the
experiences of the participants, f0rc1ng
them to confront their own actions and

decisions and to go forward to a bellevable
outcome in which they can gain satisfaction.

(l975 104) -

In the example we are observ1ng the chlldren have
been. brought forward but a strategy is to be employed to
guide a conclu51on.

Heathcote uses the'term “casting of f" (1971:59)
for this‘stage in the.drama.. The‘aim now is to distil or
capture the esperience and-bring it back‘to'be;reviewed.

To brlng Tabout the de51rEd reactlon ‘the 1nter—‘_

ference of the teacher 1S0oruc1al. Heathcote has commented .

that childrenlwillﬁ"use their own instinctive aggressive
behaviour"t(l975 101) - Teacher 1nterference can be used
and’ the use . of the elements whlch Heathcote llStS as:
"darkness and'llght,_stlllness and movement, sound‘and
silence" (19755101—103)} are extremely effedti&e. This

seventh step 1ncorporates the use of. these elements to

bcontrol the emotlonal scene woe 1eft last stage.
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Description

The lights on Caesar draw our attention as we
enter the room. The stillness is felt. We are conscious
\of the silence. Caesar hag turned to look at us and we

| v

are 1in the presence of the Imperial person!

"

Suddcnlf the Pompeian representatives breaﬁ out of
the ranks ahd sweep pésththe éoidiers.l The silence is - i
broken by shouts andf;issatisfied complaints. Petitions
QaVe and notes are thrust up to Caesar. Caesar stands;
the guards shout and push; the Pompéiahs jostle. They
pull the Imﬁerial robes. |
vwhat will Caesar say? What‘will He do?l Will they
pull him down? The guards defend him and shouf to gaiﬁ
cgntréi.“They‘are‘very angry. Caesar 1is worried. The
citizens in the shaéows remain still. Are they in the

event or watching the event? .

~ The full lights switch on.and the brightness of

‘the white light breaks the mood. There is a moment of time
‘when the whole scene is a portrait: still; light; silent.
Observation

>
)

We have in the last thirty‘minutes, 1ived in another
place and another time. We have experienced an "involve-
ment of some kind" (1971:57). We have felt the "inner

démands" of a play and attempted to make decisions from the

-

|



role of another person. V= have been\forced to, distantiate.

B . : i
- Some have felt and expr-: -se? the fecelings of a conquegéé

city; the terror of mob . “storia; the responsibility of

_ M A_“ 0\‘
protecting a leader and a;pcasing a crowd. - T@éﬂteacher .

LA .

has felt the power of the group. She has faépd it and

‘compromise was possible. No one was watchingj One bhoy

crceps out of the cardboard folds of the corridor entrance:
% .A .':'f;

»

-, "I was the keeper of thHe gate,” he said qu

e

(He had in the past .been the Kéeper of the missing débr‘“
P i ' '

handles.)

An Alternative Strategy to
Resgive the Drama

Another strategy, planned but not facilitated in
this drama 1is 'SURPRISE' used as a'concluding focus.
The year 79 A.D. was the year. the volcano Vesuvious

/

erupted'ani/éoveredthe city of Pompeii. A messenger

7

announcing ﬁﬁe newsg of the efupting mounﬁgin would have
been‘an extremely éowefful strateqgy.

” Interventions of this kind bring é s;dden focué to
the possibilities;thgt thé expression of.the”players has
‘produced. A perépective is given to the whoie‘event. This

intervention would provide  a platform from which to.view -

what happened in the final reflective step of the drama.

Lo

: ':'v’f—";...“ g e
ﬁﬁt%y;ug :

I3



An unknown variable
quantity.

ARN to spin: in future
weaving.

7
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Reflecting on
the results of
our view of the
event. (1975:96)

AIM

A HEATHCOTE PRINCIPLE

%

True drama for dlscovery is
_not about ends; it is about
journeys amd not knowing how

““the journeys may end.

(1975 103)
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Elabdration of the¢ Principle

The last step 1s always ”ref]eCtjnq on the results

of the event"| (1975:96). It is the teacher's right to

insist on this opportunity to reflect. Heathcote realizes
that "good theatre can,coﬁe out of this process" we have
discussed but;her first aim is to have "good people eome
out of it" (1975:96). She therefore states that helping
children to "think, talk} relate to each other" in short

"to communicate” is what she is engaged in "in the teaching

\

business” (1975:96). /
J
The rev10w1nq of most art forms is only a matter
#4? v ! '
of v1ew1ng bd& an drama 'the person' is the material and

the product and Heathcote reminds us thaf in drama, review

is a complex procese because ;t is "a memory of the event"
(1975:96) .

We have mentiened the}worde: "confrod%gtien of
_idééé“’<1971}54) throughout this interpretation and now
the time has come forvthat step in the.event. We step out
of role and confront ourselves. How do we feel about how
we acted ~made\decis/iohs and viewed others.in'the role of
that other self7' dow did the others make us feel? Are.
we ﬁappy WLth tgevresults° What wOuld we change? What
would be poss1ble SOlUthDS to thlS problem we were engaged
‘in solv1ng? |

The teacher also confronts her ideas. How does she

feel about her»relation with the students? ~ What has she
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- . a

T

gained from this involvement? What has she extracﬁed
from her observations' that will help her direct that student,

this group? What strategies m§y be selected for future

journeys? .

Description

There is a moment of frecze and then an awkward
silence. The teapher's action of removing the ‘toga brings
a4 nolisy return to the reality of the classroom.

. . .
. "We thought you'd qué{ﬁ?d."

"Why didn't you tell Us so we could be prepared?

~ "That-was great. .Can'we'do it again?" .
are some of the comments that are audib;e. Some are
negative. The journey was too fast.

We discuss the advantages of being prepared and an-
équdﬁ number believé that the surprise element iS advan-
tangeous.‘ Diséﬁssion quickly leaves the present and
returns_tovﬁomé and Poméeii.

"Who was the Emperér‘in 7§ A.D.?"

"Why did we call him'Caesar?".

"Wasn't there a voicanic eruption in.Pompeii?"

. "were yéu frightenQd Terry?"

Terry admitted hefwaé,worfied;' .

““$me-buzzer goes and the students run to gather their
. :

belongings for the next class.

N

™y
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Observation

As this event was built in a dgamé_room, during a
drama period by the drama teacher there was no oppgrtunity
to.pursue the facts we'd expericnced. Therp was an attempt-
to collect all relevant matéria]s in the library but.
because therec was no'purposo,vjntCrQst in the 79 A.D.
'hisfory dwindled. This is th¢ fatce of many_sensory‘inputs
in a séparate—subject, Separato~teacher'quah;gatibn;

| The purpoée'of the drama .in ﬁhis case QésTto;
force a situationdﬁhere the whole class-éoﬁl@igorgpetafé‘ﬁ

with one focus and where the rctigent‘student'Wohldegfaé

W
!

s

involved and as important as the.éxtrovert. -
The co-operation and tone of this qroup.of'stddents '
was transformed from the moment of commitment in ﬁhis, .o

~

event. Another cvent of this kind wasﬁ't’planne@&but,the.

futurefé§R§riences tended to inQoivo ﬁhé whole qlass. 'Ohé -2
drama pi, ﬁﬂed by a qfoup'of students was altered to_ianIVé- 
the whole class as an Easter Sufprjsg on the‘same'pat£éph: '
of the Pompeian event. |

Dfama_lesébns.with this qroup,were a joy-from this
day because everyone was involved and willing to move
forward. We didn't come to an end in our jdurney; \
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| “3_’ TAGE SURPRISE to gain the attention c{ the children.

Q.

. | &
N A
|

O EMﬁT the focused attention forward.

OLE-TAKE to demand reaction.

A \

);ENH \GREE TO COMMIT to build a working
e ' " relationship.

 ———

szi \ , \J

ENSION to intensify the experience. -’

o | .

,_HCL{J MOTION is the heart of it.
Let. the sound prove the value
of the experience.

UIDE TO RESOLVE the problem:

\ .
''ARN TO SPIN IN FUTURE
EXPERIENCE.
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Concluding Remarks

‘Strategies' are defined in the dictionary as
'dev1ces for instigating. A 'strateqy'~is somethxng we
employ: The art of planning and dlrectlnq

-

It is «f interest to compare the definition of

the word 'Tactics.' This word is defined as opposite to

. 2 : ~.‘. . v )
that meaning in the 'strategy' definition. A 'tactic' 1is
something. used to 'deploy': the art of deploying or

maneuvering; a device for %iizi;q an end. .
: In considerinq these~te ﬁg we can come to -a-closer

understanding of the meaning of ‘STRATEGY‘ as used $O
often by Heathcotc “and whlch forms the surface structure
of the model formed in this. study

Strategy is the device cmployed by a teacher to

instigate a beginuiuq——never about‘eqﬁs.‘ Strategles will
.direct journeys that are on—qoinq{ never arriuihg at-a pre-
determined destination but thrustﬁhq‘forward: onevjourney
iustigatiug another. | |

. The teachino strategy_is a.deliberately planned
t structure around which the chlldren ‘build. The”finished
product is shamed by the orqanlc flow of the persons
involved butithe frameworkvof the shape was prefplanned
and COnstructed‘by the teacherAwho envisionedvfuture
deVelopment." g

Thc structuro we prcpare 13 a 11felcss one. We

allow the pcrson of the child be the worklng materlal which



64

crcates shape just as in any art form, material is the
feprgsentation of the life expressed.

:_To conclude this component with Heathcote's words:

g Structure the drama lessons rather thagp:

%*plan the children's contribution out of them '’

«dnd so spend precious time trying to keep to
(1971:61)
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THE ELEMENTS.OF LEARNING

A Proposal

. Dnrinq a role-taking, oecision;making event as

- proposed by Dorothy Hoathcote,ichildren are active Partici-
pants. There is a deliberate attempt to arrest the
attention'and an intention by the ﬁsé of contrivéd situa-
tions to move the particip. .ts through levels of conscious-

ness, closer and closer to ‘'knowing about.'

This educational drama. leads -and may force involve-

ment and reaction. Schmidt»(i973) emphasikses that a vital
component of any learning'situation is 'affect.’ No
matter what learning style is employed bf the student in f
moving from 'not understanding' to 'understariding' the-
-successful frqnsformation "has its beqinnings in organismic
'reacting to' and maintains its roots there" (108).
Morieau—Ponti (1953) further elaboréles thét the
child selects whatiis meaningfnl and 9seful ffom the
environment (51-53). 'fhevlearneg/Wiil synchronise thie
selected perception with hi§/o@n orqanismic'development,
- .

transforming what is,kn66n about himself, thc¢ world and

others to a new level of ‘'knowing.'

o

To structure a learning environment that invites,
lures and,entices the child to new levels of knowing is

' the task of the teacher.

I_am proposing that the teacher has a role to play

66
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that 1is central to the de51rablo transformatlon in a
learnlng situation and that moments of awareness can be
dynamlcally structured in educatlonal drama. What is belng
considered,ls_the structuring of an event which invites
arrested attention; lures the transformation which follows

this moment of arrested attention and then; entices the
on901ng affects, Wthh is the thrust toward "knowing -
about." Schmldt would say we are thlnklng of coqnltlon

as occurringvon ‘different levels of consclousness, and

that each level implies "more processing'of.the.initial
sensory 1nput (108) ’ Vygotsky would say the process, if
‘successful would fac1lltate a "qualltatlve change '""in' the
ontogenetlc development of the learher (1966 22).

In the following pages the ‘Elements of Learnlng

will be extracted.add.considered in an attempt*to.provide
the hidden depth of this first component 'Strateay’ |

(Fiqure 4) .

The Elements

The elements of learning are the.key components

which glve depth to the surface structmre and identify an

- event as a cognltlve process. Each 1evel 1ndlcates in

inerease in the level of consciousness; the movement from

reacting to" to "knowing about” (Schmidt,‘l973).
/ T :
Teacher commltment to and knowledge.of‘the elements

I3

~of 1earn1ngiwh1ch ex15t in the 51mplest day. to day 1nter-

actions'with students, can explore and expose these deep
v : b . )



-human interactionqy

~increased levely

structure .experiences and bring life to the shell like

structure of the classroom act1v1ty as a prlsm can

separate a ray of white llght 1nto seven colors.

- . i
o

‘The deep structure. The eight step plan in

'Strategy' is a surface structure  The surface sFructure

‘ shape represents progre551ve steps in the shaping of an

event. : ’ . s

The deep structure res1des in the potentlal of the

"plan to awaken the 'many- faceted' response of the student

in-a common situation with others. Each step of the B
surface structure is .an interaction of pupil-teacher
involvement and from its shape the deep structuyre is

. . Y
formed. The process of formation is then the force of

s

The fof eép structure represents
WJc iousness in the cognitive
process. .Each; "el impiies nore probessing of the
first level: the initial sensor?}nput.l

'; A 'spectrum suggeSEs.arraﬁqement by‘degree and so
the increased“levels of proceSsing in- this concept foﬁma—

tion are represented by the colours separated by the

refractlng surfaces of a prlsm in a beam of lléht The

analogy of the spectrum will be elaborated in the 'Process’

section.

lThis is suggested by Schmidt, 1973:108.
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This study searches for the elements of learning
in an atteﬁpt to identify depth, body, cognitive struc-
tures hiddern in the surface activity of a sfrategically

planned classroom cxperience.

.Eliﬁ’ With elements of learning directing the
actions of.the?teacher( vtrategies become agents of a
cognitive process. This sect;on will attempt to identify
an element ofnlearning for eaéh step of 'Strategy.'

'f&é elements are identified and defined through reference
té the works .of Schmidt, Penfield, MefleaufPohti, Hodgeson

and Schactel.

A\

o
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EVOKE

SYNCHRONISE

TRANSCEND MEDIATE

NURTURE ELABORATE

FIGURE 7. ELEMENTS: The Form or Body of the Plan

‘(The WHAT and the WHY. of the learnlng
experlence)

-
1
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EVOKE A MOMENTARY ARREST OF ATTENTION

"The initial
sensory
input" :
(Schmidt, .

1973:108)

N

f/

ELEMENT OF LEARNING

EY

"Cognition starts with what at first may be

only momentary arrests of attention by way

of sensory inputs that signal po8sible significance
to-the Organism." (Schmidt, 1973:109)

&y -

"The transcendental ‘silence of thée realm of

conhceptual thought." (Me;leaurpbnti;wl973:xxiii)
s 7 i ) ' . ’ “

72
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LURE THE, CONSCIOUS ATTENTION

the data

By
ELEMENT OF LEARNING o

F

"The mind Qn hold the data that have come to it
. { I't,'.," ) - "

[

during thiséfocusing of attention and while the
. . N N I N ) -

mechanism for the stream of'consciousﬁessjif.
.mdving»forward.“; (Penfield, 1975:71)

Y
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ENCOUNTLR THE CHILD

Teacher
and child
meet in
the present.

ELEMENT OF LEARNING

"The self and others gke conscious of one another in a

common situation.” (Merleéh—?onti, 1973:49)

"We need an art capable of recreating life, accurately
observed from the standp01nt of the present, and not o
from the standp01nt "of color and shape llke palntlng,

or sound llke music, but from the standp01nt of

‘co-existence of sensatiohs."' (llodgeson, 1971:23L
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MEDIATE THE CULTURE - | N
"The child renders
himself unreal in
he role."” -
{Merleau-Ponti,
1971:54)
ELEMENT OF. LEARNING
"The self andAothers'are cdnScious'of one .another 1in
a comﬁon>situation."- (Merleah—Popti, 1971:49)
> ;L—’“«- ) : i " .
o P I
. ; - i .‘;ﬁ'ﬁn,ﬂ; A
"N do ".31. "h: . {
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ELABORATE TO GAIN OBJECTIFICATION

_ -1‘52

,f o "Lang=
- - uage is \
the global

will to .

communicate"

(Merleau-Ponti,

1971:99)

Ko

. |
ELEMENT OF LEARNING

"Intentions are only known once they are realized.

Consciousness of self tcomes through expression."

(Merleau-Ponti, 1971:69) |

Rl
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NURTURE TO THE MOMENT OF ’ )
DYNAMIC MEETING . ( .
f
\ ) ‘;\
¢ Q
ﬂ'\ .
L4 o
,;;\>>U
dynamic
meeting. of}
thought
and word.
0
.\l |
. ' o . . ‘,_..‘0
1 /// ) [ﬁ‘-___)
/' ELEMENT OF LEARNING T
/ "At a certain moment the whole set of indications
., S which draw toward an undetermined goal, call up
. in the child a concentration aﬁd;a;reassimilation'
‘of meaning." ' (Merleau-Ponti, 1971:29) o
' ST . C T v . B
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TRANSCEND THE PRESENT

i

"Teach children to
know themselves.)
(Jacques .
elacroze,
1919:1ix)

/

S e -
.. v .
e C

" ELEMENT. OF LEARNING - L

"1 K 's an act‘Of tréﬁscending;ﬂiNQtyjust a

~cor ta.nexr for thought but an instrument for -

con, . ... of seif'byvcpntaCt-with others."”

(Merleau-Ponti, 1971:63)
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R SYNCHRONISE THE EVENT IN A MOMENT ., = -
OF REFLECTION
/'

Activity -
‘Affect of
ongoing’
‘process.

' 'ELEMENT OF LEARNING .,
Montéssoiif "Joy replaces fétigue.f' (l9]1:5f

;f '_Schadhtel: - M. . . positive, joyfﬁl*expahsion of

R v ;:? L .~ relatedness to the new and'rapidly ,
' ‘ . v . ) .. R :' . o ' R \51;\‘.[4;.;\ :-".i . ) N
' L - enlarging -‘envirommgent." = (1959:79)




Cﬁjvoke a momentary arrest - of attentlon. :

j:ji:{]ure the conscious attentlon toward the

area of intent.

AN

_ i ]ncounter the child in a common-
: experlence w1th others.’

.‘U
edlate the culture whlle the
will 1s in action. » L e
[ . . \
ﬂ laborate to gain objectification.
Q . - ¢
/ ‘urture involvement toward ‘the

<+ " moment of the dynamic
[73‘ : q{]'meetlng of theought and word.

: ) .
] - N .
. X N - Y
. . ) ¢

ranscend the present and move’
. . . .. toward another level of
‘ - 'QECJ~C0nSClouSQESS»Of self.

A

: - >
s N ‘
. T >
. f:LJ§3 / ynchronlse the event in
: a: moment of reflectlon.
¥ - " b
. . \‘ u‘ o -_~
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"Man is a singular creature"”

{Bronowski)

'

Michelapgelo: The Creation of Adam
- "~ (Detail: The Finger of God)

\
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LEARNING fé/;vPROCESS

Virginia "spoke to us about our simple lives,

% ' handing back to us as.diamodds what we had given
' her as lumps of coal." (Nigel Nicholson, Portrait

»

of a Marriage, 1973:207)

”

The ProceSS Component

The process is what is necessary to put the-plan
into action. In the de51gn (Figure 2) the spokes

connectlng the perlpheral area w1th the centre represent

1the planned 1ntervent10ns of the te.cher.‘ the strateglc’
1nterventlon and the rec1procal rea tlon of thé child.‘
hThere 1s also an 1n1t1ated actlon of the child and{;
teacher pupll 1nterpretatlon implied. Thlsplntérrelation
is the organlc component bringing to‘i’fe the plan, ‘the
.materlal and the theories of learning as, words embody
thoughts{(Figure 8) . /
, It'is this com&eﬁsAtithat ﬁakes the teacher a

'

? \yltal component of currlculum dec151on—mak1ng whether the

~
o

teacher ' 1s aware of this. contrlbutlon or ob11v1ous of its
respon51b111ty ’ The person of the teacher fllters the
process llmltlng and extendlng the potentlal re51d1ng in |
fthe subject—matter and the plan of.actrpn:b»Hls effect1ve—5
ness as a teacher will be in proportlon to the under—’
standlng he has of how a child learns and hlS experlence
in dlrectlng the learning process. " In the enactlng'of-any

classroom event the teacher is onerof the.three forms in



guage winds

Graves

'"The‘webwof lan

us in."

t

Planned Intervehtion

FIGURE 8. .

A Three Step Component within the Teacher



S

the process of cultural development . The teaéher is the -
: i

v external form (Stage Two, Flgure 9, page 93), the soc1al

representatlve, the mlrror of reallty for the internal
'person of the Chlld (Stage One) The teacher's task is
&

‘to prepare a stage’ where the emergence of thfg internal .

ﬁorm;will,f" -relatlonshlp with people.' Vygotsky calls

.this actios unfoldlng of the hlgher mental processes
into the drama-which is tak1ng>placevamong people' ,(1966-

" 45) .

Because of this social law in the cultural develop-

ment’of'an organism there is no'teacher—proof curriculum.

o

Vygotsky s three- stage process of cultural develop—:

© ment is further elaborated in Figure 9 and ‘Table I.

Strategy is intervention. A stage for the per-

lvformance of~this drama of.cultural devélopment can be
'prepared byrthe teacher ' 'STRATEGY"was an interpretation
of Vygotsky' s three- stage process in cultural development
iwhere the teacher contrives a 51tuat10n which leads to the
flrst‘step ln_thls_probess:‘ pupll-lnltlated actlon. The
following stages in the process follow the natnral law'
where the teacher and other puplls 1nterpret the action
for the learner and the external form of . s developlng -
}awareness is recognlsed ‘and becomes ~an 1nternal fdrm
fnygotsky calls thls movement from external to 1nterna1’
o intra-mental to 1nter mental"‘(1966 43) and notes thatf
there is a reorganlzatlon 1qﬂthe;mental functlon of_the,

%

)

-~ .
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{PHE THREE STAGE PROCESS OF CPLTURAL DEVELOPMENT
e . . . '

Any functlon in the.child's cultural
. development appears or the stage twice,
‘ ‘on two planes, first on the social plane
L and then on the psychologlcal, erst
‘. _. . among people as an intramental category ,
' and then within the Chlld as an. lntermental
category. (44) : :

Thus we see what Vygotsky means when he says: "We become

L4

ourselves through otherse (43)

The Speech 3 ‘The Developing
Community: . Organism: '
~ People . The
: : . ' Child

'-FIGURE 9. 'Vygotsky s three main: forms of cultural

. development intetpreted as-a process where'
. the child moves toward - complete absorptlon
" into the speech communlty :

-

VR Ty |
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0 (1973:108) .

‘T;Ji‘ Because of thlS ne

-~ . ”

There is an essentlal elem t dn’ thls flrst step of

"the process. Vygotsky spec1f1es that thls pupll-lnitiated\

act must mean somethlng to him: "In the beglnnlng the

k4

IWOrd must*have meaninqy i.e. a relation to a thlng"’(l‘66~

Al

44) ThlS connectlon of. meanlng 1s 1mp11ed 1n the - fact h
-that the first step lS pupll lnltlated. The learner-ls‘
’ attracted to the new object.s The potentlal of know1ng
J‘cex1sts for him at the moment of the flr t awareness,_he

: v
1n1t1ates a feactlon to thls awareness, hlS act&on and/or

- a

expre551on 1s 1nterpreted by. the others in the event he;'

s
o

is presented w1th thls 1nterpretatlon or’ many-faceted'.»
| :
'_responsen he recognlses hls lnltlal act and 1n the process
of ther’ movement from 1nternal to external (the flrst act)
'and the movement from external to 1nternal (the second

J_mental act), the learner comes closer to "know1ng about"'

‘his" 1n1taal awareness (Schmldt, 1973 108) . It has become

1\"def1hed for hlmu What ex15ted for others now ex;sts for

_ hlm. Vygotsky 1mp11es all of thlS process when he says.‘

>’_"We become ourselves through others (43)- 'Schmldt e

R

‘Ip,lmplles all of. thlS process when he says~, "The thrust

e toward 'know1ng about"' .. has its: beglnnlngs in -

.organlsmlc reactlng to and mar_talns 1ts roots there

.

2 Loy

' for - others,ﬁ Vygotsky calls
all that 1s cultural,;"social" and all that 1s "soc1a1"

O o ‘ -,' ! 5 L

K
-
. . /

?954Q

L N . R S " JE -
_&learner durlng the movement. S _ -
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. scultural. In“thé}Curriculum View of this study the

|

resource of‘the teacher, i.e., all tHat is knownlas
'subject matter is represented by the label: ThevSocio; .
Culture tFigure 2). Th;s label represents 'knowled;e"in
the social orientatlonhprpsented.bynygotsky in his
“Genesis of Mental Eunctions.P . - |
Emile's.education‘Was planned intervention. Helen

Keller s educatlon was planned 1nterventlon. ‘To read of
the accounts of theselpuplls is to observe the effects of
teacher 1nterventlon and the resultlng 1nner awakenlng of
the .learner. The teachers used strategles and draw1ng

upon thelr knog&edge of learnrng theory placed themselves
and the chlld in. a context of human 1nterrelat10n with the
de51red object of culture,.to force the 1n1t1al stage in
_the cultural- development process. Pupll-lnltlated actlon: .
Once this flrst step was taken the teachers dlrected the
next, observ1ng the flow of development. Rousseau recounts
how he- was pleasged *with the results of hls’"strategem

(l9ll 106) I knew my strategem had taken effect."

Helen Keller S teacher must have been pleased with the .
energy and enthu51asm for learnlng that followed the event
at the well. Helen s teacher prov1ded in Schmldt‘s ferms

an "initial Sensory lnput"%(l973=108)- The water 7owed

over Helen s hand and invited all the previously “rastrating -

¢
experlences of now know1ng to a dynamlc mount of awareness.

Helen”recalls:

O

L o

B N e TR

SR CIRUE LS ALY
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process. What we are;speakiﬁg of is the will

- 97

As the cool stream gushed over one hand she -
spelled into the other the word water, first
slewly, theh rapidly. I stood still, my whole
~attention fixed upon the motions of her fingers.
Suddenly I felt a misty consciousness as of
something forgotten—a thrill of returning
thought; and somehow the mystery of language
was revealed to me . . . I left the house eager
to learn. Everything had ‘a name, and each
name gave birth to a new thought. (1902:34)

We recall Vféo?sky'sléau;ion: "In the beginning
a word must havé_meaning4—a relation to a thing" (1966:44).
"ﬁelatioﬁ"'is the ke - ﬁerm heré. B

In 'stratcgy' the teacher_is working toward
building 'a relation'vbét&eentgﬁesgtuden£,ahd fhe objéct (\
chosen for‘his culturai dévelopment. The teacjer builds

a context in which this moment of awareness wil force a

will to act. This act will be the first (in the \thregf

will to speak, the will to be invdlved in thg uniquely

human process‘of,cultural development.

The driving force of language 'is the will to

communicate . . . tha’ which moves the whole
historical developme . is the common situation
of men, their will -5 -oexist and to recognise
ene another. (Merl au-Ponti, 1973:101-102)

STRATEGY prepaned the.anena'ﬁoﬁ the'initiated

action, internpneted aciion and synthesised action which

‘make up an act of Leanrning.

B U . *
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Structure is controlled direction. This study is

based on a phllosophy which regards the child. as hav1ng a

pc' ~tial for cultural Gevelopment ThlS does not assume

- that theslnformatlon re51des w1th1n the organlsm. The
fa01llty to” learn re51des within the organlsm.v'The_
globa} will to communlcate" (Merleau Ponti, 1973: 99)
re51des within the organism. Merleau—Ponti'further
specifies:

1

that which moves the whole hlstorlcal
development is the common situation of.
‘men, their will to co-exist and to
recognize on . another. (102)

There are two 51gn1f1cant elements suggested by
this phllosophy of learnlng
(1) The organism needs a significant other: A
person, through whom his cultural ‘development
will be processed. : .
(ii) A structured environment contalnlng the germ
of the new cultural, form will set the
organism toward-a process where natural laws
of neuronal activity will achieve the total
end poss1ble for the organlsm, at this tlme.
; ' As noted above, the environment of learnlng must
contain. a seed of 1ntellect <abreadth of dlfflculty.
w1th1n a structure whlch limits, defines, and directs.
A structured environment 1s ‘the 1earn1ng env1ronment
assumed in this study. The_51gn1f1cant other is the
teacher. The combination. of structured env1ronment and
teacher prov1des a soc1o cultural matrix.
" Y

When Montessor1 prepared a learnlng env1ronment

for the mathematlcal concept she had chosen to direct,

98
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. each new level of difficulty was processed as an: 1ncreased

,level of conscrousness of the 1n1t1al root

In thls way the cultural stream of development is

'not a meander, as future reflectlon of it may be. The

cultural development or socro~cultural'-, i, e., seen

~in terms of human 1nteractlon, is regarded in thlS study

\

as a broad stream rushlng, forc1ng, thrustlng as any early

'development not yet controlled by its own structure.

It is searchlng for dlrectlon, wastlng for structure.

‘The material for learnlng can be strateglcally Placed in

the path of -~ thlS younq stream, contalnlng it while it
rushes onward in 1ts qntogenetlc Journey

' The teacher chooses a dlrectlon using strategles -

<and his knowledge of the’ elements of learnlng. He sets

the will of the student 1n the chosen dlrectlon (Flgure 10).
The pfan in acf&on the neason and dinectiop of

the stneam, (s dL£&607afefj mand pulated but the"co/née {5

/
/

/

deﬁ&ght{u((] free. . - v A

- / ,
Theé secret of learnlno is ‘conscious‘attention.'

The organism absorbs, commlts and experiences the 1nterpre—

tation of an event. In’ Penfleld s words, the "dlencephalon"'

‘is engaged and while conscious attention" is-operating a,

"memory engram" is recorded-and'stored (Penfield, 1975:



"%iWhen hoting the 'joy' inilearning and enorﬁous progress

. : . o

‘5,661105).: Activity-affect reaches forward. The develop- -

ing oréanism is forced to distantiate nd view himself in

\

a world of others.

Leannéna: a memong‘enqnam. hdA béen“eétabﬂibhgd in

the netn&euaz Ayétem 05 the brain.
In an address to a Cambrldge audience in 1935

'Mohtessorlxdlscussed_her schools; where:

Culture is actively achired by the chilcren
’ : themselves by means of apparatus SClentlfl’a]1y
prepared (1971:5)

Montessorl makes severa. observations -that still apply.
madey?y\chlldren learnlng the math concepts w1th the

structured materlals shre touches on the 31gn1f1cance of
‘plac1nq‘the- personallty of the child" in the centre of

o o S
the schoo%\experlence SR e . -t

This could be 1nterpreted as alIOW1ng the Chlld to

!

progress as he pleased . She makes eTEar however that the
_ quallty in the Chlld referred to by ' perSOnallty lS mlnd

'"His mind sets up defences" (1971:6). "The-chlld s-mlnd

is depressed instead of aided by schb§a."

' Montessori claifed that once she understood this
o N ' ‘ .

truth she studied ways "of putting children's minds in

contact with superlor ideas" (6). ' -

In mlnd s light and in keeplng w1th the focus of

- this 'study we read again the claim of Montessorl

N

We have to put the personality of ‘the Chlld
~in the place of honour which it ought "to have .
‘1n the school. (7)

~
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The Plan'(j),

The
Knowledge of

Teacher's

knowledqe
aof the
cultiure

The'
knowledge
. of things

“ The Child

The learning ‘ )
possibilities in a N
teacher—chlld relatlonshlp

FIGURE 10. THE CURRICULUM IN ACTION , :
_An interpretation of Figures l , 3.
The elaboration of this model 4 s that the Chlld
‘acquires culture as a result of ‘the stréategic
intervention of a teacher who: prepares a: ~
structured environment. -

-
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In the llght of present day sc1ent1f1c observation we

llsten to Penf1e1d~ - \

A 'man's mind one mlght say, 1s the person.

He walks arouind the world,\ depending always

upon his private computer, \which he programs

contlnuously to suit his ever changing

purposes and interests. (1975 61)

If nature has prov1ded the Chlld with a computer
(-

whlch stores those SklllS and memorqes to:which it has
“consc1ously attended” - (Penfleld 1975:61) . 'If nature
has given‘the childv"irresistible psychic impulses" ¥ _

(Montessorl, 1971 5) Wthh propel hlm toward the acqulsl—
' +

vkilon of those behav1ours which 1nterest and suit hls needs,

eachers must locate tHis energy and set it toward those
pursu;ts that thlS soc1ety deem to be worthy, dlfflcult,
‘superlor and the ba51c truths of known phenomena.
It would seem propltlous to spend time in teacher—
'tralnlng and teacher conferences explorlng ways in whlch

this 'mind energy' the person of the chlld can be cap-

‘tured.

-

The ph&foaophy oﬁ this study 45 Aumma&&bad 4in
Roubéaau 5 obAenuat&on that teachené ‘would be wike. to
captune the chifd's witk and aflow the ch&Ed to ﬁeeﬂ ﬁnee

(1911)

"Man is.a soc1al anlmal Social‘behaviour does not

deve&op naturally but requlres tralnlng
\. . .
a The socially acceptable behav1our whlch can become
self—maStered must. first’ be_seenvand acted out in a

Tt
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relationship wit:\people.i The teacher has the perfect

opportunity and a\great responsibility to‘allow the stu-

dents to play at roles in society.

This study has no sympathy for 'playing around' or
providing a playqround for chaotic wilfully destructive or

1rrespon51b%§ behav1our It is.based on a firmly structured

controlled 51tuatlon It provides the students with a

shape 1nto whlch their energies can leap and speak to form

somethlng of value to themselves, or to dse Vygotsky's

]
words To become themselves through others. Merleau Ponti

adds to this Vygotskian view: "We see'ourselves through
the intermediary of othersﬂf(l973-46) ~Merleau-Ponti -
brlngs a clear focus to the role’of the teacher when he

adds-

The adult becomes the most imposing element
" in the world, the measure of all things. He:

represents for children their. most essential
'self (moi). (1973 35)- ¢

Thls study assumes -that the “eacheré@lllwselect
from the vast resource of.our known world'materialdo%
worth and depth, that invltes attention and.can ensure’an
extension of that attention. |

\

The study‘also”asSumes that the teacher can -

,interrupt the event and can take leaderShip at any moment

when deviance or lack of commitment‘is withholding the full

power resident in the unfolding of the -event.

There is space for creative expression and there is.

a strong expectation of student'commitment'to the



involvement necessary for such

The difference between

Lo

situation and one that is open‘

stud

teacher and students.

Pl

expression.
the permissive liberal

to development is in the

struziure and ‘the demand that structure places on the

L3

Shape and direction oveicome the tendéncies to

deviate and eliminate the confUS1on that results in a

powerful use. of energy.

"Self—mastery"l

,clasb of students"d01ng their own thlng and 'finding,

:thelr own way.' A umited effort is an economical and .

replaces permissive behaviour.

"Activity—affect,"2 or the will to -act, mékes

freedom subservient.

<]

ey LT AR

104

@

\ : ) : _
t. The expectation becomes an understanding between

anoéeis. Teachers' skill and energy are required

to'geih the attention and_direct that attention. To -

reiterate, the atmosphere is not 'freedom-oriented.' T

-

dlsc1pllne i1s in the materlal

.The task leads the

1nvest1gatlng mind in a prescrlbed direction. The task

takes hold of the energy of the inner self: "the will.

The 'I' explores and reaches beyehd what the 'me'’ theug

'I' was capable of aehieVing.

1vygotsky (1966:85) .

. ) : e '
2Schachtcl "Act1v1ty affccts a directed, su

.. tained, act1v1ty sustalnlnq tension™ (1959:26) .

g

he

{
ht

S-
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Two Streams of Mental ﬁevelopment

]

It is necessary to dlstlngulsh two essentlally
different lines in the child's mental S
deVelopment (Vygotsky, 1966:16)

As ‘the component \in this study called PROCESS is
encompassed by Vygotsky s two planes of development the51s,

a brief resume of that thes1s follows

The thesis rises .from the statement that thé hlgher
forms of’ behav1our depend upon two groups of phenomena |
"two inseparably connected"at never confluent streamsmof
developmentf Vygotsky draws our attentlon to this fact .
ltomexplain the complex_dialectical process of a child's
development which is set out below in a‘table of~character—'
iStics.‘v R ’ jv : — |
' ~~——

A\

THE CULTURAL HISTORICAL

A. THE ORGANIC BIOLOGICAL B.
: STREAM OF DEVELOP&FNT

STREAM OF DEVELO?MENT S
~Evolutionary‘development' ,Revolutlonary development
, h .

~Progression is gradual Progre551on is sudden"_"

Change is a development ‘Change is " sudden, o

by means of slow
accumulatlon

An unfolding embryonlcalv

'development

‘The hlstory of animal
to man

'Genetic/

biological
character »

revolutlonary and leap—

like"

“ character

The development of the

personality

- The history of primitive
.to cultural man

Environmental, social

Slan réﬁggznces to Vygotsky in this sectlon are

taken from ngher Mental Functlons (1966: 15-37).

'Y




P

Reacts to given stimuli Reacts to created stimuli
y (inborn reactions) ' ' '
NATURE: Lower mental : THOUGHT: , Higher mental
functions: - \ R fyunctions:
mechanical memory’ "logical memory
‘involuntary attention . voluntary attention
v impulsive volition ' . - previsional volition
creative imagination reproductive imagination
imaginative .thinking conteptual, verbal '

. - : _ ‘ thinking
, ) | | |
The meeting of these two planes of development is

descrlbedaoy Vygotsky as a "clash" of the prlmltlve form

of one's own behav1our meetlng the developed éultural forms

of oehaviour. ?his clashamay'result 1n,the sudden leap—

T, . : i ’ ﬂ»a.

106

-" like change"'ﬁhich is a developmental pOint,ip‘the movementh'

» . . )

. toward hlgher mental synthe51s. "Vygotsky uses the term

(“dlalectlcal leap“'to descrlbe the process of cultural

\
development. . The resulting development is a "qualitative

change in behaviour." 'rivF%'m__ - '
;uf*(", Teachers are engéged-in‘the‘business of structuring

- an intellectually stimdlating andlculturally)challenging

: env1ronment Whlch 1nv1tes the meetlng of these two forms
* of behaviour. Vygotsky in hlS 1966 publlcatlon refers to

~ _the "strenuous mental.actlvltyf requlrement in a child's

ooncept development. Séhool?instruction is a powerfuluu
T . : . . .. .“, - « v‘

" force and determines the fate of the child's mental

)
v

i development-(ﬁS)

. @
o, LIt is toward.the nature’ of thlS school 1nstruct10n
S that this study reaches.

”

Y In summary, mental development is not. embryonlcally
- , , v B { ‘
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"Leonz: do da Vinci in Bronowski, 1973: 414. The Brain and the
Baby: This study chooses to use this sketch in an attempt to
capture.the dialectical process in ontogenetic .development.
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.evolved but the. result of a meetlng of a Chlld S own form

of behav1our w1th an antagonistic form- a new developed
cultural form and the leapllke change that may'follow i
such an encounter“ The resultlng qualltatlve change w1ll

be ‘in- the natur‘ of revolutlonary 1n51ght and- a new plane

.of vision, and thought. ‘The change will be'accomplished

by the learner through self- mastery and as a fact of w1ll,

wThe progre551on of development 1s an ontogenetlc Journey
whlch takes place in a ‘socio- cultural env1ronment and

”'could be seen as ‘a contlnuum of dlstantlatlon where each
step 1nvolves the medlatlon of culture, and each step

~ J
, Lllumlnates-the person'ln;relatlon to his world.

-The. process lnvolves _two streams of mental

Idevelopment : Leonardo s sketch reproduced on page 107 of

this study captures the dlalectlcal process in man ]
developmenL. the complexvcomblnatlon of 'hlstory‘ and
'its product'- 'braln and ‘baby.' As well as brlnglng
';the educator s attentlon to the: complex1ty of the teachlng
task these thoughts suggest the wider hlstorlcal per- .
spectlve of: "the present, llVlng th7 past.
7 The brain represents the evoﬂutionary producthof
centurieS'u Bronowskl compares a mllllon year old skull’
whlch would p0551b1y contaln a human braln of one pound
welght W1th present day man's. braln welghlng three pounds

(Bronowskl, 1973 415) The welght 1ncrease is explalned

1n the 1ncreased structures whlch man- has added to cope

108



)‘Shlp w1th hlS env1ronnent.

{fbraln to 1nterpret the present and to shape the:. future.

109

’

with the compleXlties he'has.eStabliShed in}hiSVrelation—‘jx U s

.:'_
I3

The baby represents the future man who W1ll actgh

..

'upon hls env1ronment and c0ntr1bute to developlng braln_ S

'structure 1n the evolutlonary process.. He w1ll use hls

To recapture the strands we have con51dered in

‘man's cultural development, we are con51der1ng

ol
o

HISTORY : ~ THE EVOLUTIONARY STREAMz ' THE BRAIN.

~ _ , B Lt
R PRODUCT' ' THE SOCIAL STREAM THE BABY..
. g . \ T
'_The complex1ty of the task of a teacher is compounded 1n'”:l2{'v*.ﬁ
thls dlalectlcal process of man's development..-"Man*as o e

’

a S1ngular creature, whose 1ntellectual development ls on
two planes. - - . ‘ ' N

| Learning or lQualitatlve change'-in thefbntogenetlcﬁ
deve10pment ex1sts- comes.to life;.ln the moment of

‘clash' that constltutes the meeting of these two forces-
the brain's evolutlonary developmental forms meetlng the o "_

e

social-present. . The teacher s ‘role provldes a cultural‘

' form\in a. s001al environment. The~teacher plans and

structures the meetlng of culture and attention. s e

uﬂin/Penfleld S terms a memory engram 1s=recorded

as a result of the stlmulus of thlS clash ThlS learnlng ) o

. is estabklshed throuqh the fac1llty of consc1ous.attenr

'tlon. ) Penfleld suggests that in the power of this

’consc1ous attentlon to. 1nh1b1t or present data, is the



1

To view the complex process’ in an integrative frame

v

engg,is to see movement exninding and reducing as
a/range finder on a camera: focus w 3de, focus tight.
his is a continual interaction: .an ever spiralling move-

ment whose convolutions become incrcasingly more compre-

&

hensive.
}

In summary:

What is first 'external' becomes 'internal.'

2

- What is 'evolution' becomes 'involution.'
What is 'history' becomes 'its prdduct."

The abstraction ~f such a process 1is best captured

J
Not in vain the future beacons’
Forward forward let us range

‘Let the great world spin forever
.Down the ringing grooves of change.

by:the poet.

(Ténnyson, "Locksley Hall")

Learning. In an event, the.input~of the meeting

is received in the sensory area of the brain and the

o

energy mechanisms of tﬁe'brain are alerted. his enerqgy

area is located in the diencephalon: the higheyr brain

‘ lPenfie'ld observes thig'in "The Record of Experi-
ence" chapter of Mystery of the Mind, :

1
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 the conscious attentioﬁ of the mind but the mind energy

‘process of recording. - o ' C e

|

¢
F
*

;
:
A
.

located in the higher brain stem which to an educator must Q
be vitally significant and can best be consgdered as the
"conscious attention" must be operating if the experiencé

is to .be: (1) passed on through neuronal channels to the

\

“interpretive cortex-having by synaptic function a

dulecatlng partner 1n the speech cortex and most 1mpor- %

tant to learning, (2) reqorded in the frontal 10bes,“the ‘ g
uncommited cortex' of the human braln where the‘hlppo— ‘
campuaniilmséan and sélect the récorded‘enéram»of memory
in future recall and concépt building exberienceS"(Penfield)‘
1975D. |

/ Any deciéion—making-commitﬁentsbor interpretive

>

\ ‘ . S ) L
use of past experience must engage the conscious attention.

.and hold the conscious attention thtoughoUEythe process of

recall, and memory building must also engage the conscious
attention -and hold the conscious attention throughout the
. . “ . L3

~ Penfield notes that an automaton is 'mindless.
This state does not inhibit the brain éhergy’function., o

Automaton action was observed in epileptic patients to

be'quite-complexlénd difficult'tasks were accomplished by

them. However, there was no access to decision making and

no ensueing record of consciousness. The'automq@on,

, Penfiélé,notesy‘isvalso without a sense bf'humogr. A

signifidant observation of Penfield's ik that the automaton
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state was neveréfnduced through the “sensory or motor areas.

This would indicate that the'mind would attend those

4

behaviours stimulated by sensory motor function of the
brain. Penfield remarks that thisvfunction has been
largely overlooked Educators would be wise to pursue

the 1nvest1gat10n of mind attentlon and its relatlon to

. A
the areas of the cerebral cortex,l , 5u\§

a

Wr.n have we got it? : ¢
How do we'hold it?
The 1nvest1gatlon of conscious attention must be
considered as a V1tal area in teacher educatlon Observat

_tion of baby activity must have some input for teachers.

Observe arrested attention—observe exploratory play—the

developlng Speech patterns——the related experlences.

N .

Teachers must need this understanding. It is the*fOundatlon

upon which we build. The structures must flt the foundation

-

and ‘become part of lt. Structures which are’simply stacked

upon a foundatlon hamper further development Erroreous
¢ .

structures have to be removed before the foundatlon can
support further bulldlng. .
N

If teachers are to a551st in the socio- bulldlng of
mental structures whlch have thelr foundatlon in tbe

evolutlonary stream of development “then they must know-

somethlng of the hlstory of thls,evolutlonary deveIOpment

. lPenfield, Mystery of the Mind, Chapter 10 "An
Automatic Sensory-Motor Mecchanism," 1975.

PP £ VI O]



B ‘ . o .
(Figures 1 and 12). What was man? What_gis he become?

What is - becoming? N
Theée ane key Lbbueb in teachen ¢ducation because
they are concenned with MAN the nature of whom
teachens peag upon | |

- When con51der1ng the teacher in such a leadlng

role one is reminded of Shakespeare s message:' s

N 1 ‘ .
He who plays the king is welcome.l

Teachers know that there are many times whenv'He who plays

the. teacher is Welcome.' 'Nevertheless, a teacher“whov
. understands the power of conscious attention, the learning
'process and the place learnlng plays in man's evolutlon,

is not daunted by the roles a teachlng career w111 demand

3

s

-lA them throUghodt ShaKeSpeare's history plays..

\
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Man is a'singulé}
creature"
ronowski, 1973:19)

"The real object of
our study is man and
~ _his environment."
(Rousseau, 1911:9)

"thle a monument
. of his race, and
in a manner a key |
to its_history, the
child 1is aEso its

product."
(Sully, 1895:9)

"Nature has given the
child this plasticity
.of brain which fits
‘him to receive every
kind of impression.”
(Rousseau, 1911:76)

"It is necessary to
distinguish two,
_essentially different
lines in the child's
mental development."
(Vygotsky, 1966:16)

"The brain and the
‘baby is exactly where
the plasticity of

(Bronowski, 1973:415)

"Life consists in . .| ,
, action." . : a . :
\ (Aristotle, translated
by Butcher, 1951:343) -

-

FIGURE 11. AN INTEGRATION OF CULTURAL-DEVELOPMENT

CONSIDERATIONS
£

human behaviour begins."

114
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B . . - K
It is here that decisions - It is Kére that science
are made on "Where we want can tell us the best way

to go."

: HOW
: , .
The Plap of
" Action-

-

Teacher's
plan of
action,

Teacher *

k. get there.

" WHY '

‘The Social

Aspect of
Learning

of how chil-
drenﬁlearn.

represents -
Y culture.
.
WHAT , WHO
The Cultural ~The Child
Aspect of
Learning
. ~—. \ ]
Interaction =1 This area is the surface and deep

FIGURE ‘12. LEARNING

structure plan of action. The teacher's
strategy of action is supported by the
knowledge not .only of where he wants
to.-go but that this is the best way - to

get there.



Stage . I is the child's initial.awareness of the culture.

Stage II is where the teacher meets with the child and
interprets the culture. (The Plan in Action)

Stage III is the child' s'recognition of his first act.
Stage I. (Teacher is observer of thlS
development. ).

'Figure 12: Learning, is a guide-to the-aspects'of‘learninq
that are included in the section called PROCESS.

-

1) WHAT, the cultural aspect of"learning'

Pages 92-97 set the learning process in a scene

of cultural development. Vygotsky's three stage-
process is examined. The figure integrates the -
three stage process with the curriculum model Wthh
has been developed throughout the study.

ii) WHY, the soc1al aspect of learnlng

Pages 98-104 ‘recognise the two streams of develop-
ment in .our ontogenetic stream. Within these two
components (i) and (ii) are aspects of learning

considerations such as: Structure (page 98),
conscious attention (page 99), the environment of
expectation (page 102), issues for teacher con51dera-

tion (page 103).

iii) Teacher, the WAY to learning:

" Page 132 captures some aspects of teacher ‘in
~the process, culminated by teacher tralning
1mpllcat10ns (page 137).

" FIGURE 12 (Continued)
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‘ 4
TEACHING‘ A SPLCTRUM OF.ROLES

7

In an attempt to bring the processes te the class-

room arena we must view the process in a’'variety of

teaching styles and teaching roles. .The teacher is
involved in many‘andbdiverse ways (Figure 13):

- Teacher aeia source of light, Teacher as the

- ,
, . ) |
knowledge, Teacher in the process.

Teacher as a Source.of Light

The foliowing ie‘an attempt to elaborate the
analogy of the deep structure present in a learning
experience. Residing w1th1n the planned action and evoked
by the strategies in a hidden structure, the po§51b111t1es
that exist in classroom inStruction. The plan of action
is not a flat surface but a solid shape, a prism repre-
sentlng the many faceted world that school experlence.can
represent to the etudent. It is present in every class-
.room situation but it is nbt always utilized by the teacher.
'aAs a prism requires a’source-of light to reffact the
colours of the spectrum;, so the plan of action requires a
light to refract the spectrumgof attitudes which reside in
thé'inaiuidual in'the classroom.

Ltht L4 f@ﬂ\\}anéﬁonanq quatity, the awaneneAA
The teachen has th&é powen to tnanéﬁonm %he ptan

e
04 act&ou into 5onm

’

£ i e v Skt 1 R A xR
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\
FIGURE 13..  THE TEACHING PROCESS:  is Planned Intervention

i
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Bronowski provides an' interesting reférence when

he describes ﬁewtonfs “optikS“ theory (1972:332).

Bronowski'observes that the coloured surface of things

’ became of 1nterest "There was also an'awareness of the
deeper’ SOlld structure that bUlldS up frOm the 1n51de-' the
" total form of an-ob]ectvor'a body. The total form which -,

‘was the hidden structure underlying thehcolqured surface'

of things became of great interest to artists and

scientific éxperiments in discovering shapes of crystals:

.« 4

and elements. He speaks of the constituent parts of

things. ngis study is also looking at the constituent

‘parts of things in the classroom env1ronment.

&.\1

%utcher (1951: 339) translates Arlstotle s theory

of poetry and fine art. He brings another significant

Bl

’ reference to thlS analogy of structure. Butcher describes

the theory ‘and notes. that Arlstotle S method of deallng

‘with the fine arts is to analyse the "organlc.parts-of an

artistic whole" (342). 1In this analysis there is a .=

L4

reference to shape and form. Aristotle describes character
o or ethos as a "daub of beautlful colour" (346). He

-gescribes this colour aS‘hav1ng.no shape. Aristotle's

description of plot suggests a design or arground wcrk,
a silhouette in which’character, the beauty of colour and
form can express 1tself ‘Aristotle's'de5cription of the

organlc parts of drama is not unlike the descrlptlon this-

study attempts. Character ethos being the organlcpperson-

P

s

l./tﬂ
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* vehicle of distantiation - »’ﬂ ‘ - e

121
of -the child, and plot being the plan of action or strater
which a teacher will use as a de51gn in which the colour

and form present rn the -person of the child w111 find

expresslon, The child can use the medium of drama as a

The most - beautlful ‘colours, laid on confusedly,
" will not glve as much pleasure as the chalk
outllne of a portralt. ‘(Butcher, 1951 346)

Y

: The colour contalned 1n form is the life contalned )

" by the’ strateglc sfghcture of a classroom learning

‘experlence: ‘The chlld~1n the learnlnq process.

ThlS study has. chosen the spectrum phenomenon to

‘ 1llustrate the hldden form 1n the surface shape of a

classroom plan of. actlon

-

A light'analogyN on walklng 1nto a limestohe cave

one:ushesitant and‘fearful The deepness is felt and the

ﬁ

.darkness omlnous and enc1051ng nghts suddenly reach out

and - the deepness and darkness are 1llum1nated .and 1nv1t1ng

Wonder and exc1tement replace the fear " and he51tancy

Oon entering school a student, whether retlcent or

aggress1ve/1s feellng the oppre551ve darkness of unknown

/

presences‘ He is fearful of hlS own steps in the dark

‘ r
r

- The many Pew forms of behav1our represent confusion.. - The

teacher hgs access to the light. \He is the fa0111ty whlch

can 1llu$1nate and 1nv1te, transformlng a dark, oppre551ve _
. [ e _ : .
/‘See"Spectrum' pages- 71 and 143f




event 1nto an awe- 1nsp1r1ng scene and an ex01t1ng journey.

~The light refractlng from the surfaces of a llmestone cave:

s ‘

hls at flrst a momentary arrest of attentlon for its viewer.
-It'ls only on further-lnvest ation and'inquiry that new -
wonders ex1st and one seeks out the detall and dlscovers
the complex formatlons whlch make. up the unlqueness of
“the’ llmestone phenomenon ’ The.dlscovery possibilities
exist when the light refracts the”deep’structure.

~Tunnels are doorways leadlng on to greater dlscoverles.

If one turns off the llght the depths of the: structure"T
which are always present become 1nacce351ble to the vxewer;
| To extend the cave analogy, one could con51der

the p0351b111tles of fnrther dlscovery. IF one was
commltted and 1nterested enough to pursue further dlscovery
~alone, one could take one's own llght and on enterlng the
cave pursue the journey alone hav1ng the llght- the aware-
.ness of what ex1sts, and know1ng where to enter-the Cave.
The»lnltlal sensory 1nput§t the awakenlng scene of the
1n1t1al visit to the cavelwlth.a gulde and as one of a
‘crowd always remad as the first step 1n’the levels of
>consc1ousness leadl g to- the conzept development of thevi
cave experlence This 1n1t1al experlence could grow 1n
1ncreased levels of consc1ousness. The gu1de s llght is
replaced with the 1nd1v1dual 'S llght The crowd is
replaced by one s own personal dlscoverles.v The gulde s

direction is replaced by one S own pursult of knowledge“

B
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driven‘by whatySchachtel would call "activity affect";
~'an ongoing process of develooment (1959-25)/ : -

_In contrast to this awakenlnq is another 1ntro-

Ay

ductiaﬁ to ‘the cave concept The llghtsvare full and ‘,S;/

.exposing. ' The crowd enters, sits down and the instructo
points out the features deflnlng and dlfferentlatlng the-
phenomena ‘of 11mestone formatlons. The v131t is long but
durlng the time the facts contalned in the experience are
exposed and 1nqu1ry is 1llum1nated by the brllllance of
'the 1nstructor s oratory and performance. The crowd rlses
R .
and dlsappears The lights go out. There‘is a‘form‘of'
ﬁ&nality and a Completeness about,the;process- T.!ke is
no necessityhfor’an,enquirerztovreturn. ‘No“tduch.. No
| question. | |
: / ,Thoughts. We are remlnded in thlS example of
_.Bronowskl s words that knowledge is not a-"notebook of .
facts" (1972 436). | |

Rousseau, -in his treatlse of educatlon Emlle,

warns against the exp051tory treatment of facts ahd

encourages teachers ‘to spend tlme and wait for the

, own 1nvest1gat10n to pursue the initial strategy of the

.

teacher._ In this study whlch adheres to Vyg%tsky s con-.

123
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I \\/
cept of l%arnlng belng a "llVlng process" the teacher is! : ,

o

'glven a leadlng role to play Illumlnatlon or exp091t10n _ N

is the choice of the teacher. Wlll the teacher 1llum1nate»-

and encourage "exc1tement in 1ntellectual pursulbs, - or

e



reduce knowledge to a "notebook of facts."

It is time to look back to Figure 1 and consider

n
Y

teacher decision—making:
What am I doing?
Why am I doing.it?

‘In approaching the initial‘aim of 'Strategy.' a teacher

could choose between seveféﬂ intents. :When considering

' A
the WHAT comporient” the-~fntent could be:
. : -,

~

1. To cover the events of Imperial Rome, or

*2. To spark an awarenss of and interest in the

3 } . .
.

past.
When considering the WHYJcomponent the learning elements
chosen could be to’ teach the child .to: = ‘~

:l. Know the facts for regurgltatlon, or

4

2. "Illuminate himself in the world of‘others and

7c0me to understand the history of our race.
'Shqrt term tLCthS or long term strategles w1ll be the’_

=result1ng method dependlng on the teacher s 1ntent and

correspondlng dec131on maklng

“ Teacher as the Knowledge
: = ‘ '
The teaoherﬁls

¥

Teachlng can be a gue581ng game.

.-.n .

the knowledge The students gueSS. "What word»w;”

thlnklng of’"

A grade one teacher stands in front of ‘a large

2
(- L
7

3 : !

lDirect'guotes taken from Bronowski ?436-437),

124
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bt

group of six—year old adventurers. She demands from them

a word that fits the pre—conceiVed slot in a pre-conceived. .

. tactic. - "No, John." "No, Sally." "No, Simon."' "No, -
Butch."  "Think, now.". Every answer has potential Each '
word, "a microcosm of human conscisusness"” (Vygotsky,

L962:153), exposing the'shaping guality of these enthusi-
astic chiidren; -As an oObserver attempts to retrieve a
word that may be the missing answer,'she is 1mpressed with
the speed and focus of these. little ones. No one can

retrieve the word It is supplied by . the teacher.} The

~

search 1is .over. We proceed to. the next tactic. On
reflection the observer notes . that the words supplied,by
the iittle ones wereéas appropriate than the deSired one.’

The words that seemed to prQVide a spectrum of attitudes

Ty

' 1llum1nated the teacher [ plan and gave it a beginning.

The word sought once supplied prov1ded an ending ‘Who

-said to'these children~‘A"Your words mean that too." “Your
words are important."' They did not prOV1de the word
.needed. They musthavexnisunderstood the teacher s meaning
if their word was rejected. ‘They" still don t see why their
word is inappropriate.' Maybe they 11. keep their ideas to

,themselves next ‘time and av01d expOSing 1ncongruent thought

A ieachen nepresents the knowtedge ‘but is not the
. ¥

2

hnowledqe
A nniversity professor stands;in‘fronttoffa group
of'students. He demands of them aflabel.for.the pre- -

& Vg i . .“" ‘ v
AN .
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conceived theory-he haS'developed over the'years of his
long specialisation in literature. He cleverly rejects
‘ther'spectrum;of'attitudes? which result from student
interaction with the material;4 Laughter, rejection, dis-
may, ridicule break:the'refractiohs of spectral light.
" The fights go out. The*professor provides'the answer to
the riddle. The game is over. The spectrum'is emahat}ng‘
from<the professor. He,gloriesuin.his achievement.-_The
students.file out'feeling inadequate, restless and unfulf
.fllled . | ,p' . _— |

A teacharn 45 one att&tude in a Apectnum of att&tudeé

What is‘happenihg in these erroneous teaching
.stylesj In the search for a concept specific to an exter-
‘nal idea a student rev1ews past experlence and searches.
for a match that can only be found in the past experlence
of the one. who experlenced the 1n1t1al sensory input - and
:developed the ensu;ng 1evels of consc1ousness pertalnlng
to'that particular‘concept. The student is search;ng
.'within‘himself for‘soﬁethihg”that.hasybeenpdeYeloped in
the personeof the teacher._ This ?s of'course iﬁpossible.v
There is'only onevperson Who can supply the refereht for
the concept and that is the one who experlenced ‘and
developed that 1deac’ Student expre551on w1ll reflect
'1nd1v1dual reactlons rooted in their own relatlonshlp

w1th that partlcular concept. These expressions will not L w

necessarlly be unrelated to the expre591ons of others but _

>



will he a"spectrum of attitudes' not one attltude. To
'place .a limit on the expressions of attltude is to place
a vice on the exploratory quality of tﬁe human process of
intellectu%l deyelopment. ' |
For a teacher-_ the light- source, to turn thlS
llght upon hlmself is to atrophy the learnlng\grocess.
If the teacher is engaged in selecting the‘requlred
.material to provide a storehouse of knowledge for&the
studentls future usefhe is prouiding the light for. that
student's growth in intellectual pursuits‘andfthis
activity‘will.not, in RouSseau's words, "reflect glory
upon their tutors and governesses" (l9ll:76l. Methodsv
of learning have not'changed'since Rousseau's'time no#
have person' s involvement in the processr .There-are
degrees of effectiveness dependlng on the 1ntent' - Does
the teacher W1sh to engage the Chlld in 1ntellectual pur
suit or to gain personal recognltlon»as a pedant? ‘The
method chosen will be influenced to a‘large degree by thei
| teacher s view of childhood and by the degree of unlqueness
preserved in. the person of the_teacher. The focus is on ¥
the student or the teacher.
| The chlld is ' in a sense 1mprlsoned in the school
years. ThlS does not necessarlly mean that the unrgue
quallty that makes hlm a singular creature is 1mprlsoned.

Bronowski’illustrateshthls unlqueness when he notes that

man is. not fitted to'any specific envirOnﬁent,,"; . . he
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is not.locked into his'enyironmentf (1972:19).
14 bLo{ochaKleuoﬁution'”ﬁité” man to all envinonments
'then‘EMg 5h0u£d'd’toaehen impose one?

o Rousseau spoke against the physical binding of
babies and the need for freedom of movement and the fresh-
ness of air. Two hundred and fifty years 1ater the Western
world_cannot be blamed for binding and deforming the body.
Size, strength and vigour of body must be praised in
.youth of our Western world. Rouaseau\howeVer also spoke
out agalnst the blndlng of the intelllect:

©

What is the use of 1nscr1b1nq on their

brains a list of symbols which mean nothing

to them? They will learn the symbols when

they learn the-thinggsignified. (1911:76) |
qu hundred and fifty_yeare‘later howeﬁer, although we
have come to a‘greater understanding of the "plasticity
Of'the:brain“ (Rousseau, L§11:76; Bronowskiy”1972),‘we
are still caught up iﬁ erroneous methods‘of teaching which
destroy‘rather'than preSerVe the unigue, singular, human‘
quality whioh not only ensures individual-prOgress but
human progressdz, | | | |

Bronowsk1 calls thls\unlque quality "moral 1mag1na—‘
tion " He urges that we pursue the knowledge of man and
that 1ntellectual pursult be everyman's rlght not the
rlght of an exclusive. group of spec1allsts. The democracyt

of the 1ntellect is every person s rlght to a fuller know-

"ledge of hlmself Ain relatlon to his- env1ronment and hlS

b
B
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fellow man'within-the larger peerective of where he
evolved from, while engaged in the exciting drama of where-
he is helﬁlng‘man to ascend. ”

The exploratony drive—the uniqueness of man must

be free.

What is Teaching? , ‘ o ‘ . \

1Teaching is more than keeping'the ohildren occupied
and quiet and education is more than ‘an accumulation of g'
statistics on schodl files. We all know thls.yetﬂemphasis S
on standardised tests in the basic skills is a swing to
- visible results andva swing to visible results puts‘ |
teachers On'the“defensive and students‘on,the produotion
“ine: An unhealthy env1ronment for learnlng |

An example oF v131ble result educatlon is. a report

written on-a student,Gregor Mendel-

. . . lacks 1n51ght and the requisite clarity
of knowledge.‘

ThlS student falled to attaln the” formal dlploma as:a

”teacher. He began work on plants 1n-the monastery and

N

over elght years of experiment formulated the genetlc

rule that Stlll b ars hls name. At the tlme of’@ubllca—

tion we are told no- one understood his, work or recognlsed
its genius.' When he died all hlS papers at the monastery
”were'burnt. The present study of genetics stems from ‘ ‘,'

Darw1n S theory and Mendel's dlscoverles. It is profltable

for a teacher to consider the number of people llke Mendel . | \-

J



who haye failed formal cducation and'produced a theory
which required.vision and intellectual capacity. -One
biologist influenced Mendel. A teacher who'encouraged
inquiry and was courageousrenough‘to search'for'the facts
and reasons for appearances. | |

Visionary ideas may not be in a form we applaud in

the classroom, they may not even be recognised Memorisa—'

tion of facts may not be the particular skill of an active

imagination.‘ Conscious attention must be engaged. |
Teachers, respect the uniqueness of the pupilf

'consider his dignity as a "sinqular'Creature" (BronOwSki,”

1972: 19)

s e

Systems, respect the uniqueness of the teachers
and their riqht to promote learnlng not destroy 1ts ‘source.

The fhture environment w111 be shaped by the
lnleldualS we fashion today. | |

- In this year of. 'back to the basics' \it.seems;

necessary for teachers “to take courage and do what they
know‘they have to do, sometimes,in‘spitc of expectation
;and time pattorns imposed,by those whose sympathies'aro‘
not govcrned by the samc knowlcdqo.of human interaction}

Teachers have to rcach out and touch oeople.
Teachers haye the llght source of cultural heritage.
‘.Teachers can't hold back information. It belongs to the

new generation They nced their. 1nheritance to mdove man

forward. They need a store- house of knowledge but it 1s
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not facts, it is the giant plan.Qf where those faéts fit:
The mosaicvof'what we Fnow of man's adventurés thét will
give perspective to the piece of:adventure we are engéged
in today.l
The teaChef is fepresented in the Curfiéulum View
Figure 1 as the proéess step. In the fact of tﬁé-aétion"
howevef, the teachef is: v
: ‘The process step'buﬁ_not the process; ‘ o k~}¢
The cuiture representative.but‘not'the cuifure;
'The-iight source but not the light.
Thé teacher is in ROﬁsseaufs wofds: A"ControllinQ withéut
predepts, éna dbing everything without doiﬁgranyﬁhing at
fall"’(i911:84$; | | |
th'ourfexampie (p. 121) the guide‘who"leads the
Qroup through a rock éhtrance; ﬁhréugh the tunnel to the
.cavé intgfior, will céution the crowd and téllmthgm to
wait-as he m0veé to. where he can'ﬁahipuléte the electrqnic‘
device-which:supplies‘thevlight. .The‘light‘illﬁmiﬁates
the material'and.the;viéwgr entersvinto the experience.
 The‘§uiae 6bservés. | . |

The guide/is not the light.

not the limestone phenomenon.
The guide has done everything to bring the viewers

to this threshold of experience yet done nothing in the"

lMuch_Ofthis philosophy is ‘the inspiration of

Bronowski.
. _ | _ »///
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process of 1nterpretatlon and synthe51s of the materlal
This act will always be individual. It is ‘the 'leap in
cultural development. ‘ |

& The hnman act of processing new eXperience is an
-intellectual,leap in Vygotsky terms. To integrate the o
words of those whose work has brought this writer to this‘
view;\_The individual leap is- the emotlonal eqnipment'
_meeting the.intellectual commitment in a step ‘toward the
emergence of that uniqgque individual in tho'ontogenetict
. journey .toward knowledge of the selfa(quure 14) .
" The teachen doeb evemythnq but appeans to do nothlnq

ln this compﬂex p&ocebé of planned Lntenventron in the

classnoom arena 04 feann&nq

Teacher in the Process

Knowledge 1s of no use unless it 1s‘acted upon—
transformed into a consumable form. ‘Water, tea leaves,
sugar, a teapot, a' cu thirst for' a refreshlng drink,
will not make- the_actgof drlnklng tea a reality. )

here is a.process step invo_ved dur 1ng whlch the
ingredients are forced to ;ntegrate. One needs a contalner
and heat: a form of forCe;

- The experlmentlof'Miller (Bronowskl, 1972) was
,facilitated by combining atmosphere in a flask; applYing
heat and. electric dlscharge to force the mlxture into’

@ .

form. There was altransformatlon. Amino aC1d, a life

quality, appeared inside the flask.
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Thé'Continuum
x. .

A. . No‘space : _ o 'B. All spéce
The world and . ' The Supreme being is
the person are o ‘ _ - "king of infinite -
one. - The neonate C _ .space." This is an )
is not aware of ‘ , ideal state of belng,
distance and - ' ¢ described by Blake: N
therefore has . , "To seeeﬁﬁELyorld in B
no action-space. - . g a grain of sand and

eternity in an hour
-To hold 1nf1n1ty in
the palm of the hand
“and heaven in a wild
flower.
At this supreme level'
of distance the
person is space as
spacial and temporal
terms are-objectified
and completely :

" .reduced to "symbollc
renderlng

FIGURE 14. A CONTINUUM OF DISTANTIATION L
‘ The continuum of consciousness - leadlnq from
no self-knowledge toward the complete
_ discovgry of self, in a world of others.



134

The experimen£ of Orgel took the basic constitﬁents
and put them together in water and usedfa proééss Qf'
freezing to fbrce or pressure-the mixture-into fo;m.

There wa% a transformation. 'Organic molecules ap;éared

" on the ﬁop ofrthe ice. |

) ' The_classroom'can contain the‘bésic conStituents,

and a willing'stuaént, but not succeed in makiné "qualita->

tive trahsformations in'thé‘leérner" (Vygofsky, 1966:36) .
Intervention is absolutely crucial{ It is here

e R e o

'significant to reread the words of Vygotsky:

i

. . . the development Of'chahges inithé child
takes place in an active adaptation to the
external environment. . . . ever new forms arise -
in this process. . (1966:26)
: VygotSky is distidguishing these cultural devélOpmental»
changes”ffom embryonic eﬁolutionary development change.
Not therefore an unéolding of "internal potentials.”
| He reitérates: the "Ngw stége arisés from actual
~clashes between the organism and its envirbhment" (38); 
_ Wé in education are in this‘cﬁltﬁral environment and we
:ére;invblved.or should be concefhed with such changesvih
the child and such clasﬁes with}ehvironmenﬁ. There‘muét'
be'intefvention;and‘who eise but'the teacher can take the
cohsﬁituents and piacé them.togethé; in a process? How
else can the teacher .do this if not by the use of STRATEGY?
| It‘is‘not only the teacher's role butvthe teaéhér's
reason for being part of_the learniné.proceSS (Vygotsky,

1962:35-38). To sit back and observe other clashes within

I3
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the environment of the classroom (that is activity without

'strategy or structure) is'to truly waste the valuable time .

"of the child's cultural development and’ pretend to be
taklng a part in education<’ A teacher must be lnvolved

\ o .
N
in strateglc intervention.

The teache;kakké/the.experlmenter'or organlc
chemlstry, selects” the nglC constltuents and provides. an‘
event'for the meetlng and'a force for, the transformation
which wili take piace'When'the "primitive forms of.the

-Chlld 'S own’ behav1or meet the developed cultural forms of

/

R

~behav;or" (Vygotsky, 1962:37).‘,Transformatlon or change

will be sudden. \

N

Vygotsky callsithé?occarrence of cPithral forms of -
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development "sudden and leaplike changes" (37). It is not = -

N

coincidental that the language of organic chemistry and
the process of'organic chemistry are suggestive of the
cultural changes in the process of higher: mental function

of an organiSm;'.The -science of life-form and its origin

‘is not unllke the study of concept formation and 1ts orlgln.

Bronowskl discusses protelns as the bu1ld1ng blocks of
'11fe; the constltuents of all llvlng thlngs. ’Concepts,
jare the hulldlng‘blocks of ;ntellect: _1deas<the con-
-stituents of‘alliiiVing thoughts. | |

| Peeriny 1nto the caldrom of" Mlller or Orqel s,.
'atmospherlc experlments——and watchlnq what must be

'maglcal' appearances of new formatlons is to see’ sudden ‘
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and leap like change in the chemlcal structure (Bronowskl,
1972.316—317)-v The great dlfference for a teacher-
experlmenter watchlng the results of hlS strategy is that ;
he cannot;look»lnto‘the caldron of the bralnvand‘watch )
‘the cOﬁplekity‘of the'pr0cess'and.obserye thebleaplike
changes in the appearance by change of colour or a forma-
tion of matter that is the result of the clash'bof the
.chlld s evolutlonary stream Qf develOpment meeting the new
cultural stream and forming the living suBstance of a HEW '
concept. Sudden and leapllke changes in the appearance by
change‘of colour or a formatlon of matter that is the \' _ {
vresult of the clash' of the child's evolutlonary ‘stream |
'_of development meetlng the new cultural stream and .forming .
'the llVlng substance of a new concept Suddengand leap-
llke ‘change ‘must be v1slble | Its presence must pervade
. every behav1our that follows that moment of changei The'
‘leap, Vygotsky says, 1is "regarded as a point in any_line‘
~ of deyelopment.as a whole"-(l962£37). \
'Tht teachen.wLZE”Eé awadé cﬂ chaﬁge}
VLAiBEe evidence mdy not be on hand
',7Parents know -that the Chlld has taken ‘a step in the 'ascent
: o" man. ' Teachers have to. take thelr courage and their
satisfact;on from thls change they know exists in the
perSon«OE the child and the confidencetthey earn from the

parent of that Chlld ' :

ThlS courage xS necessary for teachers to- establlsh



conditions for the child’s cultural experiences.
1 am the 6C40nfLAI in this cuttunaﬁ cneat&on. My
nesults ane pnouan in the ch&fd A eaqenneAA ‘to teann

and 4n the cultural forms that have appeqﬂgd in the

. ] . .
"uncommited courtex” 0f his brain.

-

Teacher Educatlon Jmpllcatlons :. .

_ Neurologlsts probe,the locatlon of conSC1ousness.

'Teachers who are engaged in the ‘business of securlng the,”
va&areness of thls cons01ousness know llttle of the dis-
‘coveries. ‘There is enough neuro-physical knowledge to
share Wlth teachers It would seem approprlate and the
'responsxblllty of 'science to share thls neuronal knowledqe

w1th teachers in teacher educatlon. Teacher%}need to
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understand the 1nteract1v1ty of fac111tat10n and 1nh1b1t10n.”

What d&are 'inhlhitlon .factors?- What are conditions of™

'facilitationﬂ?* oyt

P2 . ! gﬁ
: i' What agrgequn d are clearly establlshed elements

4\

of*learnlng.
' S Y oo o o

. ‘ 1'..  What elemegts must be present?
) o ' . s ‘ g, ,"ﬂ‘ S . :
2. What set of condltlons must be present?

: 1 e., What are the essentlal presences'> S

What are the 1deal condltlons?

' 1Penfield, 1975:97 referreé¢ to ir. this study,’
page 11l1l. - - . - . ; :

U

\



v+ The students of the origin of life are sure that

certain chemical components were present when life began.

/

o

~What are students of the origin of intellect ‘sure of?

R w
The existence of a living brajn. Educ...ors must be

studerts of the elements of intellect. We must ‘become

*

of the powerful actsvof creation that we are

more aya
engag{Zg when we meet the enquiry -.of the students in our

class arenas of learning : o
o {\\It was once thought that mlce grew in heaps of
‘dirty clothes; sun bred crocodile5~from mud, maggots were
created in apples. "Study of life origins has clarified
’past erroneous heliefs. How much like the past beliefs of
life origin are some present practices of education’> "How

does learning occur? There is too much speculation on -

this issue.

Learninq——what happens°' Scientific experiments as

i

Miller and Orgel s have y1elded»such illuminating processes.

So clear, o concise and once a law is established, so
: s

'easy to reproduce. Will genetics of 1ntellectual concept

FN '

formation eVer be tapped as biology has tapped the life
formation'> o . o 2
Educational‘experiments dealing with ‘the facility
_of a human model cannot take the ruthless 2ps one could -~
w1th a pea plant, neither can results c‘ “eld as constant.

*Interfering with consistency 1s always that eluSive quality

, we are seeking——the'human faCility. e : 7 | o
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"I thlnk you're Just tryrng to make me forget,"
,retorted a human organlsm (Bronowski, 1973: 423)
Neunoiogy haA meontant Lnﬂonmatton fon teachens.
,Vldeotape and stlmulated recall brrng us closer
tc'ariearning’event. /Tnese studies aredbringing us
q&oser”to the.learning process and we must ccntinue to
pursue"methods which help tcdilluminate the complexity of
ontogenetic development. ‘ |
An audio-visual necond Zb Lﬁtuminat&ngu. , v‘ o
Do teachers'observe the Child enough? Whenlcan a’
teacher use a strategy to observe the child in the act of
- learning? During a Heathcote drama a teacher can learn to
detach nimself from the event and observe the flow‘of b,;xd
development revealed in the involvement,'movement'and;, v
speech of the rcle—takers. :“'ﬁ:
| . Drnama ccn bé a diaghobtic,ioo(.
.Penfield in neuroscience and Bronowski'indbiolcgical
xscience agree that to understand man in. the present wili
be to throw light on the past and\tuture and "Qn all other. .
creatures" (Penfield, 1975:106).‘ "', ' ; . e
\ Teachers must attempt td-uhdegbtand,Man.
\Science will explain the:learning process.
_Teachers/snould help in thisiexperimental'search.v There

is.magic‘in the appearance of something yet like alf'magic

it has an explanation in nature.

The appearance- of the spectrum has a magical

" quality. The appearance of life form in the glass cauldron

-
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S'must«have Had a magical quality. Yet chemical reaction

could éxplain the phenomenon.
. T L, o

.
! b -

P ,fiNofhfﬁd £hat;evolves from teacher-child interactionv
“is magicél even tﬁéugh transfofﬁations in attitude and
behaviour c§uld seem'toyhave a mégical quality. wThe
quélitative‘change in behaviodr.is a diréct'fesult of the
biological stream_meétihgyﬁhe‘cultural and resﬁlting.in a

(24 . . Os .
leap toward emergence. The change is the direct result of

N +

-the conditionsupresent; It is a transfo;mationg; an

appearance_offnew cdn¢ept_formatipn through interaction,

reproduction and cellular division. |
“ Léanning'éﬂemeﬁ;§ will be neveated in an
understanding of the human brain.
.Questions'to.be answered are these:

‘"Amino acids are the building blocks of life"

&

E}

(Bronowski, 1973:314).%

\ ,
levels of consciousness?

A. What gﬁe the building blocks of iptellect: the

P

[

Ekpérimentsvplaced the,inétééleﬁts Qf atmosphere
underhg\qggfain prodess to form iife.‘ ,
| .(a) électriﬁ,dischargejﬁfbcessed amino acid

from the atmoépﬁé;é”‘

¥

- - A -
- (b) freezing concgﬁtrated the material into the

Crystalliq§.étructure.
B. ’_'What are,theﬁpdwerful forces 'in the,learning

process?
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‘Summary. We have_to close the distance between

the push-button order and thd human act: "We have to
" N

touch people" (Bronowski, ;19;:%3:374). . o "_

res he mean'sensitivity training? No . He‘refers
to the ~=d to be 1nvolved 1n a communlcatlon w1th 0ur—
selves and others 1n a'common sltuatlon. We are all one
1n that we're human. We are stlmulatedey)the same
biological needs. Therefore we share somethlng “in common.
We must recognise'another's,right'to share our humanity’

*

and recognlse our rlght to be human.-‘The biological
stream, the evolutlonary development offthe‘human race is
one stream of development characterlstic of all. {&hé
second stream, the cultural one, ‘is our own personal
development governlng our awareness and determlnlngﬁour
level of consciousness. The teacher and the children
share a continuum of develOpmentb(Figure 14) ' He magic
is letting the streams flow togéther allow1ng the personal
streams to meet. There should be no fear in this meetlng
‘Teachers have a wonderful opportunrty to»observe and
explain ‘the learning process in thls meeting;A During the
'force to distantiate' the personallty of the . chlld is
revealed. Durinq the “force to dlstantlate the personallty

of the teacher is revealed.

Teachen tna&n&ng Iaheé place in these meettngé

}Leanning,takeé place 4in Ihebe meetings.

oo
Tn
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anclﬁdin9 Remarks
AR ffhe séurce of the will's ene?@y[,the, ature of
the:ené;gy which acﬁivates’the mind, can be negotiated
someWheré;else‘but the feacher must locate the will and
set it'.in ‘action. That-is, the source of the energy ‘is
.no§ éfECOnéequendé £6 the teache;, ft.is the capturing of
it thgtﬁis of pfime‘importénce; | |
-ﬁ%' - .{The will to speak;

| The will to'uﬁde:stanéf

The will to "coexist and to redogniSf onevanot.h‘er";l

o

The will to act; is the force or quality a teacher
; fdusx evoke in any effective method of teaching.

a

[

lMerleau-ponti, 1973:101.

R kel
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THE HUMAN ACT OF PROCESSING

The study’itself cannot_weld and‘fo%ﬁh Paperf
cutting, transparencies, models will hever sunply the'vital.
energy source of the human presence in thehpresent moment—
‘the light source whlch dlsplays the spectrum of colour
preSent in the prism. The fa0111ty which "encourages
vdlssonance reveals the mlscellany and reduces the mlscellany
to order" (H eathcote, 1971:59) is w1th1n the person of the
teacher. The teacher is the'human presence.u31ng the
spontanelty of the present to 1gn1te the cognltlon whlch
will develop the human fac1llty of hls puplls The two

; g
llfe forces of teacher and pupll attention meet in a
"coex1stence of sensatlons (Hodgeson, 1971:19) —a undque‘

life-giving moment of awareness.

Cqe
- v

Sgectrum

The llght is the plan: in actlon.  thedprocess;'
emotion in action. The will of the teacher reaches out to
engage the wall of the child. .Teachers intervene with
strategies to chanqe the mundane to multi- -faceted; to
-change the wh1te llght to refiractions of seven hues.

,{ The Plan. he surface structure, is a flat shape.'
The book of pians: the currlculum is words comprled, not
floWing and creatlng but recorded and Stlll

" The human %ct is the process which has the power

°
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A
]

to discover the depth in the surfaceﬂstructuremﬁ;o put the

plan into action, and thus illum}néte and“bui;d‘the entire
form of the deep structure id 5 complex process of socio-
v y¢ultﬁré; development. - .
An act of'classroom-learning iﬂVolves many
components: A pian, a belief, a‘Subjeét, a teacher,
children. IF these components unite in.a‘pfocess %f \ %%?
1earning, £hen developmeng appears as a result of. the
force'of‘tﬁose,iﬂteracting compoﬁents. The result ;s an
,échievement of the meet?ng; Thevpartiéula£ combinétion
" of ‘that mééting'will ﬁeve#ibe récaptured,'but successful

teachers will continue to'gaih.desired developn

combining the components in a new process, eact meeting

selected to suit the conditions and needs of each NOW.

The Spectrum Analogy

The deep structure: fhrm, bbdy of every structure,

‘hidden from view within the surface skin.

The possibilities that reside in the situation:

the pgtentiai-that'résides in élésérbom'inﬁéractiOn tpl
'spark interest and thrust the child‘s_éultﬂrai developmenﬁ
fofward.'

‘Thé spark: the light: illuminates the structure

¢

'in all its diversity: refracts to accommodate the variety
in -distance, curves wide and tight, revealing a "spectruh'
of attitudes": .a miscellany of ideas refletting a.

. ]
.. reaction of symbolic rendering.
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* Speech assumes inner process.

Expression, before 5nowledge.

Lo
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- THE CLASSROOM ARENA OF CURRICULUM

The Living Structure

| - The classroom 1is a llfeless structure as a:coral
reef is lifeless without the llG&ng organism When chllj
dren ‘enter the structure, then it is a living'strucgure,
’colorful and moving ‘as living coral. ' The structure
" chosen for the living organibmAdetérmines its.ehapef'
Without a choéen structure’it is without shape andrin .
Arietotle's‘terms}'"beeutiful color, laidvon confueedly“'
(page1120 in this study) :

| Whether structure is'strategicallyiplanned or

" color is laid on confuseé?y"”is determined py.the |
-teacher's vieW‘Qf childhood and the teecher's knowledge
of learnihg elements. Miller makes this clear in hie
‘work oﬁlEducatioﬁal.Theoryt IJTHevway we treat the'ehild'
is iargely‘e reflection of the way we conceptualise hiﬁ"
(L ftzz);

The teachet/researcher whose thoughts and experi-\
ences a: expressed in this stud?,\is.infiuenCed‘by her'
particul (v1ew of childhood. ThlS v1ew‘was plotted og a
model o~ educatlonal positions by Miller durlng a survey
of tec "1er perspectives (see Figure 15).

»Tﬁe decisions regarding teaching method ana child

.S are directlyvaffectcdvby the personal beliefs of

che teacher. This fact must be recognised by educaggrs so

A . ~
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, TOUGH MINDED
T . . |
- ‘ NATURALIST SCHOOL BEHAVIORIST SCHOOL’
Advocated by: - Advocated by:
Montessori Bentham
Rousseau Skinner
Dewey Watson -
A 'Researcher's
positiop on 8
i the matt
o
CHILD P \»nggD
- -
CENTRED, 3 - CENTRED
)
i
ROMANTIC SCHOOL ) EVANGELICAL SCHOOL : -
Adgocated by ‘Advocated by:
Froebel ] ‘Mrs. Sherwood T
' chkens Golding . :
‘Blake E ~ Isaac Watts
’ Henry Newman
- 7:“?, ‘ v . J: ! ‘\ N
e TENDER MINDED '
@? :‘ﬁ . o o
y i . ‘
FIGURE 15. AN INTERPRETATION OF MILLER'S FOUR ARCHETYPAL
o EDUCATION POSITIONS
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that realiiation and ailowance'be made for those views
which are known to exist and are present in a varietylof
 strengths, pervading every‘deoision teaohers make in the
classroom.

The:four'archetypes are%detaited\in Miller's 1971
publication'and.in a.more receht curriculum perspective'
(1976) . Here he,encourages edicators to recognise the

power of thtsipervading infiuence and make curriculum
deoisions with the knowledée thatbsuch views exist and f .
can not be easilygohangedg‘A F
UAS seen on the~gridi‘this educator's particular
view correspohds with what Miller would_oall the Naturalist

' school of thought represented by the phllosophles of

Rousseau and Monwessorl It lS not surprising then for

this study to flnd suppo‘ .fh the work.of'the-above'

heorlsts, It is the cowexistence of corresponding beliefs
.ahd'principles which find direct'relationship'and a common

frame of refere’%é On the other hand it would not be

surprlslng to flﬁd an 1mmed1ate 1ack of support from
Cuxy ' ' ‘
‘representatlves who Hold the vrews of the opp051ng educa-
, . i ;
tlonal posxtlonu- As Mlller says;5 "In polarltles‘you‘flnd
.¢ o : :

‘»the greatest cr1t1c1sms (1970)

oo
o

e

ThlS study would therefore expect to find support

from the child-centred practltloners w1th most sympathy

o

comlng from the 'tough—mlnded' group wh fbelleve in con- -

"t

~trol and structure but work thard the 1nner 1mpu1ses of

B
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of the child to give the impetus in the learning process.:
;in Montesscr@;s description of thevdiscévefy of
her own method ana'commitmentithete is a fitting relation-
"shﬂp tc the methods;anc.ccmmitment of this,stud§ an&_to
bthe beliefsfwhich'have'pfompteq its creationQ ‘dontessor;'s

P
A

'descrlptlonl is 51gn1fxcant-'

'Thls phenomenon gradually became common among
the children . . . And each time that such a
polarisation of attention took place, the child
began to be completely transformed, to become
calmer, more intelligent, and more expan51ve, y
recalllng the phendmena aof a hlqher consciousness.

It was as 1f in a’ saturated solution, a point of _
crystallization had formed, round which the whole
chaotic and fluctuating mass unlted, peruc1ng a
crystal of wonderful forms. :

"MOntessori called.this'phénomenon:- "the-polarisa—'
tion of attention;"' She Specgiied thatrthis phenomencn
whlch may ‘co- 1nvolve the entlre con501ousness, is only one
' of the constant elements of the phenomena of-"lnternal
1format10n |
In reflectlon we are remlnded of . the 1mportance
‘giveneln;thls'study to 'Momentary arrests;ofpattentzap
"(page 3h)_and:alsc that”McntessOri‘s term ﬁinternal.

'formationﬁ'is a fitting title for‘the ppocess cf coﬁpcnen;s~v
attempted in thls stuay (page 132)

At the tlme thls polarlsatlon takes place one could

'assumetthat con501ous attentlon is alertlng ‘mind energy and'

<

. "‘ .

Montessorl s’ reference is in" Sp0ntaneous Act1v1ty
in Education (1965), pp. 67-74 "Experimental Sc1ence.'r
All quobatlons are taken. from this chapter.

L -~ B
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directing the decisionﬁmaklng;faculties/ﬁhich Penfield

. would say herald interpretive cortex activity'and memory

engram facility (page’lll). ~ |
The 'higher consciousness' to which Montessori

”‘rgferred could Le~enplained'in'the terms of this study as

an indication1of‘Vygotsky's cultural development’theory;

the clash of the~meeting of ‘cultural Stream with developing

evolntiona;y stream resulting in a leap toward a new level

Pl

of,mental'development (page 92). | . : .

Montessori's 'internal formation' led to a
fpsychical development' which was organized by the aid of
external stimuli.  The STRATEGY-COmponent in this study is
the organlzatlon of an external stimuli which Wlll envelope»
the Chlld "and correspond to his own organlzatlon, or to
:what Montessorl called the Chlld s "prlmltlve 1mpulse.

: Montessorl also commented on the form of llberty
present ‘in the. psychlcal or 1nterna1 deve10pmentv This
form is what is advocated by‘Rousseau and 1ncluded in this
study ‘(page 19) | '

The teacher would be wise to’ capture the
child's will and* allow the Chlld to feel free.

To conclude, 1t is flttlng to draw attentlon to
the "crystal of wonderful forms" analogy Montessori used
to descrlbe her - 1mpressron of the Chlld ] transformatlon
during the polarissation of attentlon,andvthe ensuing

1nternal formatlon It is reminiscent of the spectrum

analogy chosen in thlS study. to help disseminate ‘the

B e %
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conv1ct10ns that this educator holds and emphasise the .-

futlllty of surface- shape activity compared to the cryst&l

s,

M.
of energy present in tapplng the deep structure contalnlng

.the hidden form of the.chlld s developlnq power of dis-

tantiation. - o N

The Child, a Human Organism

. achifd: | | .

Needs space not only for movement of body
but development of intellect.

Must struggle to emerge.

-Selects, matches, synthe51ses from a _
spectrum of attltudes. . o o

Can receive every,klnd of impre.ssion.l

Need not aScept his environment but can
change it.

,//\-

Has the power of anticipation, to look _ .
forward, plin and prepare. (Reality of o
1nference ) o, L

‘Represents 'self-awareness': '‘consciousness, '
not jonly, of himself in the world but of mag's
place in the movement of social evolution.

Dufing periods of conscious attention may
establish_a recall pattern of neuronal
act1v1ty TR

lel become hihselfﬁthrough others.?

s

l"Plasticity of brain" (Rousseau, 1911) .

2"Man is not locked into his env1ronment"
(Bronowski, 1973).

3"Man must learn to control his own soc1al
% evolution."” .
"Conscious attentlon (Penfleld' 1975).

4"We become ourselves through others (Vygotsky,
1966) . P o
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An Illustration ' ' .

To recapture the initial classroom plan .'Strategy.
The formiofptheqplay was not previously cqnstructed, it
flowed and welded and burst like nature into life. The -

strategles were planned. They gained the initial attention

‘whlch was the 1n1t1al sensory input upon which the drama

was 'launched. | The strategles also dlrected the focus
toward the chhsen area of 1ntent. In this way vocabulary,
time and place were establlshed A further strategy
offered a role—taking opportunlty and 1nvolved the whole
class 1n a common 51tuatlon.‘ The teacher was one w1th the
class. - pDecisions and ideas were initiated, 1nterpreted,
recognlzed and the initiated was confronted“with his

idea. The slow movement toward commitment was replaced
PSS

v

by the speed of expressed emotlons and the spectrum of

'student attitudes. The stages of 'Strategy are the out—

come of teacher student lnvolvement in a co- relatlve

°

process.

JACK IN THE BOX

-

Chlldren Devise' Strategles o - ' o

Eight grade twoO chlldren plan a 'Strategy’ process

.
fpr a grade on. class in October.
/

B "lLet's surprise the grade one-ers,"
\ - N

as the beglnnlng grade flled out to the lerary ‘This

said Stephen_

’statement was followed by lots of enthu81asm from the



remalnlng quup of readers. - "We could dress up!" was one

suggestlon, "I've got a Jack-in- the Box costume"” said

'another. "It won't flt me but it'd fit Stephen

"We'd have to make a box for h1m."‘ Greater
. : : s )
enthusiasm was expressed for these plans that developed

in a twinkling'between this little grcup of grade two who

were eager to show they were superior to the beginners
; : :

who shared their classroom.

> "I can make hideous laughter noises like a witch"”

s

offered Jonathan who'immediately sprang to his feet anéﬁ

tried to scare everyone. Everyone agreed that indeed-/‘

i

Jonathan did make a good witch and Karl quickly offered,

"My mom makes good witches' hats!"” (The Secretary made |
one however), B o

The teacher who wasvpreparing to‘interest these :
Chlldan in a readlng program sat back to speculate on
this 1nterruptlon and whether to take advantage of the
hilarity. whlch frequently accompanled this group 8
efforts to work. o 'W”rAhﬂ

‘Why not .invest in the childfen's enthusiasﬁ and
turn thls idea 1nto a readlng opportunlty,as well as g1ve
this llttle qroup a feellnq of cohe51on and 1mportance.

"If the grade one are to. be surprised by the Jack-_
in~the—Box>they have tolhave some problem to sqlve when 4

they get in here, challenges the teacher. ‘"Well,

deliberated Kennedy, who'alwayshsol@ed the group's problems:
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"Stephen could be lotked in the box so he can 't pop up!".

"How did he get locked in?" leads the teacher
"What about the witch?" pipes up Jonathan who d been quite
absorbed by the folk tales of Sleeplng Beauty and the Hans
‘Christian Anderson account of the mermaid, "The witch
could put a CURSE on the Jack-in- the-Box!" Everyone
agreed on this curse andﬂ&i'?age new depth to the plan
'Curse' was a great nghr&ordnéor the grade twos. ‘
H?lloWe en was 1n 51ght and the ldea of trlcks and w1tches
was also attractive.

;'"How can the grade ones help the Jack—ln the-Box?" ¢’
posed the teacher, who d been doing some plannlng her-
self. This led to speculations that lasted until the
grade onesﬁreturned_and so theﬁstrategy was secretly
postponed until another opportunity:' |

In the meantime a mYsteriously large box,was
‘ decorated w1th lnhérestlng paﬁlerns ‘and occupied a great
deal of the\two s spare tlme One’ exc1t1ng day along came
the suit which looked surprlslnqu like a- clown's suit,
and the group couldn't wait for an opportunlty for Stephen
to try 'it onl ’ .
| ~Next planning”day the atmoSphere was.more intense’
and roles were chosen for each of the. twos. Jonathan
1n51sted that hlS face sKould be green. The teacher

talked about lettlng the grade ones 1maglne a few thlngs.

Tlmothy remembered a green light that was kept in the—m§51c

x
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room. This prlze was found and delivered, and proved to
be red. The red llght was 1mmed1ate1y plugged in and
Jonathan stood on a chair in the corner of the room ~and
looked fearful. "All llghts out" ordered Tammy, who found
it hard to speak and hardly ever did. To heﬁjorder all
11ghts went out and we all gazed at the sight. It was
‘scary. |
" The holder of the light was the witch's helper.
This was a very,51gnlflcant decision. Now there were
_fors and aéaihst._ o ' ‘«‘

| | "What WOuad Richard be?" was a unanimous puzzle.
Richard was a giant for this classroop%, he s already
spent several years there and was bored byzproceedlngs
and was usually_found with hisvhead in a book.about rocks.
"I'll be the forest| helper, and help the ones," said
Richard. He liked the idea of wearing a Robin Hood hat.
EyerYOne screamed at chhard that he mustn't let the ones
know thefsecretvbefore'the event.
) The teacher finally won the group on the idea of
making_the words JACK IN THE BOX and cuttingathem outlof

the red felt whlch the cupboard produced .The'SucceSSful

reading of this captlon when placed on the flannel board
\ (..f
would break the spell and free the Jack in-the-Box who'd

K4

-come sprlnglng out of the box and surprlse everyone.
More time was spent in thls preparation.

The final planning session:was an exciting enactment



of the surprise ending. Richard who was to hold the
‘letters of the magic word found 1t a b1t complex. It .
was decided that the ones would also find it too difficult»
to put all the letters in order so the four words were. to»ii'»fn‘
be kept by four forest helpgrs. What would Tammy do°.v

She'd stand by the light switch and on the magic words® f';ii
‘the'lights would flick as if a terrible storm had descended‘Qﬁ"Vf
upon us. Timothy had nothing.to do. He iooked'left aﬁt/ a :
.until he remembered that at the end of things (our

«

Sesame-Street songs especially), someone always crashed the
\ " . :")_
cymbals together. He ran off for the cymbals. Kennedy s
. . . :
the 'ever-ready' %qwdﬁd meet the grade ones at the door next
yn ;\ ¢

day after recess and tell them they were about to enter a

'Magic Forest.' It seemed the time would never come.

Analysis'of thevProposed Strateqy$" |

The children entering theistructure do not have to 'i_
go far beyond 'assisting in the search for the words and-:
attemptlng to read them. . They are Stlll grade ones in
their own room but it has been transfo;med into & forest
and inhabited.by a witch, a‘curse, a large boxyand forest
heLpers.' The children do hame’to accept this lie and for
‘a time belieye'in it! bnt at this stage-ofvthe.first months
inkschool they.are not asked to'assume some other pgrson- |

ality.

1Heathc0téis words page 39 of this study.

4 :
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B e .



o &5
o/

/

The'teacher is now a,facilitator._'The one who can
move from character to character and help move the event
_forward. She can help the ones adjust to the-néq sltuation
by bellev1ng in it herself The teacher is in thlB case -
a 'Dlrector and" uses the strategies of 1ntervent10n and
observation, knowing-when to say somethlng and,when to
'refraln from speech and actlon. This is the difflcult task
of the teacher in thlsaevent retreat and allow the
children to express 1deas and v1ewp01nts and make dec181ons

that may be contrary to those of convention and contrary

‘“'to a preconcelved plan of the outcome.

What does not change is the teacher's aim in
allow1ng this event to take place. Heathcote says not to
. change dlrectlon mldstream. ‘One beglns with a plan for
the journey and the strategles that will help that plan
to eventuate. There is a. clear aim. 1n v1ew whlch may not
be apparent to the part1c1pants. What 1s not known by
the teacher is the end of the Journey. Vlews, decisions,
1emotlons w1ll be expressed and suggestlons for actlon
w1ll be made ' Always the teacher is operatlng on two
' planes One to gulde the actlon and fac111tate the ‘aim
'and one to observe the organlc flow and know when to
allow it expre551on/and when.t? curb 1&s'd1rect10n - The
journey 1is brought to a conclusion whlch satisfies the

partlc;pants as well as the de81red'a1m.
. . o -

15¢
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Observatlon of the Plan in ACthh

The ones come. in quietly and look around "the room;
The'red light takes thelr attention and there .is a
silence characterzstic of this arrested attention. To
get the action moving the teachergasks the forest helpers
to tell us what has haJpened to our classroom. "It doesn't
take long for~the witch to,yell'at‘us to stay amay from .
the box and to threaten‘terrible things if we interfered“
with the curse in any way. | |

The dialogue was qulte terrlfylng and the grade
ones were awe- 1nsp1red but not too afrald to help the
trapped Jack-in- the—Box. The w1tch made 1t very dlfflcult
Tfor/the forest helpers to whlsper to the grade ones the
secret way they- could help and the words were only»pro—
_ duced under the greatest of secrecy and dlfflculty as they
were placed in haphazard fashlon on the felt- board The
witch sent toads and parrots to spy on. us and tell her of

our secret plans. At the most-tense moment cards were’

fllpped down upon:our conferlng heads on whlch were -

N 7-.‘{

éﬁctured these spying creatures. The llttle ones:assumed
the roles of trees, rabbitsuand flowers in the forest in
an attempt to escape the thch and help the v1ct1m. Theyg

_pshouted back to the w1tch and the noise level was hlgh as
3

some puzzled over the words.p The words were now on the'

.felt ~board but inh an order whlch made thelr decodlng qulte
I .
»difflcult, When no one expected it and when'the teacher

P



'was beginning to enjawiit there was a shout from the

very youngest partlck?'ﬁt as she solved the problem and

guessed the words! %$ flashed on and off; a loud

Al

cymbal crashed and a vec 1ushed Jack—ln the-Box came

leaplng out of the paper © Ver of the box and frightened
everyone into a moments silence and then into chatter,

laughter and shouts of glee.

Our youngest member who' untll this moment thought_

she would never cope W1th school knew now that she could
read. She had saved the Jack in- the—Box and was the only
one who could. solve the problem maglc word. Surpr1s1ng
progress was made by Laurel from this day. She was known
by all to be a’clever girl. Jonathan couldn't be con-
taihed all day: Stephen was made agfuss.of; the box con—
talned our story books for many months. ' The event was a‘

stlmulus for wrltlng, draw1ng, speaking, and reflecting.

2!
Grade two were veryvlmportant. -

1
i
i
‘:
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.Theicomponents,of,thejliving classroom are
analysed ih\this spectrum. Thé_synthesis is yours.. As
. Chorus in Shakéspeare's Epilogue says: "In your fair
minds let this.aCCeptance,take" (Henry V). -

In the living pfoégss that brings youf mind to
fhesé words we unfold a drama._ YOU'pfinq the‘?gauty of
coldur (e£hos) to these,bonés of strﬁcfuré (plot).v The
"interlocking uhion 6f the éarts and their final synthesis"
(Butcher, 1951:342),is the‘complex écﬁ of youf "highér
mental procéssés“!(vigotsky; 1962:153) unﬁoldinq into the
drama'whicﬁ is taking place between you and me. | |

A drama; » N
A liviﬁq.process;
An act of consciousness;

A force to distantiate.
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