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ABSTRACT

This study 1s an alternati approach for education
that pcople in the process of be::;Lng more fully h%Pan can
use. It is a study that attempts to deal with the éuestion
of what it is that makes man human and continues with the

7 .

question of how he can bérome more fully human.

There seems to be much agreement that schools are

in need of changes i tion, and this study offe;s one
approacg that includes /a change. This approach is based
on a vieion of man and the world suggisted by Paelo Freire.
A concern for-humanfzation and the process 6f'5ecoming
human is at the root of this'educetional approach. It

is an approach which sees man in a state of praxls, ‘and it

is thréugh his praxis that is able to create and name

his world. The program is i teérated into ﬁhe new Alberta

Social Studies Curriculum in brder to make it more heuris-

tic.
Included in this approach to education is a unit that

wag based upon the v1ew of man in the world suggested by

Frelre. o \ 4 . .

The three areas of philosophy, currlculum. and prac-
tice can be seen as constltutlng formal educatlon. ese
three elements, as wehﬁ as people who are commltted to the-

1deology, constltute the alte t e approach to educatlon
. Ly
’ l a .
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that is presented. i
Ry
W),

After presenting a foundation; a curriculdm, and

kY

a curricular building process, plus a unit, the%étudy

v

then reports on thé‘results of doing the giigfggh follows
witg an ev;luation af the unit. Evaluation of the uﬂit
is done in terms of soundness of construction ana social
responsibili%y.

The study finally suggesés a possible futur;‘gro~
jection of-what might have occured had t@§e unit continued.
It cogc}ﬁdes wikh a statement about myse as :egUCétor" .

. and ﬂﬁg process that I underwent iq attemééing tolimple-
\ . i e

ment the unit.
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- : CHAPTER 1

"INTRODUCTION

”
- -

A common complaint and criticism of formal education

about all levels of schools, from elementary through post-
secondary instltutions, is that the pfocess of "education"
has been replaced by a processicalled "schooling." The ‘
process of schooling which‘goes on within what is in,theory
an educational system functions to assist in allocatinéq e
people to various roles within the macro—socie?'!ty.Q The
“argument is that schools function (1) to trpnéﬁit'e pre- -
determined body of knowledge, (2) to transmit reﬂetermined
and legitimized culgural Values, and (3) to prepare stu-
dents for the role they will assume in society based upon
their ability to internalize p&edetermhned knowledge and
predexermlned cultural values.lf 2 Schools, then, are not
pleces p{_"eduCation," but are places where people are
seled@ed for elite or noh:elite Status within the macro-
society. Ptssmnmg that there is a bas;a_j;_o enuch of thJ.s
crltlcism about schools one can see that "schools’ have be- o

come a major force . for polltbcal ébnservatlsm.”3_ Thlnklng
about schools as/ﬁrces for polltical conservatism leads

one to the recognitxon that schoollng practices are poll-~

tlcal in. the senae that they try to make a person into a .'_,il




' «These new practices eventually bgcome an advocacy of a

~.particular kind of human being;, based on a model which

stipulates what a humah oughf to be like Everything, from

o

assembly and classroom rituals, to texts used, to seating
patterns, to school eﬁfrances and exits, co'dress regu-
lations,'to tests giveﬁ; arrangement of "subjects" taught,
and "intellectual"bskii&s which are encouraged, is based on

the model of man which ﬂp deemed as desirable, .
S c \

\ fhé thuie oi This Study

Critical comments and an»éwarenegs of what schools
have become is ‘a necessary beginning. Howevgr} more than a
beginning is:rcquired, and the presentation of new visions
for,schoolskﬁust eventually follow from an awareness -of.
what cchoois'have become. In advocating a new vision for
schools, one is alSo advocating different school practices.

.

different political order and a different visiom of man, of

- l,\

'the world and of what 1t ii to be human, This new vision
oonan would be fundamentally differe;t from the viSion of
/man cu rently used as a model in the schools.

| Tbis study presents a different vision of man, the

world, ! and what it is to be humanﬁﬁ The question for this

paper iB "Whai“' ;it to be human?" within th context I

'%would 1ike td present the following as an ini l_state—

. . . . : .

-“j To be humgn is not 3ust to breuthe;\gt is to
. control one s;breathing.4g . To be human : .
- here ig thus'not be everyman;. it is to be a par-f
o ticular kind qf man ce T

_’,-‘ E
T K

L e
R

'fiii€¥,€’* B R
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i ”-happenlng in schools today is common.g Schools are said "\

. ’ AN S _" P

.Issues which arlse = -

i Thls studys intends to offer a new v1saon of man, the ,
\ ‘ 4

woxld and what it is to be human. It mus t therefore con-

\

\

cern Ltself w1th a varlety of'lnterrelated and lnterdepen;)
dent issues. These(}ssues are‘ldentlfled in the,followlng
qhestldms~ |
| 1. What is it to be human in the world?

2. What is to be learned?

,3.‘How is it to be learned?

4, How does one evaluate what he has learned ana@’

‘ ) 4
is learning in his process of becoming?

*
Relevance/oggthe issues _

The issues which l have identified become relevant
: e : .

2,

only when one accepts the assumption that & ¢risis currently

'exists'within schools as to the direction that they .are

taking. As prev1ously stated, crltitlsm about what isv

. y

"to keep non-conformthg youths blacks, the polltlcally
LY /

»fdlsaffected ‘and the economlcally disadvantaged, among ,/ L

n3 The problem w1th1n schools, deﬁen—

A Y
dlng on those thh whom one Speaks can be seen as resultlng e

others--ln theig place.

frOmt:'_n'f' ) P ,‘? L .
'~m the deterloratlon of~urban llfe, or racxal confllct’.»‘v- &
* and injustice. or the isolatioh of our schools f¥rom = ..
- the pfaobliems of ‘the real WOrld, or- the incompetence .
of profes iomal educators, or the paralyzing conse~
quence of irrelevant tgaditions, or some . combination
;of all these causes“ R S e e e
i ae? T

Sarasan continuesz e
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There may be dlsagreement about causes and soLutlons
but there is agreement that~our schools need a - ’}

' complete overhaul, indeed some maintain they op%ht to .
be abolished. - ‘

-
e »

That a crisis ex1s{sibrth1n ou} s¢hools tOday leads
mé’to the next stegA@hlch 15 to advocate changefln dlrectlon
as necessary. It théen becomes necessary to offer a change
in the direction which mlght be taken by people who arei.

jw‘ concerned with educatlon.. R

o . ’./. .
A A ¢ , S :
Issue Number One: What is it to be human in the wdrld?

-

one must offer a
2 -~

d base one'slpro-

. In offering a "new" direction for schoo
- "new" formulation upon which to build ;

gram.’ There have been many attempts. t éurr;cular rev1510n

and\classroom operations which have fa:.led Readmg kltS o
have been developed .4pen~area claésrooms created, schools

.‘»-w1th dlfferent archltecture, special ‘classes for emotlonally
: \
disturbed chlldren, mentaaly retarded chlldren, brlght or
. A . .
o

?gifted" children, hew ﬁath. new blology, pre chool readi-

-

nefh programs, dlscovery app;oach programs, and inductiye

teachlng methods., these are sqme of,the "attempts"‘at"

1mprov1ng the quallty of schools. But the schools continue

to operate as,they drd before the chahge,:and one notes that‘

even tgough change 1s vislble, hothrng has really changed.8
L Pétha%s ehls ;s because, even as- the chaqges were made, the R
cult e of the,school remalned the Same. Tﬁe model of man ¢

: from whlch schools operated remained unchanged Ho questrons

L]
N .

were asked hich cha;lenged the ooncept of -man- from whxch

”practices roceeded

V*Qfa}?iiisyue Numbe:gwwo.- What 13 to be learned?--In preSenting«r

Ty I o A i
. L ; - Lt . . o ‘ : : B X .
S “ e “ o : RO / & ge > PP ] g R L , '

» .
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' work toward the creeflon of,ehénge and then‘Fo see4£ae

. : )_ \
' . . . [ v ! |

a "new" vision of man, the world, and what it is to be

. o - /

human, one must also‘offer new 1earning obijectives. /A
curriculum is a means of transmitting the vision of han. A
cirriculum is able tp state educational pdfposes, wﬂat
kinds of experiehces are likely to brovide for thejé pur; ’,'
poses, ways to organize these experiences, ggd how /to

N

evaluate effectiveness, or the attainment of stipqﬁated

purposes.9 This is based upon a vision of man which sug-

lid
gests what man ought to be.

i
Issug Number Three: How is it to be learned?--An

instructional unit is built from a curriculum. Its

purpose is to brings life, through teaching, into the pro-

cess of education. To desire rchange, to offer a "new" )

vision of man as a foundation -for change, and to theq\~/ ’

create an instructional unit with "new" purpose is neces-

g N .
sary. ' Changing the schools _at a foundational and curricu-

_lar level must also 3)9' reflected in“chang:Jng the qliality of

life andbthe life style within tHe classrdom. Instruc-

t!onal units must be created so as to a1d in the creatlon

of a "new" classroom 11fe style. If a changed classroom:
4

~life style does not accompany the other changes, the ather

changes have been eméty.

"Issue Number Four- How does one evaluate what ke has

learned‘anddns learnlgg in his process of becomlng,—-v

' P2 B

Advocating change’ ls one thlng, but it is" also necessary to

b %

,@results of*that,work. Ong must be able to asseqﬁwand re- .

&



assess himself within each new pegspective that’he comes

to. 1In offering a "new

vision of man, the world, and

\what it is ;5 be human, it is aiso necessary and relevant
to evaluate -that vision and change. This issue can be seen
as evaluation end 1n a sense ic~%ies together che other

issues into a form that can be seen more wholistically.

Organization of the chapters
. .

Chapter One.--In Chapter ‘One is q%ven (1) an ovef-
view depicting the general strgcfure ano organization of -
the study; -(2) Paulo Freire's vieion-of man in the world,
end educetioﬁ as a process of becoming humaQ\tﬁ@ough praxis;
(3) the relevant portions of the new Alberta\béciai Studies

I . . . -
Curriculum; and (4) other curricular ideas about education

and.change.

5

Chapter Two.--Chapter Two is conce;ged primarily with

establishing‘a vision of man,'thecworld, and what it is to
be human in terms of a vision of man and the world that is
offered b& Paulo Freire. Here the concern is with estab-
lishing e philosophy as a foundation upon which to build"a“
currlculgm, an mstructloﬁau unit for 1ts 1mplementat10r}i, and
an approach_from whlch Fo llve.

Chapter ThreE.--T is chapter is concerned with building

“an instructional unlt f&om the "new" Alberta Social Studles

'Currlculum. The tools of construction which are necesgary

1h bulldlng a cur#lcul .and an instruction unlt and the way

o
these tools are ysed and organlzed are explained. In this

l

chapter- concepts such ad curriculum, teaching, and evaluatlon

, /



° $f-\
arebexplained. THis chapter is relevant to ChaptéfﬁOne in
that its concern is with construction. Construction here
is construction that is buyilt upon a foundation that Freire
offers.

)

Chapter Four.--An instructional unit that was attdmp-

ted with high school students is Presented in this chapter.
The unit offered is one which was created from Chapter
Three and upon the philosophical view of man and the world
offéred by Freire (Chapter Two) . IF is a ,unit which was
attqmpfed with a class of Yrade ten high school students in

-
Edmonton, Alberta.

Chapter Five.-~The concern of this chapter is to re-
L4 .

., :
late what happened as” a result of doing the unit.

‘

Chapter Six.--This chapter is concerned with evalu-

ation. Evaluation comes, in tﬁis thesis, primarily, in two
f&fms, and this chapter is concerned with evaluation from
both leQels, Soundness of construction, as reflected by
Scriven's model of construct validity, is evaiuated in this
chapter. Secondly, is an evaluation of the sotial respén;
sibility reflected through implementation of the unit,
Social responsibility is the curriculum and the vision of
man that is deemed desirable as bésep on the foundations

upon which the instructional unit rests. :

Chapteér Seven.--This final Chapter is concerned with

a possible future projection of what may have happened had
the unit continued. I also. focus some attention on myself

in thlS chapter since I was the person who acted as "edu-

L . [
] .
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S | Ve

cator” fn d01ng't?e unit. (f;

Some background information

Not only did I try to create txis unit on what Freire
created, and‘W1th1n thg guidelines stipulated as belng the

]

aims of the new" Alberta Social Studies Currlculum,
‘ 3

also tried to 1mp§ement this unit in an actual classroom

*e

situation. .

-This unit was tested at Ausjin O'Brien High Schooi,
~which is one of a number of Separate "Catholic" high
schools in Edmonton, Alberta. It is mgde up primarily of .
white Catholic suburban dwellers. There was one non-
Catholic in tﬁe classroom. I was allowed to "test" ﬁhe
unit with a grade éioss of twenty-one students.~ﬂ?here
were fourtee;\béyéyj:; seven girls in the class. ThiS‘was
‘the first year of high school for these students and the
class was composed primarily, of students from two schools.
One school was in the "north" and one in the "south."” The
’seatiqg argangement and bonds of friendship reflected ﬁhis
arrangemont. The olass, according to the'%epartment head

and the "regolar" teécher, consisted of students with a | /
wide raooe of abilities., " Ability was thought of in terms

*
of past academic grades. It was considered to be a "normal"”

. | . . N . N :
cdass with "normal" students. There was no streaming in ¢ ¢ RN

S

the school at this lewel, Put on the basis of pe:ﬁorhahce
here,, students were tolbe allowed to take or not take cer- "

. tain courses in the folllowing years. The students ‘were,

éqcording to their teacher, "very mark conscious.?lo

¢
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- Students from the north feeder school were somehow coqfir'

. dered, acocording to the "regular‘ teacher.gnd the students
from the "south," to be a bit "inferior" in terms of aca-

' demic perf%fmanceAand in terms their social status.
: ) =

bV

‘Like the large numbers of studerfts in schools today, the
members of the class,,according\ o the "regular" teacher,
were motivat?d to go to wuniversity, liked school, did what
they were suB%SEQQ to do; they wére cooperative, and saw
school as a place where:one could do.well in order to
"imbrove" himself or herself, and then”enEer into the
"real" world prepared for it. .It'was, with a group of
’ ‘ade ten students who Qere considergd to\bé "normal,

’ //N::althy, regular anaéian students that were positive in
their view of school" that I implemented this unit.

"It should be pointed out that this unit, as an
experimental unit, was of very shott duration. I felt
when the unit "ended" that we were really only just begin;
ning. Our relatlonshlp was %ust beginning to form and
another ten weeks would have added to what was beglnnlng to
happen. Time was a great obstacle to further success.
Another area of difference vggs thath %was the only one in

:(} | the school that was using a nnlt built directly on a
cqpcept of man and the world such as Freire' s.‘ I felt a
bit alone in the school' Thé\gxperlence, because it was

"tnew,'seemeﬁ somehow "foreign," to the students and mysﬁif,
eépeéially in the béginning; The students and myself, '\.

béing used to a more "tradltlonal" approaqh to educatxon,



N ally, would have been very upsettlng to-the way

10

sclf-creating, and\werc demanding of resgonsibility. This
the earli-

est state of the project in which confusion waf so common

He schoad,
t F

histories,

a feeling and response. The very structure of
past schooling experiences, the students, thei

myself, and my history were alsp.keadblocks to fuller

success for doing the unit. The unit was carried out

within a "banking" institution.ll This situation crea%eaf

further obstacles to greater success. . As Isaags points

vision of

out: ﬂProblems—posing education is no utopia
° i

Vo
Smd

later agting . . . nor can it peacefully co-ex st in alter- o

nl2

. Th}s unit existed, not in

native schools. n alterna-

tive:rhool,'but within the walls of the‘benking system.

School time tables, examination scheédules, school rules,

school regulations and elitist attitudes about students;

admlnlstrators and teachers existed 51multaneously w1th the

unit. Th;s conflicted with and prevented greater succees
In the very short time that .I was there, Vibrations were
beginning to be felt. As time went on other. teachers began

[y
!

questioning my presence more and more. It was observed

that the "atmosphere" in the class and with the students -

with whom I was worklng had seemed to change. I can see

.thgt eventually some klnd of confllct w1th ‘the admlnlsp ;

tratlon would probably have occured. The program,<EVentu-'

&, A _q  &

> 7' cﬁ ,i' ..

[¢)
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that the school was‘being run' at the time.\ The role of
the gu1dance counselor was already belng questloned by
some students and, although I see thlS as goBd problems
would have resulted eventually.

Another shortcoming of the upit may have been that
studé%ts‘did not move far éhough in tHe direction that was
soughtl However, a beginning is necessary, and with a
beginning movement eontiuues. Also, there were some stu-
deuts thet were effected very little, if any, as far as I
was able to discern. As attendance was not compulsory -
some of'the students rarely attended, and as a result .

.;had little 1nteractlon with the rest of the class or the

unlt display materials.

" Some Important Concepts
A} ' This section is devoted to a brief discussion of
'some key concepts and their relationship to each other as
they are used within this thesis.
Philosophy, curriculum, and’

/7 practice as related to each
other and to education

Any‘formal educational program,’I suggeSt, is built
upon three lnterrelated and 1nterdependent concepts.' These
are phlld%%phy, currlculum, and practlce._ Pract;ce is

4

classroom act1v1ty that goes on in-.the process of actuall—

-_zlng learning obJectlves. Currlculum is basically a state~

f_ment of 1ntended learning obgectives. In thls sense curri- ,5.*7f

[ ~culum 1s the v1ew of man which is held as desirable. ,:@(*' IR

P
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Curriculum states clearly a normative dimension of edu-

cation. A curriculum is a philosophy about man. Philo-

sophy comes in many costumes depending upen the pekson wh
is using'éhe terﬁ. For our purposes, phf}osophy is
foun@ation hpon which a curriculum-is built. Philosophy,

[ »
in providing a foundation, is the area where one looks to-

.

justify the view of man, the world, and what it is to be

human.

i
A concept of ed
T . :

It is my impression that it is not necessary to

s \ .
define the concqpt of education. - )

When we areltrying to express the meaning of a major
. concept of a sciencé pr. of our prescientific language,
a.concept like alive/ or man or machine, we cannot
expect to find a definjtion that éxactly translates
¢ the .concept 'into a simple conjunction of other con-
cepts, each|of them essential. Typically we shall find
it possiblekonlx to give a roughly equivalent descrip~
tioh, most of whose components look irrelevant because
their absence in a particular case does npt prove that
the term should not be applied.” But thig§ irrelevance
is illusory, for although no individual component may
be essential, (1) the presence of several such pro-
pPerties is often a completely adequate proof that the
term should be applied, (2) no properties other than
those given are relevant, and (3) the absence of any
one may count to some degree against the term's
applicability. ‘ X s
When it is particularly important to plarﬂiy"the
meaning of a term, the best procedure is the one"wh§ch
most effectively evokes the relevant linguistic ski‘l,"
- and that procedure is the presentation of a whole ‘|
context,’'not the weak substitute of definition. -Defi-
v nitions are useful as reminders, rarely as real trans- '
- lations; -and when a precise definition is possible, one
" may be sure. the term defined is either a new technical .
ferm or one not of great importance for scientific or
philosophical issues, or that the définition contains
terms sxactly as hard to understand as the original
" term.13 " R o . , e

12

¢

J
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The concept of the term "education" is such a term. "Edu-
cafion" can be seen as resulting from everything that an
individual ever encounters and interacts (consciously or =~
unconsciously) with in his process of human growth. This
can be categorized into formal, semi—formai, and informal
branches of education. Informal education, which consti-
tutes most of one's education, is Abt planned. It consists
of activities such as coffee shop conversations, television
viehing, goings to the pub, and other "non-regular" events.
Semi-formél educationd, to a degree, is planned, but the
outcomes are not rationally anticipated. It is exémplifiedﬁ
.by activities such as'church attendance, film societies,
magazines which are régularly read, and so forth.

» Schools are places where formal education takes. place.
Here one piens units and anticipates learning outcomes.
Formal education is a sitdhtion in Which there are people
hired for the purpose of teadhing. Teaching, in its most
basic form, is cﬁing'consciously in such a way as to plan
for "learning." " : .

Formal education, which is a small part of one's
total education, reflects a concept of man and the world .-
that is carrled by the curriculum and by 1nteractlon between

students and teachers. It might be hoped that what is

1earned 1n formal educatlonal programs is used in informal.

i
&

-‘and in semi- formal areas of educatlon, but thls 18 not
'necessarxly the case. The reverse, with respect to the

(%
other two branches (1nformal and seml—formal) of educatlon,
4 o

13
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is also true. All three are necessary to the life of an
individual. . .

¢

.Ba-nking education versus
problem-posing education

L1

Paulo Freire, upon whose concept of man in the world
this program is based, cla§sifies education into two cate-
‘gories. They are banking and pro lem'-posi'ng educationaé
approaches and each has an a,‘cc%}nying mentality assofi—
ated with it. Both concepté are elaborated Auporét some
length in the following chapter. However,wd'brief intro-
duction to theoconcepts is useful here'in‘order to acquaint
the reader with the terms. Both are necessary to an under-
standing of Freire and the pppioach which I wouldhlike’to
o;ffer as an alterﬁﬁtive fotr-education. .

One can conceptualize banking education. in. terms of a

*

mentality that‘f‘g;-eire refers to as "riarrative."l‘l"f;‘A rela-
S i OV S

" p .
tionshi{p between ‘teachers and students is creatghﬁgréb,y

.4 B N V ° W" % 4 54 Fxy

Mgner narrates "about reality as if it wexeamoz;;,??—'
N T‘. - ' . ., ‘ T3 -"ﬂ
static, compartmentalized, and predictable."‘%i,**ﬁtu—

o

SR
the task of being objects to be filled with this
i : , . N e

. kndwledge‘..t;hat the teacher is narratin

Banking education '"fbecomesv an act of depositing, in
' w,high ?e students are the depositories and the teacher is

the depositor'."‘ls, Students réceive from the teacher a
" 'regulated reality. As Freire states, "Implicit in the

O
_banking ‘coné'épj; j..s he adsumption of a dichotomys be;twgﬁen‘
~ man and the 'u'riorld:_ man is merely in the world, not with ~

. . N R . ) ) -
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the world or with others; man is a spectator, not re-
. 1117 3 3 - : T ld

creator, It 1s a view of man which John Locke wou

have agreed with as it is similar to his concept of "tabula

v

rasa" where man was seen as a blank sheet. Man, being seen
as a passive éntity, is considered to be well—educatedw$hen

ig\is seen that he is well adapted (passively) to the .

- current frame of thought.

Problem-posing education, on the other hand, sees

' \ v

education as beginning "with the solution of the teacher-
student contradiction, by reconciling the poles of the
contradiction so that both are simultaneously.teachers and

studehts."18 Here knowledge is not deposited}into the minds

—

of others, but instead "emerges only tgrough ﬁnventionﬁapd *&

hY
b
3,
.

hopeful inquiry men pursue in the world, with ihe world,‘ N
wl9

} ..
re~-invention, ‘through the restless, impatient; contlnglng,\\

‘Education in this geﬁse is based \\\

and_with each other.
\

on movement toward what Preire calls coqsclegtlzacao
C e . 1 R

r consc1ent;zatlon"-—unfortunately). *Cons‘ientizacao S
_ Wonsel e
! N 1

. . - C N ' ,
refers to learning to perceive social, politital, and
economic’céntradictions, and to take action against the

20

oppressive elements of reality." One can see that

}pass1ve adaptatlon to a: regulated and- pre-determlned

#

reality is in dlrect opp051t10n to the concept of problem—
posing educatlon. 'a, - a

iR‘problem-pos;ng educatlon, stﬁdents and teachers |
seek to transform reﬁflty tpgether, rather than So adapt to“

1t. Problem—p051ng education seeks to challenge E%ople to

4
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critically cﬁ%éte themselves with the world in which they

. 1
¥

find themseLMes. Freire states,

Problig{ sing education affirms men as beings in
the p ss of becoming--as unfinished, uncompleted
beings ‘In and with a likewise unfinished reality. :
Indee in contrast to other animals who are unflnlshed
but ngg historical, men know themselves to be un=
finisHed; ‘they are aware of “their incompletion. In
this incompletlon and this awarene3s lie the very roots
of education as an exclusively human manifestation.

The unflnlshed character of men and the transforma-
tlonal character of reality nece551tate that education
“ be ;ﬂ ongoing activity.2l :

-
-,

While banking education refuses to allow man the

freedoh to deoiée and to”create; and treats men as objects,
prob ems-p031ng education is directed towards all becomlng
subjects in the process of decision making through their
own creatlon of the world. Problems-p051ng educatlon is
also based on a concept of humanlzation with men. ,Jt
realizesfthat "aﬂmanlty, however, cannot be carried»out in

1solatlon or 1nd1v1duallsm, but only in fellowshlp and

solldarlty,,. ; ."22 k .

SO
‘ Frelre s concept of dlalog‘e

4 " . A

Problem- osxng dlalogue is subjects (teachers ‘and

\ students) dialoguing with each other as equals. It is held
n23

khat "meh teach each other, medlated by the world,»... P
A -

»
All are respon51ble in teaching each other.. Diaiogue is.

' based on words.; Freire states, ";>. ¢ within the word we !

/'fflnd two élmehsions, refleotlon and action, in such radlcal

. ;-1nteraction ¢hat 1f one 18 sacrxfiged--even in part--the

W24 :

"other 1mmad14tely suffers.} . For Fr;'re, "DlaLoque 1s the

g ..: ,_y

i ;{ . IR : . . . - REEE IR . )
K - . EEPRA : TR . e s
Voeagl . ! P . . . - - Tl et T : ) . . .
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cncounter between men, mediated by the world, in order to

25

name the world." Dialoque is necessary ln Frelre s

approach for education, as 1t.%s through a problems-p031ng
. 4
*approach that comscientization occurs. 'Et

Throngh di#logue men are thus able to create their

- own’ humaness as they name and transform the world Dialogue

L4 v x

When’;

~people dialogue with each other, they are seek-ng truth.agd
knowledge together, they create it. Dialogue is necessary:
". . . authentic educatlon is not carrled on by "A" for "B,"

or by "A" about "B,"-but rather by "A" with "B," mediated

by the world--a world which impresses and challenges both

\

E;r\S‘hparties, giving.rise to views or opinions about it‘“26‘
i .

m-«ﬂe belleves that men must sruggle together. inm
order .to create ‘human llberaﬂﬁon. -Liberation thus is. a
state created in conjunction Wlth ‘men dlalogulng w1th men |

in the;r transformatlon of the world. The opposite of
’ o . ' .

llberatlon is oppre331on. For Freire, ", . . oppression iS'

w27

domestxcatlng. In order to escape an oppresvae condi~

-

tlon, men nﬁét transform themselves and the worid through
thelr praxls. Frglre sees the praxls of man . 1n terms of

| ff“.'.:, reflectlogiand action upon the world in order to ﬁﬂﬂ
"28 Frelre thus v1sua11zes a contlnually
: . I

interacting man-world relatlonsﬁxp.‘ LT /

; transform At.

In the process of this 1nteraction men must dlalogue o

,..

thh men.' Frelre presents a. vision of a man-woyld 1nter->G

dependency, whereby men mns confront their world crltlcally

L2l

,}‘
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(reflection) and then act (consciously) upon that world.
Man intervenes upon the world' through his action.
&
Meﬂ achieve praxis /as they recognize themselves as

beings in the process o change. In recognizing that change

is a process of thelr creatlon, men are able to liberate
L -

~tbimselves through thelr ;ctlon.

/ - .
) '-It cannot be stateq strongly enough that praXLs is a
.continual state of being fof men. Every situation from
whith men free themselves gi rise to new condltlons, new

llmat—81tuatlons, and therefore gives risé to new llmlt- f

actions. For Frelre, man's fYocation in 11fe is to«create ﬁz

his humaness. To create C nditlons Wthh deny man's praxls

AN

is to be oppressive. Man must therefore strlve to regain
v 0 :

'

this state of praxis. Man's nature is thus seen in terms

*
.’

/;of-praxis. For man to be truly human he must recognlze

himself as a belng in praxis. Any other conditions under

which men live’are*dehumanizing and oppressive. : N

¢
° - - . .

Codification-decodification

g

Another sub—concept whlch is necessary to problem—u
. Y
Posing educatlon is that of codlflcatlon and decoﬂificat on.

Frelre visualizes man- ds an hlstorlcal belng.j Man there-°

4

fore, is able to tr1-d1mensxonalize t1me into the past,

'the present, and the qupre..'Ihls abllity allows man the’

pOSSlblllty of crea'“' '**hal units. For Frelre,_"Anf

c epoch is characterized by a complex of zdeas,lconcepts,

hopes, doubts, values, and challenges in dlalectlcal,dnter-'“

e

Az
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actioﬁ\With their  opposites, striving towards plenitude."29

Freire continuesg, qtatihg,
The concre@Z r%presentation of many of°these ideas,
values, concepts, -and hopes, as well as the obstacles
which impede man's full humanization, constitute the
themes of that/epoch. Thus, historical themés are
never isolateJ, independent, disconnected, or static;
they are always interacting dialefftically with their
opposites. The complek of interafting themes of an
" epoch constitutes its “"thematic dhiverse."

. 'J ' " . A
In the contradicto nature ©f the "universe of

3
.

themes" one £inds those who® seek to maintain a giveh
. v i N . .
structure -and those Who seek changei "Themes both contain

- d

~and are contained in limit-sitliatidns; the tasks they imply

require lix‘nit--acts.:a31 If men are to liberate themselves,

¢ -

. they must uncover and recognize clearly and critically,

themes, and the limit-situations and limit actions which
exist. In the "battle" between opposing forces various .
themes often tend to become mythicized and lose much of

their significance. When men are able to identify and dis-

LI

cover themes. they are ﬁétter able to‘.fQ'scend themselves

.

and to try new approaches to limit-situwations.

- s >!

it is essential'that ways exist whigh allow for men

/ [

\go discover the themes of an, epoch the 11m1t-51tuatlons,

nd llmlt-acts which can SerVe thelr liberation. Freire

states,
This dialectical movement of thought‘;s exempllfled
perfectly in the analysis of a concrete, existential,
-"coded" situation. .Its "decod;pg”ﬂrequlres mov1ng
“from the abstract to the. gbnosétes}: this-requires
‘movxng from the part to the whole and then returning
.- tq the parts,Jthis in' tut redu.

, \ires ’ ‘that the Subject i
., recognize hlmSelf in’ the ojbeat;(the coded concrete




existential situation) and recognize the object as
a situation in which he finds himself, together with
other subjects.

Thus, codification can be seen as presenting a picture, a
draw;ng, or somethlng which represents a situation which

exists in concrete terms. The process of decodlflcatlon,

then, is to critically analyze the coded presentation.

Thematic fan

In order to offer various possibilities of analysis
in the decoding process, the codification should-be
organized as a "thematic fan." As the decoders reflect
on the codifications, the codifications should open
up in the direction of other themes.

Themes, and a "universe of themes", as found within
an epoch of moving time, must be identified by the Subjects
through dialogue and codi fication-decsdiftcation. A con-
cept of wholenéss is crucial in problem-posing education
and themes must be tied together into a whole. The concept
of a thematic fan allows for themes to be tied together in

such a way that the whole is maintained.

The first codification is essential in that it pro-

o

vides the core from.whiclkr a thematic fan is created. There-

[ o
;fore,‘all themes are‘pﬁt into a cortext so that the whole

. R . . .’ .
picture of reality in which men exist is maintained.
’ .

Annunciatioﬁ-denﬁnciaﬁion

The concept of.apnunc1at10n—denun01ation is also
necessary to Frelre and is derlved from problem-posxng
education. Frc}re says becomlng human is an ongoing pro- -

cess. One will note change is essential. Annunciation-.
. NG

20
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3 ‘ﬁ\ﬁ; Y dPe. A peraon is able to create a

' ":: “’ "“(‘,'_"”i& - o
2 }
new vision': f‘@ﬁ Lty MC announces this vision. At

“"‘.

the same tlmeﬁhegdenounces an old reality. Part of the
'process of humanjzation is the realization that the annownce-
ment is already old.and must be aenounced in order to allow
for human growth.
Annunciation—denunsiation comes out of the proocess

of codification—decodification, as men are able to identify,
create, and.re-create the world. as Freire?n ates, "By
stimulafing 'pegéeptiqn of the previous perfeption' and
'Hnowledgé of the previous' knowledge,' decoding stimulaées

the appearance of a new peréeption and'the development of

34 It is in this process that, at the same

new knowledge."
_time, annunciation-denunciation occurs and continues to.
-occur as the process of stimulating new perceptions and new

knowledge continues.

Review of the Literature
This section is organized, for purposés of convenience,

into four parts.

1

tharature on education and change

There is very little llterature available that reports
on programs that have been developed based on Freire. Most

. ,Of the people with whom Freire and his followers have worked

a

have been illiterate..

E-

Chile has implemented, in Some areas, programs based

21



on Freire. A Uruguayan team published a book entitled
- . K ) =

Se Vive Como Se Puede ("You live as YOjégan“935 Which
reports on the results of their efforts usino Freire's
approaclt:. The examples of pProjects Freire mentions in

Pedagogy of the Oppressed, and the Success he was having in

Brazil, indicate the potential that his program offers..

In July, 1952, Freire was in Tanzania, sbeakihg with
the "Institute of Adult Education."36 He was speoking about
the creation of progepms which could build upon.the ideology
expressed by Julius Nyerere as TANU party policy in his
speech, "Education for Self-Reliance, ">’

Even ﬁhough much of Freire's work has taken place in-

‘rural areas of Latin America, parallels of oppression are
alsc evidemt in North_ America. North America is in need of
a change with respect to the direction in which educatlon

and schools are mov1ng Frledenberg,38 Postman,39

Goodman,40 Sarason,41 McLohan,42 g. Bdﬁﬁmioster Fuller,43
and Reimer,44 are but a few of a growing number of people
who afe(ggcocating change in education in such a directioo
that it Qiil concern itself-with people who are in a pro-
- cess‘of becoming. : People such as Her%srt Kohl,45 James
_Herndon, % ang ‘George Martell47 are bui a few coomitted
educators who have tried and are trylng to create educa-
tional programs which will change ‘the dlrectlon of educa—
tion. None of them have, .I be&xeve, ‘been as radical in
their critique as Paulo Freire.
. ) .S
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- standing of ‘the structure of subject matter.

. '

Some literature on curriculum-
development and change \

/

At a curricular level there are growing numbeys of

people who are advocating change. They are not, I believe,
changing as far as Freire suggests, buﬁ they are changing
from earlier positions. 1In comparing some state ts made

by men. in the field of curriculum in the early 1960's to

<

‘statements made by these ‘same men in the 1970's, ond sees
g » 2

a remarkable change.
In' 1962 Fred Wilhelms stated that "The arch that
bridges the gap between the~iearqer and the discipline is

the growing idea of brjnging the child, from the beginning,

/048

right 'into the discipline. In March of 1970 Wilhelms

had changed his position and stated, "The fundamental mis-
take we make.over and over is to start with subject matter

of the disciplines."49 )
‘Arthur Foshay,-in 1962, suggested that, .:

It is the disciplines behind the subject matter that
contains whatever life is there. I think what we
should look toward is the development of a whole
series of new subjects, with old nameg6 history, -
geography, mathematlcs, the sciences.

By 1970 Foshay had also éhanged his posxtlon and was saying,

To the degree that we allow the school Currlculum

to be dominated by the disciplines proposal, we fail
_to offer the opportunity to become more than sugfr-
‘ flClally acquaintéd with great public problems.

In Process of Education, Jerome Bruner stated, .

"Learning should be‘desighed to produce'geheral under-

32 14 1971,%

Jerome Bruner, in a speech given ln St. L&ﬁ#s, Mlssourl,

a0
o
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indicated a change’in emphasis: "I would be quite satis-
fied with de-emphasis on the styucture of knowledgé, and
deal with it in the context of the problems that face us.
We might put vocation and intention back into theoprocess,
of education."53

One needs only to compare these statements made in
1960's to the ones made in the 1970's to see that people
in_Epe field of curriculum are chahging and realize that

S

education is in need of change.

The New Alberta Social Studies Curriculum

In Albe&%%j\fﬁgﬁg;;artment of Education has realized

that change is a necessary requirement in education. 1In

'creating the "new" Alferta Social Studies Curriculum, an
emphasis upon change is basic. The "ne&" curriculum is
eméhasizing the valuing process and as such seeks to create
educational_programs which encourage people}in "becoming

characterized by a value or valuelcomplex."54 The process

of beéoming human is thus a foundation upon which the "new"

4

curriculum is built,

Paulo Freire and education

. Paulo Freire is currently worklng as a consultant
w1th the World-Council of Churches in Geneva. His back~
'grou.nd as a radical in the field of educatn.on ds flrmly

:establlshed It is only within recent years at@Frelre‘

has come into focus 1n North Amerlca. Orlginally from

Brazil Fre:.re spent several years in creating an educa- J

v

W
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tional program which hg has used, primarily in literacy

campaigns. His work in\literacy campaigns was based on

a belief that "hsn/éduca

55

each other through the medi-
ation of the world."

Freire was succ ful in revolutionizing educational

process to the egree that, after a military coup in 1964,
the new Br52111an governmenb ]arled him for seventy days
‘He was then forced to leaveiBraZIl and he went to Chile.
..He worked there for five yedrs before going to Harvard
Un1ver31ty for one year, and finally came to  work wrth the
World Council of Churches.

For Freire, education, change, and the concept of
‘human beings as becoming are ihterdepeqdent. His is an
educational aporoach that is in actuality an'approacﬁ to
;iving rather than a rigid schooling technique.; His educa-
tional program is built upon a belief that.fan ié in a'
constant state of change, and it_is through man!S'change
that he is able to create his culture and his reality. It
is a belief that man, throuéh creating his,reality'and
creating his world, is able to become free. The educational
~program that Freire offers is revolutlonary ‘and radical, He
is advocatlng a methodology based on men dlaloguxng w1th nen
through the wor&d, in such a way that they are able to

-reflect and act upon that world in such a way that 1t is

transformed as their creation.
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CHAPTER II
‘ E

TOWARD A VIEW OF MAN

The New Alberta(SociaIIStudies Curriculum

-

In Maf‘of 1971, a "new" Alberta Social Studies Curri-
culum Guide was pﬁblished by.the Alberta Department of

Education. This "new" curriculum was necessary, according
y

to its creators, "because some very difficult decisions

56

face today's young people." It is believed that now,

more than ever before, each youth has "the opportunity and

the responsibility of choosihg how he will live and what he

willf;iveﬂfor."57 o

The valuing process is considered, in this new curri-
culum, to be the major activity of social studies students.
Students are to be encoﬁraged to considei not only what
exists,vbut also what.should exist. Secondly, the new
curr‘igulum has stated that flexibility?ifs one of its hal}-
marks . ‘ o .

Objectiveg and content prescribed PR are stated in”’
the very broadest of terms, as it 18 desired that-
teachers should plan learning”experignces which are
important in terms of their lives. ' .

L} . . * » L] 4 . L]

" The values orientation and flexibility of the new ,
curriculum imply a definite de-emphasis on "covering"
knowledge. . . . This is not to say that such know-"
ledge is unimportant. =~ /ff” g '

. e el e .

Knowiéége should bé "ﬁﬁcévéréd“vnot for its own sake

“fW but only as it is needed. when students are engaging _

« o ¢ ® e o °h e e e e



in the wvaluing proces.

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

Social studies classes must become a forum in which
students merge reason with feelings.>8

. (3
To me, the aims of the above curriculum are valid ones.

An educational curriculum which is built upon a foundation
which "invites free and open inquiry into the definition and
application of individual and social values"59 is worthy of

considerable attention. An educational curriculum which

-

—

strives to ". . . serve the humanistic goals of education by
offering students ekperience'in living and not just prepa-
ration for living. . "800 s a worthy one.

To continue, an educational curriculum which encourages
students to take the "opportunity to make Ehis world a more

61 deserves recognition.

desirable place in which to live"
It has been my observation that this curriculum is

being criticized by many teachers, parents, and other citi-

; Zzens beéause of ité lack of substance. 1In a'sense, it is

seen a tempting and tasty ‘pie crust with no filling. With

this crjiticism in mind, I thoughf some exploration into

developing and ﬁhen providing some "£filling" to the curri-

culum would be desirable”since the curriculum seeks to foster

a relationship bétween students and teachers whereby they,

together, can transform the world into a more desirable place

‘in which to live. It'is held that

There is no such thing és_a.neufral educational process.

Education either functions as an .instrument which is

used to facilitate the integration of thé younger gene-

‘ration into the logic. of the present system and bring

about conformity to-it, of it becomes the "practice of

- freedom,” the means by which men and.women deal criti-

\

v e
o
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cally and creat&vely with reality and discover .how
to partlclpate in the transformation of their
world.

The new curriculum aims in its professions at least,

to foster the second alternatlve. Having aims this noble

L

leads me to support this curriculum, and to erefore
assume a responsibility to lessen, to some djgree, much of
the criticism that is directed at it.

If schpols are to have "edgcation" value (in the sense
that the new curriculum suggests) one must then conceive of
a kind of an education which becomes the "practice of free-
dom."®3 : ' |

A primary concern of the "ner.curriculum is with
people and the valuing process. 1£ is a_ofemise of this
paper thatlthe way people see the world and interpret it is
often in contradiction with the way that people who holgd

\

power tell them to aee it. Also, it is often in contra- -

" diction with the way other people think that the world is

seen and interpreted. One must always remember that man is

.. being that lives not only in the world but with it as well.

Man has reasons for acting as he does. Actlon is based on |
|

reasons, which are found 1n the conceptual framework from

-

which that actlon 9pr1ngs. | .. . ‘

' Schools Today

It is essential that, before profferlng cnrricular

'support and assistance" to the new curriculum, 1 Took at the

concepéual framework that exlsts in schools today and then

28
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examine the conceptual framework upon which the "new .
curriculum is to be built. As Paulo Freire states very
clearly: "Every educational practice implies a concept of

man and the world."64

It becomes mandatory not only to
examine educational practice, but also to examine the con-
. ception of man and‘the world that is implied by the practice.
It is necessary to do this with what already exists in
'schools and also w1th the unit which I offer as an addition
to the "new" curriculum.

?eday, schools are places where "the way tﬁings are"
is, in theory, "transmitted" to students. It is held by
some that schools in an industrial setting shch as exists
in Canada are places where students are giveﬁ ﬁhe oppor-
tunity to learn the "rules of the game" and theg enter the
larger ;ociety and compete. In a sense,‘one can see schoolsl
as representing micro-communities Which are built upon a
model of the dominant macro-community in whlch people are
11v1ng. The schoo% can be seen as an 1mportant place where
a child learns to become a soc¢ially 1ntegrated and succesful
member of that soc1ety as it 1s. ' . :

In an article by Peter_Marln, three fundamental blocks
which schoo1s are bhilt'upon are discussed' He sﬁggests
that schools are agents whose duty is to make a child into
somet@;ng that is "gooa" and socially useful in that society.'
This is-all to be done w1thout questioning whether»thev
soc;ety which the child ‘is to fit into is geod" or one ':’

E _which is useful for its members. Marin suggests that schools

—
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assume that children must be trained and that through a

common schooling experience various childreg,wiiﬁ'different
]

“histories can all become of "smooth consistency! and

. ( )
‘%quelop a good "Canadian" character. Finally, an indus-

b
trialized state requires people who are "technically capable

. . 6
but relatively dependent and responsive to authority. . . J >

Perhaps a conspiracy (after a fashion) exists between
various industrial (societal?) needs and the,schools. Thus

a "good" student is one who does_not challenge the game; as

he has accepted and inéernalizeﬁ.it completely. McLuhan

once said, "We don'® know who discovered water, but we're

prett asn't the fish."66 Successful students,
livig Ficature of society, accept the school system
5 < |
so ful ey do not see the de-humanizing situations
¥ w67

_helr lmmedlate living situations. Stu-

~

’ sed to play thls school game" - Qx”}earnlng
ideaiize ys of theoretical living and then enter (soc1ety?)
- to operate in the way in which they have

learned’ ,nfb operate in school This wav they do not see

the coné,ullctlons that exlst between their ideals, hopes,

asplratlons, and values, and the obstacles to their attain-
%,

ment whlch sxmultaneously exist within the comm ;ty. ;If

futther would suggest tggt there are no contradictlons and

that by operatlng wlthin the rules" one will be able to E

achieve what one WAnts. '

%ti This,' of approach which I have-suggested exlsts

e e

between ;ﬂJ ! ols and the wayzin which people are treated,//// 



seems to be a clear example of people belng &@amdégca@_-
Yories ad’as cb jects to be nunlpulatedso that they can fit into
a category (job?) when/if they are needed. It is a,mecha-d
; nical and robot~-like approach to people .o |
Real living 81tuat10ns are 1gn0red while imaginary

'1ssues of importance are exaggerated An example of this

rl .
can be seen in James Herndon's book, How to Survive in Your

Native Land, when he talks of a dog ‘in the classroom and

how this dog (a living reality) interrupts an "Egypt

n68

lesson. This approach to students is, in essence, a

static approach. étudents are not expected in interact,

but instead are expected to react. "Good" students react
“properly" and "bad" students react‘"impnoperly.” People
who are deemed as "bad" must somehow be dealt w1th by the

school, 31nce it is recalled that the schools exlst as a -

e

' place to prepare students to think and act "properly" so

that’ when they leave school- and enter the so—carled-"real"‘

[ 4

world,_they w111 know how to function and make it"™ within
; . _ P <Y
i Nk JURE S

i

s

that soc1ety.

One could, in fact, look at schools as if they were

“modern corporatlohs. They are systems which es abllsh\fzil

y tracts between’ teaqhers'(bosses) and

udents (workers)

The corpbration school 1s chagpcterlzed by_ oﬁplex time

hl'tables, specialized materlals for‘fpeCLalized 1Vstruction o

B wh;ch rs to be taught by specialized instructors who are

experts“ in their field. V”The whole attfgahe of the .;»~

EY

31

b "Gschool is. or&ented toward planning and rationalization and \‘;j S
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and toward the employment'of-specialized skills -and tech=
nology."sg'wAuthority is distributed systematically
thronghout the corporation sohoollby a graded hierarchy.
Impersonal‘relationshfpsqand limited purpose associations
are common.. Students are placed into a variety of groups,
are constantly being re- asses 4 and are diffusely asso-‘
ciated with the rest of the "team" which they wOIrk for
‘withih the corporation. The corporation school presents
a view of society where "1nst1tut10na?ized processes of
change and innovation play a greater part than “in societies
of the past. w70 . , ‘_ | | 4

N . . _

It is thus obse%ﬁed that schools’ have a jOb to do and
that(there are those who make that Job easy, and others,
th are 1abe1ed trouble makers or poor or def1c1ent stu-

. dents and they make the, Job dlfflcult Hence, we have .

w1tnessed the rlse of a large number of programs to meet R

andsdeal with the "needs" of these bad students. For
At example, the University of Alberta has educatlogal psycho-

logy programs 1n "spe01al educatlon'" the Department of '
H Educatlon Foundations has a program deallng with, “Inter;
o cultural Education°“ the Departments ofiBecondary and

Elementary Educatlon offer courses on working with those

< . who are *culturally depr}yed, ‘and the Department of

.Educational Admlnxstrat;on offers a- course on admxnrstra-
’on of "intercnltural 51tuat10ns. Rand Corporatlon has o

dev' oped specxalized readlng‘knts.; Behav1orists hGVe 5
r \ : .

create‘ teaching machihes with mechanlzed “correct" answers

& . Ty
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to li&ing (?) problems. Much of this specialized materiali
whlch is taught by e;berts who have had Speclallzed
tra;nlng, is directly aimed at those "bad" students. The
student is often told by an agent of the school system,
such as a couhselor, that he is "deficient," perhapa in
reading, mathematics, or language, and needs help by a.
specialist.

Suggestlng to that person that he is def1c1ent 1mp11es
that the person is sufgerlng from an illness. The task of
‘the schqol then becomes the task of the doctor. If the
person is ill, he hust be cured of the disease of "faulty
language or reading."

| The examples just describéd arc all things thgt one
can see and hear in practice in the relationship that
exisgs bétween schools, industry (?), and studeqté?~ There
are seheral models that.oﬁe could use in order to analyze
these SpelelC practlces and programs.

Oppressed people in the third world, céloﬁiged
countries, and students have met the situation of which I
.:speak in a variety of ways. Focusing on students, one sees
th?se qho_simply wait'and pasaively.sit through school,
those who eause,tragble and are labeled as "trouble—maleré;m
thosawho "try to make the best of a lousg place" and attempt,
to use school as a place for social affairs and those who
f’coqyert and‘accept the value of the dominant tpstltutlon.

It is often the latterﬂ%fbup of people who become the new

Ltiecruits to elite positigﬁs within the system and thus

i



become the "new agents of the old repression."7l f
.

'o sl

In looking at students generally one sees students

operating within a matrlx that Freire might call the

”<Q<iture of Silénce."72 This means that people, trapped

he situation feel powerless to act, to cre;te? and to

name their world. The student becomes a person who exists
for another. He is not a marginal man, or a pérson on the
"inside circle," but.instead a person who is being used by
othérs so‘that they can:.gain at his expense. fhe stﬁdent
N becomes an.object of ownéfship. Those who do not acé pro-
'pérly are subjeéted to "Eounselors" and special programs
in an attempt<to bring them into the fold. Students are
‘People who h;ve become "oppressed within the system "

" The culture of 81lence 15 manifested 1n many areas of

5001ety bhesides the oné . found in the school-student

relationship. The‘oppressor—oppressed relationship can be

seen in other areas such As_bosq:worker, man-woman, and
black-white. The school exists for itself, @ﬁiie the stu-
denf exists for the school in this relatibnship. lStudents
who are deprived of the right to make decisions and to
create meaning in thgif'ﬁorld can then only-achie&e "suc-
‘cess" by echoing the words that they.are to learn.
The picture that I‘have painted to this point is a
'bleak'one, and perhaps I should'add some colour to thjs-
- view. One must':emember that if man is in the world and
élso with it, he can overcome limit-situatiéns. E '_

‘The process of men's qrientétion in the world in-
volves not just the association of sense images as

R .

34



35

~»

for animals., It involves, above-all, thought

language; that is, the possibility of the act of knowing
through his praxis, by which man transforms reality.

For man, this process of orientation in the world can be
understood . . . only as an event in which subjecti-
vity and objectivity are united.?

Living within the "culture of silence" and being
alienated is not toe only way to relote to the current
epoch, for the reason that man has the potential to know and
to live #Mch that hé i capé?le of creating history. Man 3
can, to'a degree, detzzh himself from the world and think
about it and then act to purposefully change it.

-In spite of attempts to prevent it (via such tactics
as divide and rule, manipulation, and cultural invasion)
-cracks in the system a;evappearfng.- People such as
Friedenberg seem to feel that "a serious polafization'seems
- to be happening in America. . .."?5
Tho decade between America's decision to land on the

moon and the actualization have been turbulent years. As

Norman Mailer states in On a Fire on the Moon:

Four assassinations later; a war in Viet Nam later;

a burning of Black ghettos later; hippies, drugs and
many student uprisings later; one Democratic conven-
‘tion in Chicago seven years later; one New York school
‘strike later; one sexual. revolution later; yes, eight
years of dramatic, negg-catastrophlc, outright spooky
decade later . . . _ .

In Canada one could note igsues_of acgimilér nature, such- as
the War Measures Aoo, the rige of Cdnadign Nationalism, con-
cern over a po%siolednational energy policy, and Northwest
Territorial'development contfoversies. The approach I have

s talked about Wthh is being manifested in the schools has /5
. SN
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missed something crucial, too. That "something crucial®
which is being missed may be actually aiding in the struggle
which will allow men to strive toward overcoming limit-
situations which confront and challenge them,

For me, the question becodgs one of looking for the
iicept of man (students) held by the school system as the
schools currently perform "school tasks" on (with) students.
In practice, schools-students relationships demonstrate a

L
dehumanizing and unequal interpersonal situation.

Banking Education and Schools

The particular kind of relationship that exists is

“what, Paulo Freire would call banking education. A banking

system of edication is one in which:
"(a) the®teacher teaches and the students are taught

"(b) the teacher knows everything and the students
' know nothing

"(c) the teacher thinks and the students are thought
about

. "(d) the teacher talks and the students listen--meekly

"(e)'the teacher disciplines and the students are
) disciplined .

“(f) the teacher chooses and enforces his choice, and
* the students comply

"(g) the tegeher acts and the students have the illusion
of actlng through the action of the teacher

" (h) the teadher chooses the program content, and the
students (who were not consulted) adapt to it
"(i) the teacher confused the authority of knowledge with
“his own professional authority, which he sets in
- opgosition\to the freedom of the - studentg ,

ix - \
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"(j) the teacher is the Subject of the lgarning process,
while the pupils are mere objects."

This pérticular method of teaching offers a curriculum
this ig@derived from the mihds of a dominant power. Stu-
dents have no input into what is to be learned. Information
is‘to be deposited into the minds of students as one would
deposit money in a bank. The person who, however, holds the
"knowledge"--the tea&cher--may demand at will that thg stu~
dent repeat%gack to him yhat he has 1earned. Even the know-
»ledge that is learned does not become the learner's, as it

is still held in the hands of the dominant power. A student

« is never able to create knowledge. The student is the "ob-
, Ject of the process . . . and not its subject."78 ' People

are seen as spectators, rather than as creators and re--
creators of the world in which they live.
Man iénseen as a reactor and as an adaptor to situ-
- ations he encounters. Here is a system where the "teacher
replaces the Oppressor, as Subject; the student takes the

place of the oppressed, as Object . . . they are locked into
these roles by their institutionﬁl setting."79 Thus a
subject-object relationship is firmly established, Students

-~
- *

‘are rewarded for answering the questions they are” asKed.s,
. . ) : . Y -
According to Friedenberg, students ari taught the."experi-

Faxp L i

ence of being a sc*ool chi1d."®0 1t is é\ééoéeés of educa-
o tion which never alllows for the question, "Why?" to be‘=

asked. ' Thus the schooled person ié‘"reduced to animal exis-

n81

. Qﬁieﬁcez ‘adaptation. The student receives his information

37



from prcpared materials which do not relate to his socio-
cultural rcality. Tt is a view of man which is frozen.
Ans&crs are definite ana permanent, as if they were time-
less. It is as if the»feacher, almost by magic, holds all
of the answers and déﬁgfés them before the students to learn
and to memorize. The ?@diafing object or the display mate-
rial which exists between the teacher and the student is
chosen by the teacher. His task.is to fill the student with
" knowledge. When one looks at textbooks today it is often
seen that the answers to "all" questions are found in ghe
"teacher's edition" which students cannot see. The very
.fact that "answers" are in .the book indicates a static
approach to knowledge. ' One immedjately sees a concept of
man which conceives of his mind as void and'blank. It is
sigilar to John Locke's idea of tabula rasa. Upon closer

A}

Q. . . s s - .
examination, however, it is even more serious, as the person

is viewed as one whose mind must be filled with “"correct"
‘information so that he will not do anything or think any-
thing that is "1nc9:rg¢§m" Purltanlcal elements of "natural

. i
sin" ‘and man's evilness are, it seems, blended with the con-

cept that man (students) must learn an' "absolute" truth.
‘ " An Altérnative
There are alternatlve approaches to aducation. - Charles
. Isaacs has stated "that no educatlon is neutral can no longer

be dlsputed " Perhaps he is also correct when he says that R

"the truly subversive potential of education generally
B : RS . _ R _ |



—~.remains unexplored."

i
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Continuing, I would like to present an Approach to
education, bésed on Paulo Freire, which éould‘work as an
educational endeavor for man to live by; Freire's model of
education is more than methods of teacﬁing; it is instead a
thrée-pronged approach to education (theory, curticulum, and
practiéé) which, for lack of a better term, I will'call a
'p;oblemeosing dialogue" approach to education. There mﬁst
be people who are committed to the concept of man which is
held- by this educational approach, the curriculum which fol-
lows must be consistent with the theofeticai.frameﬁork in
which it exists, and finally, the techniqués (metho@s) must
be consistent with the theory and the curriculum. In
diagramatic form on can picture the fdllowing.

Theory

EDUCATION : 7z \
Curriculum WPractice

The "real" educator must adhere to and believe in this par-

/ ! ' A . .
ticular program, not only in theory,’but in practice as well.
This problem-posing eddcational technique should now be

examined at some length. I would like to discuss not only

what the techniques axe; but to7ﬁlso involve myself with the -

Y,

conceptlon of man that is offered when one attempts to 1mple-
ment this partlcular ﬁ?bgram. |
Arr1v1ng at a technlque called a problemrposlng one

beq1ns W1th contradlctions. Choices must be made. ’In
1

’ creatlng an edudatlonal program one must take . 1nto account

39



the various conflicts which are found:
. . in the ‘choice between being wholly themselves or
being divided; between ejecting the oppressor within
or not ejecting him, between human solidarity or ali-
enation; between following prescriptions or having
choices; between being spectators or actors; between
acting or having the illusion of acting through the
action of the OpPpressors; between speaking out or being

- silent, castrated in their power to create §e—
create, in their power to transform the world.
Problems-p051ng education in practice also implies

a theory or a concept of man which is held by the educator.

One must look at problems-posing education in the same

light as one looks at banking education and to consider the

implications about man and the world which manifest them-

selves in practice.

A cornerstone upon which problems- p051ng education is

built is the concept of dlalogue with the people with whom

one %9 working. Thus, in looking at a problems-posing form
ef eaugation, one may witness the following kinds of prac-
;ices,\ideas, and relationships: (1) Problems-posing edu-
cation “utiliZes the contradictionsuof the peoplesoexisteq-

tial, concrete situations to pose that situation as a prob-

lem . . . The society now talks of the image of a chal-

40
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- lenge, to be'resolﬁed both intellectually and through action - . ..

by the ‘peopl 84

.(2) ‘he teacher, instead‘of workihglih opposition te
the student, works in diaxlogue with stpdents establxshlng a’ r"
teacher~student and student-teacher relatlonsth
(3) As a collect1v1ty, each with their unique ‘skills,

"

abilltles,_and<3now1edge, the teacher-student and, students-
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teacher work to "codify" and then "de-codify" concrete
situations, and to discover themes found in that particular
situation which relates to a‘larger totality.

(4) The students-teachers must "first teach the

N

teachers who (then) re-present their vision of reality-now

posed as a problem."85 q

(5) Students (all pPeople) "engage in the task of be-
coming mo;e fully human through :ransformation of the world
as they'are able to more criticélly look at their reality
void of many of the myths which exist about it. This is

done through the process of codification and decodification.

(6) Problems-posing education is dialectical in A;ture

S
3

as it "flows back and forth between teacher-student and
Students~teachers, school,. and society,.the abstract and
the concrete."86 ‘ |

(7) All are fuli participantsﬂ Subjects, and all are
,"encouraged.to chart their own pathi"87 in the process of
decodificafion,

(8),Mechanics of teaching are only important to the
degree that they enhance dialogue between Subjecés who all N
fully respect each other.

(9) Problems—posing education is not a vision of some-

‘thing that will occur after an oppressive situation is

resolved.

o .
r

(10) Problems -posing education "is not a system, but .
rather a project, the scope of whlch depends upon the partl-

cular cxrcumstances."88
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(11) Books, and other materiais are not the Subjects
of education, the patticipants are;

(12) Consciousness of and action upon reality are
inseparable parts of.problems-posing education as anscioust.
ness tomes via objectification of ;ﬁd then thrqugh acti
upon the world. (Codification and decodification are ‘?P
necessary elements.)

One sees that it is not a project‘that can be
attempted by all peopleu "The educator's responsibility as
conceived by this philosophy is thus greater . ; . than that
of his colleague whose duty is to transmit information which

n89 The educator who embraces this alter-

learners memorize.
native must be one who is continually re-adjusting his know-
ledge. He is one whose "education is a pedagogy Of kroying." 20
" Further he realizes that simple dialogue is not-all that is
hecessary in order to‘create a relationship which will lead
to knowledge. An act of knowing must include and encourage
all the participants in contipua11y1problematizing the
existential situations'in which they‘exist. Through this
process they are able to discover and present generative
themes; chosen for the reason that they are relevant to the
particular 31tuatlons in which the participants 5students-
teachers) find themselves.

Ccdificatish and its opposite, de—codification, -are
necessary in problems-9081ng education. Essentially'cbdifi-,

caticn xs the formation of a knowable object which mediatesv‘

(dlgplay material) betweéen the SubJects, while. de—codificauon

-

A T
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is "dissolving the codification into its constituent
e1ements." Subjecte, then, come together and work toward
being able to»fperpeive relationships between the codifi-
cation's elements and other facts presented by the real
context-—relatlonshlps whlch were formerly unperceived.”
Codlflcatlon can take the form of soﬁethlng like a photo-
graph or a slide yhich allows Subjects to look more objec-
tively at their.way of life. Ra¥her than receiving infor-
@ation about various "facts;" Subjects analyze "aspectsvof
their own existential experience," which are represented in

-

codified fashion¢ In terms of a theory of knowledge, one

can see thata.pe‘"dynamlcs between codification and learners

is ¥ constantvreconstruotion of their former 'ad-miration'

of re,ality."91

"The kinds of practices and relationships which exist
C:)fn this kind of an educational pFogram imply a concept of
fmn which should. now be examined. Man is not, accordingqto

this vision, simply a creature or an animal.who“happéns to

live in the world. Man is one who is in the world as well
as a-belng who lives with the world. He can think ebout
the worldﬁand creatq’blslons about the world. "hat dis-
‘tinguishes, the worst~arch1teot from the best of the bees is
this, that the architect raises his structures iﬁ>imagi-

®  nation before he erects it in reelity.“gz vAs such a being

in time, man can change the world and become a histo;y-
- making force. Man is-abie to make a crifical-eelf;

'f'ingertion into reality through_consciéﬁpization as he .

3
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tranéfo;gf process of denunciation and annun- “
Bntization which I refer to occurs

‘ ;the-process of denunciation and ' "//
annuncid i ~th also occur toqether dial?ctically. The
concept': | hich suggests that he can engage in the
process‘Pt ; ciatioﬂ and annunciation becpmes.ope.qiva,
historic cl tment . e _-—*//”VVV

of a dehumanlzlng situation today in-

creasin Hemands precise scientific understanding.
.-+ . L% fse, the annunciation of its transforma-
tion reg s a theory of transforming action. How-

ever, SPr act by itsqlf implies the transformation
of the den®hnced reality t establishment of that
which is o . Rather, as a moment in an histo-
t{cal procgq the announced reality-i€ already gresent
in the acty the denunciation and annupciation.

With this.co T cducation, man is a being whose future

has meaning i he is conceived of as a being that is able
to creatively overcope the present which is already old.
Accordiﬁg to Freire this kind of an educatiohal platform - ;NA

envisions man as "a being in praxis." Praxis is seen as
"the mutual transformation bf-han and nature."94

| Man is one who reallzes he is shaped by his culture,‘
yet is able to. shape his culture and to create ‘new hlstory &
Man 15 not a bov1ne, domestlcgied, tlmeless, contented
creature but 1nstead is seen as an histor1ca1 being who L
‘has created a social strueture and at the same time is

3 .

creatlng new. ones (annunciatlon-denunCLation-annunc;atlon,

1ahd 8o iprth) as he- 1s able to- examlne crltically(yia codi-

fi?atlon and decodificatlon) 1ssues which confront him, .

,’ o Lo - . . “»‘e
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Social structures are not impervious to change, but rather
can be seenraaqg§allenges (limit situations) which give man
current and\temp rary boundaries within which the extent
of his being is defined. L1m1t situations become the chal-:
lenge before man; the "frontier between belng and belng

more human." "The human task remains: to transcend ouw

limit-situations, through critical historical analysis and
action."??. "

_ / ' ’ PR
Some ‘reasons for Freire and :
his vision of man and the world

-

The philosophical fogndations of the ensuing curri-
B . » , " ,A/ i
culum and the instructional ‘unit &Wdch follows are derived

from Pauio Freire and his visipn of man and the world. It
N\ , 6 ) .
. is necessary tO‘dhswer the following questions: (1) Why
\\ ) . - .
use Freire's approach?” (2) What is impoétant about Freire's

\ »

apprbach°- (3) When is Freire's approach r levant?
(4) Where should Freire's approach. be used? (5) Who should

use Freire's approach?_and (6) How doe one implement

Frelre s approach? v e o »

- : \

Wgy use Frelre s approach, and what gs 1mportant
: Ay

about Lt’—-The core lssue seens to be concern for man's

7

‘process of becomlng more fullgﬁtuman.~ Freire too makes this
: »,w ‘ . i
the vital 1ngred1ent 1n hle program As he states, “{ . .

]

!tHE”problem of humanlzatlon has ‘always . . . beenKman s

:central problem.-,'96

7on1y to ‘the’ question "What 1§ imporeant about.Fremre

In a’ sense this statement f:aks not

, \
but chn also serve to justlfy the reasons for qslng\Frelre s

' "4 :‘ @ N . . . PEE N .. 'A S e -
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| "it must bgcome.

.

approach I.can afso refer to. th!‘ﬁlberta Department of

' Education and the "new" Alberta Soc1al Studles Currlculum .

:Tb reiterate, the "new" currlculum states that its aims are
basically: (1) that students'should examine not only what
exists, but also what should exist; (2) thaﬁ students should

gain experience in liying, (3) that teachers and students ’

BN

should plan programs together;’(A)vthat knowledge{should

not be'learhed for the sake of coveringvkpoﬁledge but that

¢ ..it should be created and used within the context of the needs

of its users; (5) that reason is to be merged wih feelingsj
and (6) that’ students should take the opportunity to make

the world a more desirable place in which to live.
" Freire's a;ims for education parallel closely thos‘e -
stipulated iaims'of the "new" Alherta Social Scitodies Curri;\-
culum, - IR R

o

r

Freire also argues that peqple, in their process of

becomng more fully human through /praxls, should deal w1th ,
what should be and should create realz«ty ‘as ihey annou_nce- .
. N o 3 . .
denoux}ce new and old real:.ty. @The process ¢ Buncatlon—‘
C

denunc1atn.on lS exactly the process of announc new:

' }rdltles and new awarenesses. -AS Frelre says, "EdugiOn )

. Lol R
is. thus constantly remade in the praxls. ~ In order _to‘im. _\'
w97 | ' ' o

e
2 .

It is. through the process of codlflcatlon-deoodl.ﬁ.catmn

" that one transforms the world, as he looks crltically at Lo o

2 o

f,_reallty and se.eks to create new realities.- L . T

"'1_, : L Sl
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/r//Furthcr, ﬁfeire‘belieyes that people should be able
to deal ertically with their reality so that tkey gain ex-
Periencea in fiving thfough living.‘ In this way man ceases
to be a spectator in the world, but becomes a creator and a
recreator of :the world. It is through this process of
living that pedplé seek freedom. A major aspect of Freirgfs
rejeéction of banking education ié that it is dehumanizing
ascit prevents freedop and does not allow people to create
and name their world. Real education graég§ hold of
people's existential concrete situations and boses these
situations as limit—situatians whiéh can be overcome.

Dialogue, is a major ingrediént'for Freire and as

such attempés to "liberate the oppregsed without their re-
fleg@ivé psrticipation.in the act of liberatibn is to treat

them‘és'objects which must be savedr’ 8

Tﬁus itbis not only
impdrtant,but-necessary that teachers and students plan
théir prog&am togéther through dialdgue. The establishment
of a teacher-student and students—feachers relatipnshiph

A : o, : v
where students-teachéws first teach the teacher-student, em-

he point that learning situations must come from

the Afeality in which-participants find themselves.

Freire seés knowledge as ‘changing all the ¥ime and as

a / . .
depgndent upon people living within a time and space.

Banking education conceives of knowledge as permanent, fixed,

and status-quo. Banking education is the antithesis of

problem-posing education, which suggests that knowledge =~ -

//;hould be created within the cgntext qg,rhe"féﬁifzzes of the
. i =< by o T |

"

el

o o



pcople with whom one is working. Freire states ". . . one
cannot conceive of objectivity without subjectivity" and
cbntinues, L

To deny the importance of subjectivity in the process
of transforming the world and history is naive and
simplistic. It is to admit the impossible: a world
without men. This objectivistic position.is as in-
genuous as that of subjectivism, which postulates men
without a world. World and men do not exist apggt from
each other, they exist in constant interaction.

Freire is thus recognizing that thelobjectives and affec-

tive areas are necessary to edch er, and are, in fact,

inseparable. Freire als® edpouses the doctrine that reason

and feeling must be merged.
Finally, Freire is socially responsible. He too be-

lieves that the world should be made a more desirable place
!

in which to live._  To become human is man's vocation in life.
He continues and states that the oppressed, in their struggle
~to become huﬁan,_must not become oppressors. He states: |
"Thig then, is the great humanistic and historical .task of

“the oppressed: they liberate themselves and their oppres-

sors as well."loo .

Concern with valuing is a stated issue of the new

Alberta Social Studies Curriculum. Value isgpes are

»

(1) the dignity of man,. (2) freedom, (3) equality, (4) jus-

.ticé, (5) empathy, (6) loyalty; and (7) otHer values. Those

4
are all concepts that are found within Freire's scope. His
wvision is yet greater. ‘Thesprocesslof becoming human, which

is central fot Freire, ;ncorporates all of the value issues

of the new curriculum. ' : !



Freire can be secen, then, as one who is not only im-
portant?&n terms of the curricular aims of th? "new"
curricdium, but, in a sense, as necessary to it. Freire's
vision of man and'tﬂe world is not only in keeping with the
new curriculum, buty operates at a philosophical level on
which the new Eﬁrriculum can be seen to be based. Freire
is challenging man in his quest to discover (1) who he is,
(2) where he is, and (3) what he should do. All of these
are subsumed under the process of human liberation and

freedom, in the process of becoming more fully human.

Where and when should Freire's approach be uggd?--

The answers to the questions of "where" and "when" Freire's

approach should be used are "here" and "now" Freire's pro-

gram cannot be turned off and on; instead, it requires

a life style and a mentality from which one views and
interacts with the woﬁi}. His offer is a vision of hope

for man. He does not offer g;platform which will come into.

being after the ré&olution.hfinstéad, he presents problem-

posing education which ". . . is revolutionary futurity.
*
Herice it is prophetic. Hence it corresponds to the histo-

101

rical nature of man." He is utopian in that sense. His

vision must- be lived as it is a vision of constant becoming.

In attempting educational projects based on Freire, one must -

be with the people at all times. . As Freivre vividly points

out:

b
r

Nor can the people--as long as they are crushed and

" oppressed,” internalizing the image of the oppregsor--
construct by themselves the theory of their liberating
action. Only in the encounter of the people with the
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§!Eolutionary leaders--in the comTaalon, in their
praxis--can this theory be built.

As the new curriculum is seeking educational aims
which are consistent with Friere's vision, it seems logical
to conclude that now is a good time to use his approach as
a base fer education. Freire's new approech is in keeping
with the new curriculum. It is through the quality of par-
ticipant learning interaction that the qualitx of }earning
and the kind of change to meet the needs of the partici-
padfF; Freire offers a quality of interaction based on the
coﬁcept of humanization; thus, learning moves in that
direction.

. Programs based on Freire's approach shouldlbe started
in schools throughout Alberta, from primary through post-
secondafy institutions. The time ie ready in terms of a
Created curriculum and also in terms of a historical situa~
tion which suggests that change in the direction education
is moving is long ove?due. Cplture shock and future shock
are terms we are all familiar with. I believe that if pro-
grams based on Freire were implemented, Qe would not have

to concern ouselves with these coneepis and the problems

associated with them. (I have discussed this belief in the .

final chapter of this thesis.)

I am not suggesﬁiﬂg that Qe switch‘to an educational
approach based on Frelre 51mply because change is needed
and he offers a change.‘ I am saylng that we should move to

," r

Crete an educatlonal,approach based on Freire here and now

50
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.
becausc Freirc offers a program with a concern for people

and their'proqess of becoming through the creation of their

world.

Who should use Freire's approach?--It has been stated
that not everybody can or will commit themselves to the
position that I offer as an alternative for the direction
that education should take. Committed people are necessary.
People who arg willing to constantly re-formulate and re-
discover themselves as beings in praxis through creation and
re-creation of reality are necessary. Freire has said of
the people who are necessary to his program:

The radical, committed to human liberation, does not
become the prisoner of a "circle of certainty® within
which he also imprisons reality. On the contrary, the
more radical he is, the more fully he enters into reality
so that, knowing it better, he can transform it. He is
not afraid to confront, to listen, to see the world
unveiled. He is not afraid to meet the people or to
enter into dialogue with them.. He does not consider
himself the proprietor of history or of men, or.the
liberator of the oppressed; but he does commiiogim—
self, ﬁifhin history, to fight at their side.

One can see that committed people are necessary to the

program and that it is, then, available to many people. It

is not a program which is open only to-a select few.

Commitment to education is a’ commitment made by many
people in the field of education and in other areas of
living as well. -

I would like to suggest to those who call themselves

“teachérs"uthat they would be wise to reconsider what théy

are doing in schools in terms of their commitment to edu- L

.cation. I believe that, because of a commitment to education

LS
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ke
which is held by many teachers, the approach Freire offers
could become a reality.‘

Often, when a person recads about the kinds of people
needed for a given project, he overlooks himself or thinks
that he is not being spoken to. 1In response to the guestion

of "who", I would like to say that it is you that could
‘ provide a valuable addition to implementing Freire.

If education is not neutral, as has been claimed, and

functions either to oppress or to liberate, then each per-

'son who is‘teaching is operating within thosg capacities.

Every person who feels at all concerned with education would

be wise to think about himself aé an educator and to consi<«

der his role within'educoﬁion. We should all consider the )
kind of human interpersonal relationship which we have es- |
tablished in our lives. We should, all consider the kind of
mentality_that exists with that human interpersonal rela-
tionship. We sﬁould ask about the concept of man and the

world from which we seek meaning. a {

Reflecting and acting upon these concerns should pro-
vide some clues as fo who would work toward the creation of
an educational gpproach based on Freire. Depending on the
"answer" each ofdus_Should know if he should seek to move
';more aggressively in deveioping an educational approach
based on Freire's concept of man in the world, or if he
vshould become more active in working to malntaln the banklng
situation which already ex;sts. oy

I would now 11ke to focus on what could be called a



more practical consideration: now does one implement

Freire's approach?

*w“ Implementing Freire's approach is dependent upon
’iﬁuildiné an instructional unit in conjunction with all
barticipants. In ‘the next section I would like to offer
the process from which I built an instructional unit, which
was b;sed upon Paulo Freire's vision of man and the world;
one which also fits into the "new" Alberta Social Studies
éurriculum.

Although Freire departs from a large bbdy of "radical"
thought in rejecting programs filtered through banking sys-
tems, instructioﬁai units and.curriculums which are called
"Black" or "working clasé" he does allow--it sounds contra-
dictory--for "educational érojects." If the time to use
Freire's approach is now and the place is EEEE* then the
school classroom in Alberta can be<seen as a_place from
thch to begin.‘

The unft which will follow, then, is one attempt to
' create a "problem-posing dialogue" educational project within
a banking institution. It is hot,'however, intended to
serve as a cookbook on how to use Freire's approéch, but it
can serve as a sources from which ideas dan be derived. The
way ianhich I tried to implement the unit, and the actual
unit itseif, we;e all‘based on my interpretation of Pauio

Freire andihis visiqp of man aﬁd the world;w

\ X -
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CHAPTER III

BUILDING AND IMPLEMENTING AN

INSTRUCTIONAL UNIT

An instructional unit must be logically and emotionally

LN -

consistent with two neéessary fronts. Firstly, it must fit
the unit into the existing curriculum, i.e., the new Alberta
Social Studies Curriculum. Secondly, this unit in its
technical design must reflect the cbnception of man and the
world that Freire offers.

It is‘fortunate that both Freire and the new cquicu-

lum speak to similar aims in education. Both seek le rning

expériences"whereby teachers and students work bogether in

the creation of projects which:aid them in their process of
. -

bgcoming. ' e

P v
A" Scheme for Teaching

Y : :
In designing an instructional plan I found a con-

L

ceptu&IﬁIchéme created by Dr. T. Aoki useful (see Figure 1).
Aoki's scheme depicts three phases of teaching, the pre-

active, the inter-actiye) and the post-active; and can
conceivably be used from either a banking or a problems-

posing approach. The,problem now becomes one’of'relating
) A v "«j . »
Aoki's'scheme to a .cohtext that fits with Freire's educa-

tional approach, siACg planning based on_Freire'§ concept of |

Y 4

st

54



man and the world is qualitatively different from planning
!

based on a banking concept. 1In using Acki's scheme as a

reference point, one can contrast the process of instruc-

tional planning in terms of a banking approach and a

probléms-pos ing approach. w

Figqg. 12—_Pbaséf of teaching.

Pgs t -
ative

Reflective
experience(R) of
interactive éxperi-

ience (R)

§
Error Control Problem

P

trategies
of teaching

Realignment of in-
structional pla

Instructor

Control

‘—)'perceptual Inter-
appralglvg . Students active
prescriptive

acts

Thls model was created by Dr. T. Aok i for a paper given at
the Annual Conference of the National Council fer the Social
Studies in Denver, Colo., November,ql97l. After Philip W.

Jackson. e
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/
According to Aoki, the pre-active phase of teaching
is concerned with the relationship between (1) intended
outcomes, (2) stratégies of teaching, and (3) instrumental
' \ .
content which is to exist in displays. The following
charted comparisons might prove useful (see Figure 2).
Fig. 2.--A comparison: banking approach and
problems-posing approach--pre-active phase
BANKING APPROACH PROBLEMS—POSING APPROACH
Intended outcomes are

1. determined by ‘the 1. created through dia-
teacher for the logue between
students participants

2. oriented towards pre- 2. oriented. towards
servation of the transformation
status quo

Strategies of teaching (learning) are

1. oppressive and domes- 1. based on a humani-
ticating to the zing pedagogy in
students ' which the conscious-

ness of all is to be
expressed (co- i
N intentional education)

2. that the teacher 2. that all are teachers
chooses, disciplines, and students together
and acts while stu- -and through dialogue
dents are taught, com- create their learning
ply, are disciplined, experiences

and have the illusion of
. acting through the

' teachet
o : '
b Instrumental content in displays is
something to be either a medium through which
learned about by stu- the participants inter- .
dents who are manipu- act in naming their ”
lated as objects in world

this learning process
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The inter-active phase of teaching focuses specifi-

participants (see Figure 3).

: i’
cally on classroom interaction, and the relationship between

)
Fig. 3.--A comparison:

banking approach and

problems-posing approach--inter-active phase

BANKING APPROACH

Inter-active teaching (learning)

1s based on
1 1
conquest co-operation
2 12
divide and rule unity
3 4 3
manipulation organizatim
4 4

cultural invasion

,'5
dominant elites (tea-
‘chers) and subordinates
(students) in order to

preserve . ———
6
narration about reality
, 7
depositing pre-arranged
knowledge
8

a compartmentalized and
predictable world
" . . 9 )
the teacher's thinking
- for the students

cultural sythesis

.
intersubjectivity between
equals in order to trans-
form reality o

. 6
inter-action with reality

7
dialogue as a way of tea-
ching each other through
the medium of the world
(display material)

8 rd
an unfinished world in a

! '
PROBLEMS~POSING APPROACH .

Fog

process of continual change

9 _
"The teachers thinking is

authenticated only by the

authenticity of tgssstpe‘
dents' thinking." :



L Fig. 3.--Continued

! 10 - 10
' "Words are emptied of through action-reflection
their concreteness and man is able to name the
become hollow, alienated, world through dialogue
? and alienating verbo-

3 sity."

The perceptual, appraisive and prescriptive acts

:3 . which Aoki refers to as taking place within the inter-

active phase of teachihg should also be looked .at in terms

' of Freire. Aperceptual act embraces the concept that
man is ah:historical being. Perceptdal acts allow peoéle
to state what was (history), and what is (present), and

,'.j what will be. (future) . Appraisive act‘s_allowlpeople to

k,\create alternatives and they are therefore able to create

alternatives as to who they will become. One can appralse

-]j a situation and, because he has choice, decide and pre-

scribe what ought to be. Finally, prescriétive action is -

.q ' transformlng. Prescrlptlve acts -state what ought to be.

3 Further, they embraCe Freire's concept of creatlon as an

. ong01ng process. Its orientatlon is futurlstlc and there-

d ‘fore prophetlc. ce _ : L

H ¢ i ‘;,
The thlrd phase of teaching is . called post-actlve

teaching and s concerned with evalution (see Flgure 4).

This process then. leads one back to the pre—actlve

phase -of teachlng, through his actlonPreflectlon“upon -/

» ’ ' . &

the world.

e s
B \
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Fig. 4.--A comparison:

banking approach and

problems posing approach--post-actlve phase

BANKING APPROACH

PROBLEMS-POSING APPROACH

Post-active teaching (learning)

1s based on

1 o
specific, testing of .stu-

dents' ability to repeat
back to the teacher the

teacher's knowlédggj_

.. 2
the ability to demon-

-strate adaptation to a

predictable world

y 3 .
reaction by students to

unit materials

» 4
"realignment of instruc-
tional plan" so as to
better ensure maintenance
of the status-quo.

| . 5
determining ways to deal

with students who are de-
t1c1ent in varjious are3§ -

6
a culture of silence

: 1
continual re-assessment-
of the view of reality
from which one is living

2.
the concept of anneugce-
ment/denouncement as &

process of transformation

3 0 toe
inter-action between par-
ticipants. through dlsplay
materials

4 LS

instructiom plans changlng |

as a function of new
visions of reality

5
developing ways, by wplch
participants can créate a
pedagogy of their own
liberation
¢

. A 6

a pedagogy of freegbm
' T

S

b

Michael Sériven on EvaIuatidn

Mlchael Scr1Ven, who 1n 1966 was the director of an

‘evaluation prOJect of’the Soc1al Sc1ence Educatlonal Con-

7 sortlum, attempted to leok at the concept of evaluatlon 1nt

a more rfgorous sense than is often used

o

He states that
4

evaluatlon can and usually should play several rdes."

4,‘ .
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5 o0

Scriven sees evaluation as something which attempts

o

to answer certain types of gquestions about ceértain enti-
ties.%7 These. entities can vary in many directions; from

- school personnel to classroom design, to instructional

units, and so forth. ) ‘1?

Wlth respect to the evaluatlon of an instructional

kY

unit which Scrlven would refer to as a "teachlng 1nstru—*

n108

ment, Scrlven lists two basic approaches. The flrst

-

approach he calls "intrinsic evaluatlon," and it is con-
cerned with the evaluation of the unit in terms of its

-construction. The second kind of evaluation is one which

N

he refers to as "pay-off evaluatlon,' and it is concerned
o LT -

with areas that are external to the unjit. It is prag-

. i . e
matic evaluation, in that it focuses on’results.

e

“With respect to the intrinsic evaluation of the unit,.

 Scriven's model is of importance. Scriven discusses three 9 -

S

. areas that musﬁvéelate p031t1vely to each other in order to
ensure that the unit is soundly cdnstrucbed He states:

. . . we need to know about the sucéess of three
connected matching problems:.  first, the matcly between
goals and course content; second, the match between
s -goals .and examination content; third, the match109
- between course content and examination content.

' This can be ;llustrated thus:é : : '  ' - ;:

\ .——

Unit content- :
and ‘examination DR
~content . '

=) . A

. e, K ¢
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Assuming tht the three areas do match poéitively,
the unit should then function to accomplish what it is
intended to‘ac&omp1ish, according to Scriven.

A majof reason Scriven lists for the importance of
~"intrinéic evaluation” is that it cén be done befogp the
uni£ is actuAITY‘taught. As a result one is able to tell,
with some assurance, that the unit is either ready or not
ready for claésroom trial. Also,/thié Kind of evaluation
better enables tﬁe curriculdﬁ planhéfAto discover weak--
nesses and remedy them_gs Ne engages in the process of

building the unit and before actual implementation of the

unit. ‘

This unit Qill, therefore,‘be evaluated in terms of
éhe reQuiremths wr.lch Scriven says need to match posi-
tively in "intrinsic evaluation." Secondly, the unit wi{i
be evaluated in terms of whaé happened and the social
responsibility of *that happening. |

To Create a Curricular Unit
Based on Paulo Freire

. In creating the unit, I tried to be consistent with

Freire's vision of man and the wotld, and the curricular
- N - ¢
prescriptions of the "new" curriculum. -Earlier I argued

that schools todgy are banking systems and are de-humanizing

épd ai&enating. It seemed only logical, then, that ah

instructipnal unit should be designed and implemented which

Wwas humanizing in its approach. This could be done in a

s
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situation wherein people worked together in locking at
reality, identifying themes in reality, ﬁnd then objec-
tifying these themes through codifying and then decodi-
fying them, so that an old reality could be denounced and
\
a new roaquxahnounced and then denounced,‘&nd a new
reality- again announced through reflection !Rd action
upon the old. This process is a continuing one, .and con-
tinues by building upon what has been previeusly aenounced
and then announced and then denounced, and announced, and
so forth.’ I also realized that a project of this magni-
tude could not be fully implemented or by fully successful
within a ten-week (January 16, 1973 to March 19, 1973)
unit, which was to be carried out within'a banking insti-
tuion and with students (and myseif)ﬁWhQ were used to and -
generalldy tolerant of a baﬁking system. I was also, awarc
of Freire's warning agains&, and rejection of, programs
such as I wanted to attemét within banking %nstitutions.
Given these very great }ihitations, I decided to:create.a
unit which would‘allow people to stgrt moving in a direc-
tion tcward what I will :all a "praxis—ppsing“ meﬁ}ality.
o - \
I created a unit that intended to expose the school
as a banking institution. The unit functioned to’deveiop
dlalogue between teachers -students and students teachers.
Thls,was so that we could discover, through a process of
‘looklng at -our realities:'gﬁth respeft'to-schools, the

[y

situation which we saw in the school. I further hoped te

.

<fate this urit in such a way that we would- be able not
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only to see ‘and reflect upon a reality that-exists, but
also (more impertantly) to begin moving away from a banking
mentality toward a praxis-posing mentality. -

I used a scale created by Dr. H. Garfinkle, showing

53

¥,

movement away from a banking and toward a praxis-posing
mentality. Tﬁe scale moves from (a) a banking mentality}
te (b) a questioe—posing mentality, to (c) a problem—posing
mentaligy and finaliy te (d) a praxis—posing hentality

Although there are no hard and fast rules for one to use in
/

determlnlng éxactly where one is with réspect to these four
/ \

"mentalities,"” I felt the“Scale was relevant in terms of
its being one way of looking at and detecting some movement

away from one mentality and toward another. One could argue

o

that it is movementin this direction which is truly'humani-
zing and is thus consistent with Paulo Freire's vision of
man and the world and the stated cyrricular aims of the
"new" Alberta Social Studies Curriculum. '

Banking education and its accompanying mentality is a

»

situation where a person accepts or believes, .without much

question, the céurrent frame of reference, the current sys-

P

te% and works to maintain that system. I assumed the

school (admlnlstratlon and teachers) and the students were

\
\

at this point in ftheir relationships with each other. 1In 7

J . -
questlon-p031ng education, the interaction between parti-
cipants is such ’Hat_people begin to have doubts. Ques-

) .
tions are asked ¢of students by the teacher or of the. tea-

cher by the students. At any rate, a seed of doubt begins

Ul



2

to develop and blossom in ﬁhe minds of the participants.
If this "seed"(is nurtured and is not somehow destroyed,
one will move along toward a problems-posing mentality and
the educational position which it suggests. Here one not
only doubts but believes firmly that change in a more
"humanistic" direction is necessary. Instead of just
doubting and questioning the "structure" this person be-
gins to pose problems about this "structure" that must be
resolved somehow. This is not complete, as, with this
kind of méhtalitx one continues along this continﬁum\and
strives, if probiems continue to, be posed, toward a praxis-
posing mentality. Here one is socially\and politically
committed to a new order. . Freire speaks of praxis as
"reflection- followed by action."110 A pﬁ)xis-ﬁosing
mentality eventually results in a person who realizes that
he is a living example of praxis and constantly seeks to
become more human through his praxis.

The intent of the unit was to foster interaction
between participanté in such a Qay that movement away f;om
a banking mentality and toyard é praxis-posing mentality
would be started. ‘

| In order to do this, one (the educator) must first

establish a relationship the other participants in

order that he is not onl en as one of them but is, in

———

e must beébme a member of that

[

-.group of pe nd share their visiofAs of their Qorld

through their word. One can begin to have a real dialogue

L3
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and through the process of codification Yand degodification
one announces new realities and dernounces d ones. One

is now able to work with people a¢ an\equal participant in

. .
critically examining the contradictions hicj/ﬁéve been
brought out and clarified thematically.wije can work with
\ .

n

the rest of the participants as an équal, as a superior,

and can thus participate in the creation_of culture, and
in the process, through praxis, become more fully human |
through the creation of culture in working to name the
world.

Generally speakingc then, the intent of the unit 1is

to build on Freire and the "new" curriculum; to establish
an interpersonal teacher-student and students-teachers
Egh;ionship based on dialogue which fosters movement from

!

a banking mentality towards a praxis-posing mentality. . In
looking at the unitmig;gsffi>of potential success, I‘would
say %th the unitrwould be 100 per cent successful if.all
of us were able to move from a banking mentality.tp a
praxis-posing mentality. Total failure would be a situ-
ation where no movement from, and no awareness oﬁ,'a
banfing education m?ntality was realized by énybbdy thtough
interaction between participants through the medium'pg the
wo;ld (display materials). ~~ |

It is gecessarv th continually consider the under-
lying concept of man and the world in impleménting the
unit. As'statéd egrlier, this is a thrée—pronged approach,

with one prong being the practice} It must also be
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remembered that, unless the classroom living conditions afe
qualitatively changed for the better, the change is per-
haps meaningléss.

In doing the unit, I had to be aware of several fac-
tors. An important dimension of my awareness had to center
around all of our histories as people who have been sub-
jected to a banking mentality. 1In seeking freedom, as
Freire uses the term, I had to realize that there were

contradictions between the concept of freedom often held by

an oppressed group, and a freedom which'is liberating and
which seeks to restore humanity in a Fr;ireian sense., I
had to maintain faith with.the other participénts, yet
realize that they held different visions of freedom. It

is basically a conflict of freedoms, between an "indivi-
dﬁglistic" modél where everyone-is an individual who
étrud@les alone to climb in Horatio Alger fashion to the top
of the "mountgin" and a model of freedom based on a col- .
lectivity of people who sée themselves as a community, all

of whose freedoms are dependent upon each other"s. - In

western society, it seems that very often man

losing Qﬁat he{talls.his individuality. This
sary. Through a freedom based on a cooperative model one
c find co-ordination. Through co—operayioh qné co-
ordination.onelcan‘begin to "demontrate his individuality
~ to the only degree ﬁg'which_it is important: the ability

wlll

to dedicate himself ¥6 a cause. In entering the class,

%

I had to be aware of these aspects just mentioned. I re-

-
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alized br assumed to realize that "beQavior of the -

presSe& is p}escribed behavior, following as it does the
guidlines of the oppressor." I assumed that:

The oppressed, having internalized the image of the
oppressor and adopted his guidelines, are fearful of
freedom. Freedom would require them to eject this
image aggzreplace it with autonomy and responsi-
bility.

My first obligation in cless would be to begin a
process of overcoming de-humanizing and oppressive views of
man and the world. I entered the classroom situation and
designed the unit assuming: .

The oppressed suffer from the duality which hgs estab-
lished itself in their innermost being. They Jdigcover
that without freedom they cannot exist authentically.
“Yet, although they desire authentic existence, they
fear it. They are at one and the same time them-
selves and the oppressor whose consciousness they have
internalized, The conflict lies in the choice between
being wholly themselves or being divided; between
ejecting the oppressor within or not ejecting him;
between human solidarity or alienation; between
. following prescriptions or having chojces; between
being spectators or actors; between acting or having
the ilMusion of acting through the action of the
oppressors; between speaking out or being silent,
castrated in their power to create and re-create, in
their power to transform the world. This is the
tragic dilemma of the oYEressed which their education /
must take into account. 3

The unit had to be implemented with the students in such a

way that they were able to "participate in developing the

nlld

pedagogy of their liberation. As long as the duality

of self lives within, it is impossible for one to libergte
himgelf, .
{ . -
I tried to create tle unit so that we could all dis- |

cover this oppression within and without as a challenge



which could ‘be transformed through reflection and action.
‘We had to deal critically with reality, objectify, and act
upon that reality at the same time.

It was my task, then, to create a unit and see tbat
the students-teachers became aware, through their own pro-
cess of liberating actien, of the duality of self that
‘existed within. This had to be accomplished in working
with them, not for them, and in usiné ourselves as subjects
Further this had to be done where the particular world view
held by all participants was not only respected, but used
and incorporated into action. The project had to begin in
"the present, exietential, concrete situation, reflecting
the aspirations of the peqple.“lls .This situation then had
to be represented tg them by myself,‘és educator, posed as
a problem at the level ef action.

First, I had to find out the current level of aware-
nees held by the partlclpants, 10cate themes, and figure
out my perception of their reallty Then, with great |
apprehen51on, and maklng use of the contradlctlons whlch
have been developed preseht\éodlflcatlons or ob]ects by
which one can examine that reallty. ThlS is display
material. \\ "Codifications are not slogans; they are recog-
nizable objects. . .."116: Codifications blossom into~a

: Q
"thqmatic fan" as the Students-teachers re- Presented thelr'
.situations as problems posed, in codlfiEd fashion for them

to then decodlfy Through thlS process of decodlfxcatlon

neﬁ themes are created forming a "thematig fan" which re-
S



flects more wholistically the concrete situations in which
people find themselves. Through this process of cedifi—
cation. and decodification, then, the students-teachers and
teacher—student'work‘to objectity the totality and the
wholeness of the situation and to then deel Ccritically with
it. It is through this process of "stlmulatlng ‘perception
of the previous perception' and 'knowledge of the previous
knowledggg?that.decoding stimulates the appearance of a new
perceptiéggand development of a new knowledge. w117

ThlS new'perception and knowledge can lead then toward
a potential consciousness (praxis-posing mentallty) that
.supersedes a previous;y held banking conscjousness, and can
legd to the practice of freedom and of human liberation. It
is a process in which the pProgram is searched for with the
people. d

In doing what I have described, dialogue, "which is
the essenee of revolutionary action"118 must be established.
Freire states, "In the theory of thls action, thaactleh
1ntersubject1v1ty directs thelr action upon an object
(realltx which mediates them) with the humanization of $en
(to be achieved by transformlng that reality) as thelr

w113 Freire's diagramatic opposition of the

) .
: obJectlve
two, the “tbeory of revolutionary action® and the "theory
of Oppréssive action" is detailed below (see f&gure 5.

{ Dlalogue is fundamental It is an encounter with

people (teacher student and students- teacher) in the Process

- of naming the world. I had to be with the people, open and

69
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communicative. In order to do this it was necessary to base
my action on platforms which existed in a contradictbry

fashion to the "tactics” of the oppressor.

Fig. 5.~-Freire's scheme for demonstration of the
opposition of theories of action.

~ THEORY OF
OPPRESSIVE ACTION

THEORY OF
REVOLUTIONARY. ACTION

Intersubjectivity

Subjects-Actors Actors-Subjects ACtors-Squects

(revolutionary (the oppressed) (dominant elites)
leaders)
Interaction "
Object Realty to Cpject Object--the Vbject--the
whick be trans- which reality to be oppressed
mediates formed mediates |preserved (as part of
: reality)
for~’ < for
Objective Humaniza- Objective . Objective--the pre-
tion-as a i servation of
permanent - oppression .
process T

While a banking system is based on conquest, divide,

‘and rule, manipulation and cultural invasionary tactics, 1I

tried to base my relatlonshlp upon co-operatzon (through

dialogue rather than conguest).,. unlty (rather thandivide

and rule), organization (rather than manipulation), and

. cultural synthesis (rathar t‘x cultural invasion).

through interaction with, and a realizatic of,these contra-
rrasimonghesy cont

dictions that one can become more fu

fiate with.-dien through the world.

&

1ly human, as men

It is
/

*

In looking at the
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basis of this relationship, one can enlarge upon these

"tactics" in the following ways.

L4

Cooperation.--

Cooperation, as a characteristic of dialogical
action--which occurs only among Subjects (who may,
however, have diverse levels of functions and thus
of responsibility)--can only be achieved through

communication, Dialogue . . . must underlie any
cooperation. :
Unity.-- Unity can be seen as "Forms of cultural
action . . . have nonetheless the same objective: to

clarify to the oppressed the objective situation which

122

binds them to th P ssQrs, Xisible or not."

Organization.--Organization is used here as

a highly educational process in which leaders

[teacher-student] and people [students-teachers]

together experience true authority and freedom,

which they then seek to establish in society bg ’

transforming the reality which mediates them.123 -
: )

Cultural synthesis.—-Culturél synthesis, as opposed

to cultural invasion, is cultural action which sgeks to

~transform rather than presefve, which seéks 1ibeiatioﬁ'

rather than oppression, which does not teach 6: g}ve, but

is rather a procése of learning with«thevpeople. Tt is/

a process of_the “educator"--teacher—student--beinghablé ‘

to "on the one hand identify with the peoples demand . . .-

while on the other tﬁey must pose the meaning o§ thatyvery; ‘///

demand as a problem."124 ) . : o
In "doing thé unit" with the students-teachers, I

tried to do the work of an "investigator" and to present

objectified information which was to be decoded, so. that a
v L4 .

A}
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thematic fan could be established by all. We could con-
tinue this process of codification—decodification as we
announced-denounced new realities threugh a process of
reflection and action, these being inseparable elements of
each-other. I realized that this attempt must be based
on the ideas of cooperation, unity, organization, and
cultural synthesis. All of these "tactics" are in direct
keeping with the view of man and the world that Preire
presents, and are also in keeping with the vafue orien-
tation ef the "new“,Socialdarudies'Curriculum in Albertaf
I would now like to present the unit. It is not ii
might add the unit which I first speculeted might exist,
but one which evolved in the process of doing the unit and
seeking the aims of the unit. In reading the unit, the
reader should realize it has an elusive and a non-permanent
nature. Also, one must bring with him and add to rhe \
unit an ideology that is in keeping with Fred"sﬂlision of
man and the world. Rather than loo&ing'at the unit as a
piece of work that can be exactly duplicated it is per—
haps bettei'io view it as sekethlng from which to draw.
The unit can be reproduced but it will be dlfferent with
a new teacher, a different group of people, in a different

e

time and space, and resultlng in a dlfferent set of

-

reallzatlons and answers.



CHAPTER IV
THE UNIT

vThe unit which I will describe in this chapter is
in line with the approach to education which Freire pre-
~sents. Freire's developing a "problems-posing” dialogue
approgéh-éo educatiéﬁ hopefully results in a praxis-posing
mentality. It is a érogram of educationwhich needs people
who afe cohmitted to freire's view of man and the”we;}d and
people who see the relationship befween theory, curriculum,
and practice.
| In presenting a view of man and the world based on
FPreire, one can see a theoretica% level existing, which is
';the~§hilosophical foundation upon which curriculum and.
_fxﬁracpice are based. However, one can find ﬁheory and
'pr?ctice by examining the curriculum. In the” previous
chapter I discussed curriculum and curriculum building, and
atgempted to show how Freire relafed to the process of

Q( e ) - . V4
tlng the unit as ' a currlcular endeavor. The third area,

ﬁ/;icﬂ is also necessary, is practlce. Frelre s earller

-statement that "eve:y educatxonal Practice implies a con-

cept of man and the wor1d"l2> should be femembered.
' : '15‘ '
v ’ P
‘ ‘ ' ‘ 3y



-

Philosophical and Curricular Captions

This unit represents an attempt at trying to use
Fréire's approach. It1is intended és a pra;tical actuali-
zation of Freire's approach and'is directly tied into the
philosophical and currigulqr areas of the educational pro-
gram. In an attempt to make clear the philoéophicél and
curricular relations I will, at the beginning of each
session within thé unit, present captions--from the philo-
_sophicél area and from the curricular area., In this way the
application of Freire will b& éeeﬁ more clearly. it @ay,
in fact, be difficult to definitely state what is philoso-
phical and what is ggrricular, as ?ﬁe two are so clogely
‘interrelated. Philosophical captions will be taken from
Freire for the most part, while curricular captions will be .
consistent with the "new" Albe:ta'social Studies Curricu-
luh and in keéping with the way Joﬁﬁson uses‘curriculum-—

"a structured series of intended learaipg“putcomqs_u126_

&

(" 13

‘!Bgtement of Curricular Objectives

L4

The curricular objectives of this unit are stated in

‘terms of a schéme,créated by Robert Travers, of Westerhn
Michigan University.

The objeaéivés of this unit must be stated so as“to

depict moVemépé,and change frgm-oné mentality to another.

(o}

Traver's methpd allows one to state curfidular;objectfvés
in terms of movement f;om one place toward another. ' Con- :
cepts ‘arrived at through the completion of tasks continue

-

LR L
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to build upon cach other, and therce is a concerh with
transfer of learning to other situations. Once a "cur-
ricular task" is completed (and lcarned as seen through an

individual's reflection and action upon the woxld), 1t 1s

-

"

transtferred to o;por situations. A curricular task 1s an
-' ) R : . * .

action which serves as a springboard toward further action.
A3

-—

Instructional task objectives are stated in terms
of a process of moving from one position to another posi-
tion through a process ot action-reflection (together) upon

the world.,

1]

’

Statement of Broad Unit Curricular
Task Objectives

{ The broadest curricular task objectives for this

’

unit can bBe seen as the following one, and is also

‘
1]

phrased in terms ol movement. One sees movement as moving

in the following fashion: From----Action-Reflection----To.

Broadegt curricular task oﬂjgctive (pre-active) .-~
1 RS '

From: ' a world view based upén a banking education
- and a banking system of seeing oneself and
others in the Wworld

e

To: a world view in which praxis-posiny is a
. reality at a theoretical and practical levél

The above task objectﬁbé is the mos t inclusive one. It
o , : Ty | - ;
* . A . ) .
k’iho’uld pe realized_that Jt is not possible to completely

A ’ . g
achieve it, especially within the limitations that exist

with
g >

respect tdlthis unit. Bas%cally,_it is movement in
R ’ . . J- - \ .
' the direction which is deemed as'desirable and essential

» . B
- that is sought, and that objdctive can, top&fully, be
X 6 B Lo b »

—_ e

v : . |



realized through an interaction

~.

movement begins it i1s perh

-

wlth this unit. Once this

aps rrreversible.

In breaking‘this objective into its component ele-

.

ments, movement can take place in terms of the following

. ~
(see Figure 6).

£

Fig. 6.--Breakdown of broad curricular fask

objectives (Bre active)

FROM-—~~-~=— ACTION-REFLECTION---~-TO

The teticher teaches and
the students are taught the
teacher's knowledge.

The teacher knows all and
the students little.,

The teacher thinks. and the
students are thought about.

The teacher talks and the
students listen.

The teacher disciplines and
the students comply.

.. The tcachér chooses the pro-

gram, the way of d01nq\the
program, and the studeﬁt$
comply »

The teacher acts'wﬂﬁle‘the
students have the illusicn
of acting. »

The teacher creates the pro-
grams and the stuaents adapt
to it. o | ol

The teacher is powerful and
students are powerless.

Y
i f

School programs use real
concrete situations as pro-
blems to be resolved and
acted upon through reflec-
tion/action together.

All people have important
contributions to makec.

. Problems are’worked out

together.

Talk flows back and forth
between ‘all gnd discussiions

"are both abstract and

aoncecrete.,

There is no .repression.

~—

All are full participants _and
are able to create their n

Visions.

"

" m ! . v

)

‘Allgcreate their own aware-
" ness and act accordingly

upon reality.

The program is dependent up-
on the people,involved and
upon changing circumsggnces.

School is a ¥ision of be-,
comlng ‘and not an oppres-
sive situation.
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Fig. 6,-*Continjued
The teacher i1s dominant and Dialoqgue is established-
-the students oppressed. a teacher-student and g

students-teachers rela-
tionship 1is established.—

The 1ntent, however, is to begin to move, not to
finish movement. To finish 1s not to be human any longer,
as 1t almost implics death.

&
THE UNIT

SESSITION ONE .

»

Philosophical captions (pre-active) "

Dialogue,is the encounter betwecn men, mediated
by the worlgl, in order to name the world.127
L . . . 128
Diralogue 1is thus an existential necessity.

Dialogue further requires an intense faith in man,
faith in his power to make and remake, to create and
.recreate, faith in his vocation to be more fully
human. . . .129 :

Without draloque there is no communication, and with-
out communication'thcre can be no true education.130

Ik is neééssary to begin by wdrking toward the‘création of
a situation that gots\rid.'o.f verbalism and activism. A
1éarning énvironment must be created by partic;pénts %n
which pfbbiems are being posed‘and action upoh the world -
dccurs. Man'é word is the primary characteristic of dia-

v . : ..
.logue. Through mah"{ word (reflection—act‘iofi) his vocation .
to bécoﬁ\e more fully human becomes a re_ality‘j In begi.n,— |
ping Séssioﬁ One we must work to create ‘an eﬁvironme t;in

[N

W
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which true communication (dialogue) will'devélop. )

Curricular capEion: intended
learning objective (pre-active)

To begin creating a setting in which true dialogue

between cqual participants can take blace. ‘In entering the

classroom, I am operating gh the assumption that a banking

mentality exists. '
\
"‘-“Outline. | s
I. Topic: Aéetting acquainted-—§ beginning (pre-
active)

I1I. Task objectives (pre—éctive)
A. From: not knowing any of the individuals in
' the class
To: beginning to know them and to begin a
rélationship with the mémbers of the
‘cl@ss

B% From: nobody in the class knowing me as a

[ I3 N
'

C ' person - Y
To: the members of the class beginning to' IR
get to know me as a member of fhe class

C. From:  a.lack of awareness as to the "format"

> ' - N y
that the class might assume

M t

- To: = beginﬁihgwa protess of creating that
~ , s .
" format" so as to work toward the
fulfillment of the broader téSk objgb-
C }

Y

tives. o A )



1

)

, goals of the unit and ideas  work groups. |

D. From:

To:

79

]

not having a "log" bhook

beginning a "log" book which can be

used to sece what has,‘?en happening

and crecate an awareness and understand-

ing of the interaction.

I1TT. Materials used (pre-active)

A. Ourselves

B. Notebooks which will be used for log books

by each group

C. January 16, 17, 18

1V. Performance (interactive)

Teacher-Student

B.

Explain about the prdcess

L

Ask them to discuss the time, also czfea{:e their

T
.

°

Students-Tcachers *

Performance Performance
A. * _ A. ~
Give a "briefa history of my- -Questions will be asked
self énd wh§r I ahl in the class- about me,l xﬁy};qgkground; N
room; what the unit might be questioﬂs will come up

about from my perspective and about the unitiand why
3sk for reactions from the class they were selected for it.

about mec and the unit. : A .

4 B.

Students will discuss their -

log' books.- Break the class ideas and bedin their blog‘

. _ : A ' »
into groups of their choos- books. They will, at th_is*

o

¢




that they -have about the

unit and the course amongst
themselves and begin‘writing{
in the log book. Emphasize '
the feelings aspect and intro-
. e v
duce the concept of emic and
‘et1c descriptions. Point out
that it does not matter

1f totailqnd complete under-
standing of the unit exists

within one's mind as the

unit must take shape in the

future. Point out that the
tfocus could be done in terms
of'direct{ons—*suggest t?at
loning at the dynamics of
the grohp at the present
ﬁiqhg,ﬁe a good starting

place.

t

V. Evaluation (post-active)

»

- SESSION TWO

Philosophical xcaptifns' (pre-attive)

-

. . . the important thing is the continuing trans-

f \J

. [ . oy -
RN .
v ) \

-

formation of reality, on 'behalf of the continuing . o
humanization of men.  In the words of Pierre Furter;- . - .
_ "The goal will no longer be to eliminate the risks - :
- of temporality by clutch%pg to guaranteed space,’ but .

('S

Y L . , , .

L rather to. temporalize space. : . . The universe is
. , T N . \
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L8

revealed to me not as a space, imposing a massive
presence to which I can but adapt, but as a scope,
a domain which takes shape as I act upop it."131

It is important to remember that being human is to

continue to change. The world is not a fixed, static and
compartmentalized space; the world.is'a place undergoing
continual modification. Man's perception of thé world is
continually changing as he is able to create the world
through his action upon it. It is thus necessary for us
to_rgalize that we do see the world from different per-

apéétives and that we do create the world differently as we

act upon it.
Curricular caption: intended ' ‘ 2 =
Iearning objective (pre-active)

To begin to see mgre clearly the ability to give
o s ; LT
shape to the world 'througkh action upon it.

~

-~ ' N
. j ’ AN

Outline - | L

- J

I%‘Topiqz practice in putting together a .

R reality (pre-active)

.IT. Task objectives”(prevactiye)f

noC

‘K. From: beginning to work iH created groups _

To: beginning to work so that unity, organi-
S zation,'cooberation,’and synthesis of

:" ",ideas becémés useful and necegsary in .,

v . Aprdef‘to completefa tégk o . ;‘f_
! ) e o

B. From: 'bresgnfing«én artificialﬂs@tuation .

. N :gggégifive pictures and giving t@em\a’

.
|

»



context and a meaning through writing
a story about the pictures
TO : practice in a fo;mal sense of being
ablé.to’arrange and create meaning 1n
o ) this artificial sense and to decipher
this into a real context
C. From: uéing éhe log book and thinking abdut
it as a reflection 6f feeiings and
théughf.
To:  using the log book as perspective about
what is going on so tha£ an historical
record is kept
. I1I. Mate 'gls,gs‘i (preh—.active) , .
‘ "A. Five pictures that the members of tﬁé.groqp

) have nev§gwségg?4eéch group getsﬁihe\saﬁe
five pictures |

. B. Log books y
. C. Paper for writing the "story" or the "dcript"
' ) R ’ h ) .
about ‘the pictures _ )

D.eaggselves -

" E. January 19, 22, 23, 24 A

-

IV. Perfonmwmﬁ,{interactive) L ~ '7!E” ¥
. Teachér-Student L Students-Teachers
. - . Performance: . . Performance
y a o ‘ . '_! « . ‘ . :A . S .3
, SRR ED PU A

RN

. A3k students taq

3 i . ) .
get into * Students will -arrange ‘them-

the' foups again. A selye$ in theifﬁw*. '

'
- . K ) B °

. H AP N - . .
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B. , B.

Give each group the same In the process there will
batch of five pictures that .~ probably be much arguing,
they have never seen before conflict, and confusion as .
and ask them to arrange to the wayvtp oréer the
them into an order which pictures, and the story
is meapingful to them; which follows. Eventually
With this created ordér, it will be found out‘that
‘ have each group‘create a organization, Lnity, co-
"script?,Fhat relates tq, operation, and synthesisf
¢ the 6rder imppsed upon K of ideas Work better a;é'/
the pictures. Ask them _____ ‘are less divisive ;ays to
to select a person to aét get the task.done and ghat . .
as a participazt obgser- - 'éll people then ére.in-
ver who willlbe the ong‘?}- cluded. -
. L2
that will regularly ré—“ “‘
cord in the log book. |
Ask;tﬁem to regbrd all : .
cbhfigcts, ideas, and-all . - :
. "that they can include a§ R - x
to what ?s happening in
their group wofk,_ ; o T )
_ Asklkhe gx9ups”t9 presént" This will be ..he. ;Eaé£’r.
ﬁs.tﬁeir pictﬁre arrange- | K..ngHp will Pérﬁéps have a ﬂ
"ment and "scriéé" to Fhe ) different'afrangemqnﬁ'of’,

‘:“"gé‘.t“." L




rest

put

tape.

Phil

the pictures, and 1 would

of the class and to
T
the scripts onto a * most certainly guess that
the stories would vary

greatl&.

V. Evaluation (post-active)

SESSION THREE

osophical captions (pre-active)

The startfﬁg point for organizing the program con-
tent of education or.political action must be the
present, existential, conérete wsituation, reflecting
the aspiration of the people. Utilizing certain '
basic contradlctlons, we must pose this existential,
concrete, present situation to the people as;a prob- .
lem which c¢hallenges them and requires a resgonse--
not just at the intellectual level, but at the level
of action.l132 e :

.-

.
n

S epoch is characterized by a complex’of ldeas,
concdpts, hopes, doubts, values, and challenges in
dialectical interaction with their oppos;tes, .'.,.)
The concrete representation of many of ese . v,
as well as the ggstacles, . . « constitute the thémes
of that epoch. . e
In order to achieve humanization, which presuppoées
the elimination of dehumanlzlng oppression, it is
absolutely necessary squognt thf %1mit—sxtuatlons
in which men are rec}ua%l té'?hlngs.
£L B s
. the themSZJbothﬁgontaé? and 'are contained in

.

limit- 51tuatlo&§; the4ta3k5*they 1mp1y require limit-
, aCtS . . S ; . .

r

a - : B . -

This dlalectlcalemovement of thought i§’ eXempllfled
perfectly inm the- analy31s of a COncre;e, existential.
"coded" situation. Its. "decodlng" rejuires moving.
from- the abstract to the concrete: #his requires
moving from the part to the whole jand then returning
to the parts: this in turn requir®esthat the Subject
recognlze himself in the, object (the coded cancrete
existential 51tuat10n) and recognize the object as

‘a situation in which he fznds himself together with

othetr Sub]ects.135

. O

&

I
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. danger lies in the risk of shifting the focus
of the investigation from the meaningful themes to
the people themselves, thgreb§7 treating the people
as objects of investigatlon.
It is necessarxy for man to be:able to reflect-act
upon his world so that he can transform it as he creates"'it.
To do this he must be able to tri-dimensionalize time into

the past, the present and the future. Man must be able to

identify.limft-situations through reflection and then to

- realize that tasks are required through action. Movement

must be realkized in terms of men themselves within their
exlistential realities. Man must create.the pedagogy of

L , .. . 4 3 .
his own libetation. The world must be acted upon as a
&totality which is undergoing change. Critical thinking

- 1

must occur on mé?ningful themes which qi: be identified

through codification-decodification. A¢étion-réflection

(man's ‘word-dialogue) becomes a part of this process.
A ‘ N

Curricular caption: “intended -

- Tearning objectives (pré-active)

By discovering and usgsg themes dialecticélly we
will begin to think more:criti¢ally about ourselves as
beings in the world and in doing so discover new

themes which will. then call for new actions. R

Outline

I. Topic: waard a fuller awarenesé and possxble

‘ understandlng of ourselves thrAugh a “{ook" ’

at our classroom (pre—actlve)}\
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I1. Task objéctives (pre-=active) 3

Al

B.

C.

From: all ot us having‘soﬁe kind-of an image
and ideas about who we are
To: all‘éfvus.havinq some kind of an image
and 1deas about who we are; begin
(\ creating a f;ame of';eference_from

whicﬁ‘to#iook at ourselves and thc

various situations in which we find

eurselves )

From: alf of us'having some ideas as to @hb
we are within-some kind of a'frame of
refercnce ‘

J . . . <
To: our 'growing awareness that we are, with- \
ip this frame of ‘reference, members of

a group of people with many common
éharacteristics- |

From: én awqrehess of being a member of a
gfoup or’a collectivity of people

To: thlnklng about that group membershlp

_and 1mp11catlons of haV1ng that group

A -membershlp
erials used Mpre actlve) : PO -
> . . ‘ ‘
' s 4:?' N
_gg:Child:en L \ L
F )

Prose of Relevance 2

The.ﬂax_;t-Spozed-to Bé“ -

’

uillm:_V"Teachlng at Madlson Senior Q1gh School" fJ

. & .

"What the Schools Do"l‘"  L - ‘ “ /

foo



F. "The School as

a Total Institttion"

G. "Body Ritual Among the Nacirema"’’

H. 'Bhis Book is About Schools

1. Paper for indiv

idual essays

J. Ourselves \\

K. January 29, 30,

8, 9, 12, 13, 1
!

1V. Performance (interactive) o

Teacher-Student
Performanke

A.

Ask all the individuals 1n
I d

the class to'write an ¢ssay
about the school and/or the

class that they are 1n:

[

‘something like "The way I

see the school/class; its
. . o

relationship with me and

my relationship with it.

B.

Read and ask questions about

31; and February 1, 2, 5, 67 7,
I

4, 15, 16

*y

StudentssTeachers
Performance

AL |
% '
? . ) . Ct

Students “will write these

LA 4

B | : SN
essays individually.
¢ :

B. e

4

. Questicns will be asked about

the ?aPC?S sthhat they cang the fuestions put on .ﬁe

hd < . 1‘ I:\«
be passed back the next day:
bring up themé3 that are
v -
SuﬁgeSted in ébe essays.
5 \

Bring‘up or poéﬁibly bring
T
out ﬁhg'cohtradﬁbtionhtmét |

'essays;‘dlscu551on»of themes
. - e

will take place with _the.;_>

class as a whole gboqp;‘%his

o will perhaps be a cohfusing,

"

ST

L

‘tépic."The'cghcept

..

,__/,

87



S 2

~ what is ritual? Can

might be seem to exist be-

tween the E;and theANot I.

C.

Pass out "Body Ritual Among

. the Nacirema" and asg;them
m

to read it.
¢ D.
Discuss'Bodvaitual’Among

the Nacirema." . Include.

.

;o
arags ‘such as what these

[}

'peoplé seem like: why

~ might they act‘as’thgy do;

would you like to be ong. _

Get into the area of the

'concegt df :itual, e;éu,‘

<

__schools gr this class be

‘'seen in terms of having

88

of "themes" will not be
-fully understood; ideals

will cgme forth and a
9y . )
+thematic -fan" might begin
roa
to form. The contradicti®h

and the concept of the i

and the Not I will be chv
fusing; yet 'ideas about the
contradidtion will be T

bagught up and discussed.

[ C. : i

. " > ©
They will read it indivi-

dually. ‘-f | RS
. i . 4

[
!

. ID.
Think through.these idea%./ -

2 _ o B
Discussion w;llkincludelﬁpe L
. b . ¥ N

- .
Srpmem e /
)

Perhaps come to some idgas ‘J

; people% Qﬁé?ug,\
" if many 195hts. }é
fhe Sigpiﬁiéahdé‘qfvritual
‘in'tefms»ofiéahool,ftheir
cléss, themsé;veq; fdhg( f

-mightﬁpredict surprise

K
B

B - ’ " '- N N
e SR A
v . - N



rituals. . : : when it is found out who
N - . ) . ks
the "Nacirema" are. : o N
. Ck. ' ' .- E.
}Usn(thv’nrticlv just read - A'great variety of responses
-y \ : , | B
+ « {'as @ transition--focus on us ~ and ideas about school, this
in the gontext of this unit school, clads, and this
now. Present article-from class will emerge. Students
8 . N ° .
! 36 Children o page 1}0, will begin to consider more
'_ 'l b — : . '\ ‘c ’: [ . . ' .
* 'An Average Day in School," concretely their relation-
.. - ‘ i , " . . 3 . B .
, ;: ! How is this séﬁool and tQ}S~'. ship With>school._
PN R ! P ' ~ o, . .. :
.'1' "wCIQSS,simiiar/different Lo by -
" . . - . . ’ o . . ’ e ,.
‘3'*5 s to/from the ohe-in 36 t i 6. . | oy
. [ . * - “‘— - ‘ A “w A A
- Children? .\ .- gE s
P A o , L
&J . ® .
'.: - F. L - N ’ . F-
o <~ ) o i T e ’ -° :
AL . . ‘ . » :
”geﬁd'from.Thls Book Is % -~ Thgy will probably listen as
1y S A N 1}
Abbug Schools, part of =~ . 'I read. v Discussion might be
George Martell's article - very confused, bdt with an
° ' > ‘ \
between pelges 94 and 97, -attempt to understand and
. N l .‘
“in terms of the concept of put it into a framework for
ritual and feelings of ) undegstanding. Log books
, . . [ 4
belonging, contributing and  * will still be written.
being part.of something. ‘"Data" about school and the
.. 3 \ school-student relationship
) C, : .
s : Ce ) will begin to grow and the

creation of a "thematic fan"

: . that is being recognized. -
2> \ ' .



§

G.
Re-emphasize that 'materials
are to be seeb in t%gms of a
relationship to the school as

encountered reality. \>,

H.

Film: "Teaching at Madison

Senior High=School". How
were these two classes like

yours, different from yours?

What<kinds of themes can be

4
+ found by exam tion of the
situation"preseni}d in the

{

~tion here?

. L4
-f1lm? What kindé of inter-:
personal relationships exis-

,ted in the classes in the

film? What can be said about.

it in terms of our situa-

I.

Read: The article on stream-

\'ing from The Way It Spozed

To Be. Is it done here? .

- What is the "composition" of

\this clags--sthool? Are
N S

4 e

\.

1]

G.

" Mental note will be taken

of this.

H.

Disc§ssioh émong‘the whole
class? It will éenter
around the kinds of issues
that are raised. |, Sﬁudents
will now be becoming more
critical in looking at
th%ir school and them—
selves as thémes. They may
See themselves in terms of
a particular theme. Log
books conﬁinue. Hépefully
the "%an“ is continuing to

spfead a student-school

relationship.

I.

Discussion in terms of the

class/school. Some anger

may be expressed. -

o ’ )
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people sorted eut?  How?

J.
Prose of Relevance 2. Read
from page 171.

K.
Prose of Relevance 2. Read

from pages 176 to 177,
"What is Education For?"
Class will ré%dlthe article
and then answer questions
five and six on page 178

for discussion.

L.

Prose of Relevance 2. Read

from pages 183 and 184. Di
cuss questions on page 18
in terms of experiences in

school.

T~

M.

."What .the schools do?" Ask

-

school‘%nd a view df man.‘—

students to read it and pre- standing pé;;éfﬁzr

J. ,

»

Some laughter as it 1s a

~ common occurance in the

school.

K.
Students will read the

article, answer the ques-

“tions on paper and later

discuss their ideas about
the questions, views of

education, and school.

, L.
'
Students will probably lis-
ten and the duestions will

be thought through. The

"fan" will expand through

- an examination of issues

and experiences citefd. Use

Rl S

them to consider a rela-

tionship between students-

:.9 l

£ M.

Some dlfflculty in under-~ .



as I see 1it.

parc to talk about 1t amcongst

themselves in groups. It is”
A

a difficult article in places

and working with groups will

make il easier.

N.
"The School as a Total Insti-
M a2

tutidn": explain it to them

-

0.
Ask the students to get into
their groups and take all of
the articles they have, log

book information, and any

other ideas, or .anything else;

begin to think of ways to use

it and organize jt within’thf

»

v

.
vn'
.

S

article, some confusion.
Log books éontiq‘p.
Article will provide more
informatibn for the rela-
tionship between student-

school and a worldgW¥iew.

N.
They will find it interes-
ting. Discussion will ‘be

with whole class. It will

focus (perhaps) on them ané

what kind(s) of a rela-
tioMship they have in the

school. Continue ponderihg

the question of fa concept

of man and the world with

‘respeat to. school-student

relationships.
. e

* 0.
With some confusionfand
joking around this will

-

happen.

»
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» A
9 y
» A
o B v
;xuuk Seoas Lo tocus on the . : . Lo
A ¢ W
school /class and how 1t . >
: - M
. . . ) :
operates. " Thls 1s a4 transi- : . .
. - o ' ?,}:"
tion 1nto the next session.,
] \ o
V. Hvaluation (post active) ’
B
. . % LS
N SESSION FOUR Ry
Philosophical captions (pre-active) .
.. . codification should be simple gan their complexity 4
and offer various decoding possibilifi.s in order to i
avoid the braig-washing tendencies o ropa%?nda 138 . ¢
¥

.o order to offer various possibilities of analysis in
oy the decoding procesq the codifications should be or- b
Janized as a "thematic fan.”. . . Codifications
reflecting an existential situation must objectlvely
constitute a totality. Iga eclements must interact in
) the makeup of the whole.

As 1t 1s extremely difficult ,to effectlvely act .

¢ : '
upon abstractions, we must work toward makling concrete,

visions of reality. It is a process of fulfillment. To

X [N
be human is o transform. Transformations must be recog-

nized (aphounced-denounced) by particig‘nts‘as they create
and re-create.
./

/gxrricular caption: intended
learning ijectlve (Ere~3§tlve)

¢

Ed

To organize themes bhto a visual and audltory pre—

.
[}

w\\ sentation so that the "them;Xic fan" will be visible and

to announce-~denounce a view of the world.
’ .
Outline _ g -

I. Topic: the.scripg)\ghe slides, the presentation o

—~u ' :

~



¥

IT. Task objectives (pre-

’ A. From:

To :
B. From:
To:
C. From:
To:
-
.D. From:
To:
E. From:

-each group hjving a tape-slide

-

ve)

having a lot ®f data and feelings about

the school, thém elves, and the rela-

P ¢ ]
tionship between written and verbal

feelings a data
\ gs

the creation of a "script" which re-

flects the school-student relationship.
as it i1s now seen by the students. This
could be compared to the way 1in which it
was seen;

the creation of the "script"

each grgﬁp taking their script and
‘taking a roll of film with twentf slide_
pictures on it, photograph the script

SO0 as to make it visible

having a script and twenty slides

taping the .script and putting it

-

together wit e sPides -

presentation
. \ 4

presentation of the tape-slide show to

the rest of thé,class

members of the class‘yiewing the tape-.
. L

%
»

slide showing withethe "new" view of

v -

the school-studeént relationship (as

. compared with_pieviously expressed

views)

94



S~ ' ‘ 95

» [ N A

To : a consxdcration of this/these ”p

- : A

view(s) as presented in the tape-
t BT

showings, then, thinking abou

tions of schqol-student re tionships

.
\\TT‘~4:A\\ and the vision.gé/ﬁan and \the world
Tt terials used (pre-—active) | -
\ A. Came¢ras for each group )
- B. Roll of slide film for each group--twenty
pictures per rbll o ‘
C. Flashbu}bs‘for each gﬁoﬁp ‘
D. Slide projector
E. TapeArecorder ana tapes
F. Re?érd player~ )
G. All data and ideas that the participantS'ha§e
eiiher wri;ten or Faid, or things that. they
Have not -yet reveéled or discoVerE@
H. Ourselves - | .
I. Ample supply of paper.. ! ‘
~ » © J. February 19, 20, 21, 22, 23, 27, 28; and
o . March 1%82,5,6,7,8,9, 12
Iv. ?erformanFe (intér—acﬁive) : o
Teacher-Stpdent ~ 'Students-Teachers
s - 'Performance ' Performance
- ‘A. S A
. 5 :

Ask the students to get into What may begin as confusion

groups and to take the infor- with respect to.getting the
_ : . ? -

mation, data, and any other /> task done, students will

[ A‘A‘,"' . o X ’

¢



" ‘ ' 94

things ICsired and to write accomplish‘it relying upon
a “Script".depicting (from T un;ty{/ggganizatipn, coopera-
thuir view) thc 5chool- tion,fand synthesis.
°tud(nt rclationship. Y - ‘ ' | . *
B, ) ' B. -
. * ~
With the script completed ask This will probably be done.
the students to take a camera, - .
and so forth, and to illus-
trate the script oe'film by
/using‘twenty slides.
C. ‘ - c. "
Ask each group to tape its This will probably beé done.
script and get the script and
the slides ready for showing
*to the rest, of the class.
D. ' ’ D.
Each group will now be asked Each group will present its
to make fts‘pfesentation to slide4tape show and the class
the §est'of the class. It . 'will consider implications
will show their "new" view of the ceneept of the stu-
of the school-student . TstéqeﬁtfsehOOi relationship .
relationship. ’as éresented in the showings.

-

' - E. With the presentation of the slide—tape showing «
.4 1
change will have already taken place in the process of

creatlng the "neW' vlew one can note the process of

~

denouncement—announcement occurlng together within each



\\S‘

N

4 ’
other in the process of doing the unit; with a new view

. -
change forces action to also he di¥ferent. e

. . \ . .
F. Log book usage will alsd'béfg&Ppped as- it is too »
J

¥ difficult to manage. ] . ‘

.

* V. Evaluation (post-active) ‘ .

SESS Iomy{VE

Philosophical caption (pre-active)

"By stimulating 'perception of the previous percep-
tion' and 'knowledge of the pr#vious knowledge,' decoding

stimulates the appearance of a new perception and the

w140

development of new knowledge. Change is a constant

' :
state of man's becoming. We must therefore constantly

assess and evaluate where we are SO that we can reformulaFe

hd .

our ideas as. to who we have become, what we represent, and

where we will now go. We must evaluate our efforts to
) .

promote further change.

Curricular caption: intended
Jearning objective (pre-active)

To announce-denounce new reality, based on a move-
ment of "mentality" created through our process of dialogue
with each otherbaé we have acted to transform a past reality.
Outline ’ X,

I. Topic: continuing movement in the direction

toward becoming more human (pre-active) =

II. Task objectives (prefactiS%)

97
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A. From: having looked at four slide;film

presentations and thouéht;about their
-

.implications in terms of a view of Man -

and the world and a schoo}hstudent

relationship ’

To: verbalizing these implications within
the context of the whole class and

arriving at a set of common themes

’

that exist in all of the presentations
with respect to,a vision ‘of man and

the erId'and a school-student rela-.

tionsﬂip ’ [
B. From: -arriving at a get of common themes"
To:- arriving at a se£ of étatements‘thayf
"shows the yision of ﬁén and the wo:id
. * that comes from the school-student
relationship V

C. Egoﬂ: “arriving 'at these statements with
) ‘

£

£ -
as represented in the school-student.
i [ o0 ]
) -~ relationship
jvaz ‘a consideration of the creation.of
[ . s . .

> another "new" view: announcement-’
denouncement. ’ '

D. Frofi: the mentality in Ehe.bgginning
'To:/4 'Ehe’mentality we»have at this time

and in this space..c.

respect to a view of man agﬂ the world

. 98



ITI.

Our slide—film‘preéentations :
B. The model of movement ffom banking mentalities
to a praxis-posing mentality

C, Each other - 7

D. March 13, 14, 15

1) .
1V. Performance (inter-active) '
Teacher-Student ' Students-Teachers
Performance Performance
A, . . A
Ask the class'to state what With some difficulty class
things are common with re- "  members will point out
spec£ to the students, as a common thematic strands
collectivity, injthe pre- ~  that are found within all

sentations. . the presentations.

, S

Using these themes in coqtra* Again, with difficulty,

diction to each other, aék a view of man and the world
the members of the class to will emerge from the

C T e .
arrive at a v1ew of the re- .cbmaiousness (which is a

latlonshlp that exxsts between«ﬁgw one) of the students.‘
®
the adm1n13§ga¥lon (sohool) -

and the students? _Con51der
also the t@ctiﬁsfgsea’in

workiﬁg tofmainﬁain this
M . ',-7 or, . o ‘ : : »

relatlonshlp.fuu_;h L e ST

~

'* -
‘f .

99



C. w
Ask the students to consi-
/

. - : '
dem the project just com-~ ’
pleted as one way to, look at
and to act upon the world
and to create and discover
"madel of

reality. Put the

.K,

will interpre% it.

Then

&
They’yiil probably consider

the project, they probably

will,consider the model that’

I present to them, and they ‘

they will perhaps consider_

movement” on the board so that and grapple with thevbésic‘

it can be seen. Ask the

Yarlous class members to thlnk (2) Where am I?,

'about themselves, wheref;hey

are, where they were, wherk they

might be going, with respect to

bt

this "model of movement." This
will enable the students to

coﬂsider, having had the model
explained to them, their "new"f
view an$ théig "o6ld" view and -

possible -"new" views.

V. Evalpation (post-active)
. - B

Lo N SESSION SIX
. ) )\ . ﬁ(" -, (L':‘”‘ H

VPhllosqphlcal qggtlons (pre-actxve)

» 0o

~ The 1mportant thing .. . .. is for men to come to feel

- 1like masters of their thinking and views of the world
explicxtly or implicitly manifest in their own

xsuggestions and those of their comxadés. :

P . L) o' '.,."-”0 . e "o

e

'\

+

. O’>

What shall I do?.

.
w5

A

and "(3)

questions of (l) Who am I?,

i
)

Tl 'Dnly men are praxis-—the praxis which, as’ the reflec-'_

100
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-~

Y

tion and action which truly transfonm»realréy,

is- the source of knowledgd and creation.l4l . ,

. o .
A person's word is a statemeft of his humaneg’s and, as
) kY ;.‘e* " . «
such, is to be honored. " Adain, we must consider who we
L4 . . '; " ) "
are,’where we are and what we should do in our-continual
. transformation. .
Curricular caption: ‘intended ' . :
learnlng objective (pfe<astive) [ ' -
N\\") \/ t "
To consxder critically where we are, who we are, ¢

- ’
whagwe should do, and who we might become through‘praxls. '

QO ' L .
o S . ) v
Outline : F/ . IO

Mo

" I. Topic: the "finale” (pré-&égivéfﬁ

IT. Task ijeotivesv(prehective)‘;f . ' o
A. From: having done theiproﬁect and a realiza-

‘tion that it is a project whicﬁ is a

process wh;ch dqes not end

Tos: thlnklng about what to do next in

7

thlS process

¥ . . . -

' B. Frém: thinking -about the direction that we ;

(one) 1s mov1ng in w1th respect to ',

~f‘ the ‘bdel of moVement that is pre-
. sented
N . R N - ‘ - ‘
- To:  putting the ideas dow® on a question-};'\
- o naire whiéh I;qéll an e ination . -
IIIv'Mhterials ‘used (pre—active) . e A

&

© A.. Paper for dbfng the "egsay" or whatever is

negessary in consxderatlon of what to do next -



i o
<.

K /7102

o " -

\ i
)

A ]

1
B. The banking-mentality/praxis-posing mentaiity

sheet which is an examination. It is the same
- ~thing as the breakdown of the Broad Task
. . - )
Objectives of the unit, .

C. March 16, 19 ¢ . ,'

I¥. Performance (inter-active)
. »

) Teacher-Student Students-Teachers
Per formance - Performance
A. A.
Ask students to write an Essays will be written or _
¢ . T
esséy or to think/about and some other method used to 7
show Qhere we shduld gé - clarify thinking abdut this

next. The quéstion of cancern--most people simply 5‘\

"What shall I do2" is wanted to talk about it. ,

o

imbortantgg
CoeBL B.

Ask the étﬁdenfs ;ogipdi— " They will think about it
| S ,

cate on the banking/praxis- = and fill iy in.

‘ppsing sheet as an exami-

‘nation, the direction they

s

' bsdwvthémselyes & beihg in ‘ .

| be'fo‘ré"the unit, and x{ow,
having "completed" the - ' L .
o , ' ¥ o - N -
-unit. s Indicate before with ’
: b _ S . ) y i
a check and indicate now e L e

. ‘lﬁ:i‘ . . * ) - & N,

* with an "X.," ,

" 'V. :Evaluatdon (post-active):

»
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N P
Other than the number of days needed to do each
session, the 'six sessions appear as they were iﬁ.the unit.
The segsions last for unequal time periods, as the unit was
concerned primirily with movemen? from one mentﬁlity
toward another. Rigid.session time allotments were there-
fore not required. Session length was more depeﬁdent
upon our mutﬁal interaction as we engaged‘in the process
of our transformations. Sessiéﬁé did ﬁpt have explicit
beginnings or endingé, gutrmerged into each gﬁheri;s we '

proceeded along the paths we créated in examining-acting

upon the school-student relationéhips.

*



CHAPTER V

WHAT HAPPENED -

The unit, having been shown as it was presented to a

class of grade ten students, the ideological position of

’

the educator necessary in order to carry out this kind of

a uniﬁ, the curriculum and its aims:‘and the philoso-

phical foundation upon which the view. of man and the world
’ .
is based have now been established. At this point one

should see the tic between theory, currigulum and pré;tice
as uscd by Freire. As stated, the program is an approach
to living rather than a prqject/}hat can be taken up and
put down as one desires. | .

I would now like to tell the ”stOry"'of what hab—
pened. I will try not to evaluate what happened, but fo

. » 'Y
report what happened as I saw it and as the rest of the

meﬁbers of the class saw it.reflected in their words, in
their log pooks, from papers they Qrote, statements they -
made, the siide-tage presentat%on; the theme-interpersonal
relationshiﬁ—t&étic paper they creqted; and the dir?cti5n
that they said they saw themselves as moving in. 1In
talking aboﬁt what happened it is realized that it contra- .
dicts £hé notion of working with others és equal partici-

3
A ]
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105
pants\§§a\ comlhg a member of a group of equals. Yet, ¢
in this case, lt ls necessary in reporting what happened.

"I began as an outsxder, not a member of the class, and
hopefully, ﬁgrough ingeraction, became a member of the

]

classroom communlty. ‘ .

(‘;.

There ake ﬁany ways one can look at what occured in
our interactl&h with one another through the unit material
(world). I prefer to look at whijt. the situation waéplike

~at the_beginning of the unit, é& show movement toward,\

ﬂwhat it was 'like at the "end" of the unit. It is a way of
showing what was intended, what was¢doné, and what
occured.’ This way of looking at the unit is a way to look
at what happened in Eefms of the whole.

The inténtion ofpthe unit was not to cover a speci-
fic body of materials which were .to be learned as know-
ledge and tested The intention was more in ‘terms of a
process of movement of mentalities. At the end of the
unit i%}was hobed that we would ail act differenﬁly, not ///
because of specific knowledge learned, rght because of e
new way of thinking based on knowledge created as we were/ '
able to denounce old ways and announce new ones. The in-s

. tention of the unit was to transform the world as we
transformed ourselves. At a. ghllosophlcal level, we were
working to realize that.we werefbeingsAig\praxis.‘ At a
currichlar levelﬂwe were working to move from a world

view based on banking mentality to a world view based on

a praxis-posing mentality. It was further realized
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that absolute attainment was not possible and that it 1s
the movement in the direction desired tha&t is sought. To
be a being ih praxis is a lifetime vocation. To finish

movement is to finish being'hu?an. In order to attempt

this kind of a program one has‘to, as Freire would agree,

establish a reltionship that allows for and is based on ‘f

dialogue.*

To establish an ennvironment and a situation which
would foster dialogue was the beginﬁing réquirement; When
I entered the classroom the situation was of students-as-

reactors and I therefore realized that a situation had to

O
be created where students becaher§tudents—as—interactors.

We had to get to a point where there was interaction with

each other. . .
. » <

t \

The curricular intentions of the€ unit that I have

'stated were mine. I do not know what intentions the stu-

dents had as ‘far as the unit was concerned when we began.
I saw them as being too budy trying to react to what they
thought I wanted. This may have been one reason for a

lot of initial frustration.
. ‘ ef [

The'Beginnigg

The geginning oﬁ the unit>was highlighted by con- -
fusi%n.at akl levels;it'sagped. I was confused as to
where we were going and what we were "really" doing.. 1
sawjthe class as.-being confused aqd frustrated, too.

I believe thit the class members were curious as‘ to why

[N
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[ was there and what I was dolng. I was curious to find

'GU£ m6bre about them. We talked about each other, mostly

- <
—_—

about/%o, and T pruéﬁy well controlled the discussion. We
» . ~ o T )
talked about what education was and we falked briefly

about some of the intentions and the scope of the unit as
I saw-it. Iducation, as it was scem by the majority of
¥

the class at this time, was sométhing which would "make

us morc mature" (quotlng Ken Lougey. Some student

respopuses to the unit, taken from thefr‘journals, follow.

We are in the midst of change, a very puzzling !
feeling scems to be among the group. Discussion

kind of came to a halt. Marlette and -Sheila has
(sic) just left the room. They returned and
discussion began again but with lots of confusion
involved. ' - ¥ 142

--Group of girls, January 16

Group doesn't kmow what to discuss--No one no's
(sic) what is going on. Whole group is cracked....
' --Group of boysY Januaryl43

Group has to have time to begin Tocusing-discussion.
Larry and Doug are beginning to argue on different .
opinions. : o B 144

: --North Side boys, January

Nobody knows what's going on. Talk’continues of

cvolution of our planet. Dan brings up the movie--
2001--Everyone is kind of bewildered and so topic
turns to upcoming exams, new teacher. ' 145

--South Side boys, January

I was unsure of our direction and agree that confusion
was a way to describe. our beginnings.

In the midst of all this confusion, the unit was

[

séen to be something which was to "make us mature;"
‘"prepare us for the future," "we will be able to get along

with others and understand them moré fully if the course
. _

N i fe
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goes well,” "we will take it to the outside world," "we

. -4
must be ready for change," "if you dopn't change the world
won't wait for us." _This retationship, based, on confusion,

of my being "teacher" and the students trying to figure out

what they were to do exjsted for several webkks, - It still

exists. * \
In the early part of February the student journals
were filled with statements such as,

People were puzzled to teachers questions. 146
--North Side boys

Class 1s not moving. . . . Topic kind of changed.
- We are decaling with us in our school. Everyone

seems to have a different idea, its getting very

confusing, trying to overtalk and make sure his or

her opinion is heard.
. 147
--Group of girls

»

-

I, too, Qas very concerned about the direction we were

moving in. I, was not really sure where we were goihg.
Session One of the unit was intended to begin a

situation which would eventually lead to dialogue. Session

A Y

Two was aimed at shaping the world, acting upon that treated"
world and giving it a fo;m of réality. As we moved into
Session Three and into February we were s;ill confused and
.I would say‘we were still functionihg>whéfé we began. It
was hoped that this Session Three would{pe one in which we
began to6 think more critically aboqt ourselves in the

world and to see'that our frustrationé and confusions wereﬁg
shared. We were members of a commﬁhity who werewall

existing under a similar set of circumstances of not being

_ -
able to become ourselves. I hoped that what we had‘beéh
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experiencing could be incorporated into what we would bé
qung next.

" We had'completed a large portion of the third session
without aﬁf apparent results that I couldﬂéhll positiveT
My joﬁrnai had statements in it.sueh asuehe foliqying.‘mm

Are .we really doing Freire? “~Probably I should re- - T
read Freire until I understand it better. Am I ;T
living it? Does the class want an "official”
leader? Bit concerned.
148
--February 8

»,
"

Mgvement begins . s

Again from my journal,

Lots of discussion. Read a¥ticle pp. 183-18%3
from Prose II. Class really-got off on it--.
. concerned about . . . punishment they have

>

. . ) h
had. —'—-Februaryb9 149
Some student statments,

Talking about power. Who has power over us?

Conflict is arising over power arrangement., In

¢ a indirect way I think that we just trying to
depict the role of the public school, schaol -
administration. . . . Classiis. . . going more
deeper into the topic. . .

- o --Group of girls,

February 9 150

* Larry compared schools with countries having a
great deal of power. He stated that both try to
display their power to the upper hand. : :
--North Side boys, 5

Fepyuary 9 15 ) ‘

2

It wab 'shortly after this time and as we began,to{

’ ‘ \ )

~move into. he article entitled "The School as a Total
Instltutlon“ that we began to become more cohesive as a
body of people. We were finding themes and identifying

ours&fves as people who exlsted within thesevthematlc
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s1puations which were discovered and identified. We were
focusing on experiences that were familiar to us and it
was these experiences that we saw as being reflections of

themes. We beqan to think about how we responded and
Q

related to schools as 1nst1tut10ns A concept of personal

»
versus collectlve-klnds of issues evolved.

LS

A cHange detected , ~

A large number of students who had, in January,
written pépers about themselves as members in the school and
about their relationship with®*it as being charactegized as
a large happy group who were all learning to get ahead,
improve themselves, where all had an equal and fair chance,

ahd were learning how to get afong in the world were now
- ' >
making, through the process of denouncement-announcement,

new statements. Some statements from the journals should
now be read, remembering the earlier ideas about education.

Different people had emerged.

I think thAt colonization applys (sic) to ouwr group.
And. from taking a look at the other groups they
also seem to be colonized.
--Group of girig2
_+#7= - . February 15

Doug begins expressing his opinions. He feéls he
has accepted the situation (school) .
-~North Slde ngg
Februnary 15

Séhools try to make you an average sort of person.
They try to make us a model student. They look at
you as a name and not really.as a person and how well
you do. in school has a lot to do in the way you

are kreated. ' '~=Charles polturak,
February 15 15

“ ' ~ o
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School 1is trying to teach me somethlng I probably
won't use.

»

--Dan Wyman, 55
¢ February 15 1
Trying to mold me into their system--and I don't

want to .
g0 --Bob Jullen, x

~ February 15156

School for me is a social club. School turns people
into social outcasts,' drug addicts, educated students
who will benefit the community as a kdnd of robot,

gets girls pregnant. --Bob Keates, 2 &
. February 15 15

I must admit' I was very pleased by these%ﬁtatements,
espeeially considering the January papers whih were so
glowing abQut the friendliness, honesty, and equality phaf
was said to exist within school. ' Part of one essay,'
written by Mdzc Verones, inclpdes the following.

Everybody co-opetrates and it seems that what ever

we do we like it. I really feel at home in this
~class. Everyone gets along. . . . I'm pretty well
sure everyone in this class would say what I.8ay and °

I know thgwteacher would too. Everybody co~ggerates.
Nobody's preJudlce agalnst the next perso . * ;

KIn looking at and in reading these more i%cent tpte—
n 4 Y . ‘

s and comparing them to the above portion oi»a!Janu-
. b .

ary essay, I felt that change was evidert. I dld unBtiou

"somewhat, whether or not the statements made were ”really",
“ . ‘
honest or if the class members had:* percelved a 81tuat10n

where they thought they should respond as they d1d. I

»

believe, however, that the statements were honest ones-and
that a more critical vieﬁvof school waé‘evident. Many
students ldentlfled themselves and used themselves as

D

thematlc lllustratlons of situations where they had been
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treated like objects in a Freireian sense.
It is now with this new announced-denounced stage
setting, created in the process of creating reality, that

we moved into Session Four.

JThe script——thejglides——the‘tapes—-

the presentations

In the creation of a script about us and school,

fllmlng it, taping it, and thennpresenting it, we were able

to more vividly denounce-announce a new vision of reality

in which we lived.' This was a way to openly announce that 17

we were working toward becoming creators of our own

thoughts.u- . ! : |
&

.

- At thlB po;nt we had also established a relatlonshtp

‘where- the majority of the ideas and activities were coming

from the students. We were interacting and questioning

2

each other's ideap and positions.

»

When the sllde—tapes were completed they were pre-

\

sented to the class. There were four ‘groups of students in

the glass and therefore four presentations. Each group

.

did its own script,'its oﬁn filming and‘ite own presenta-

tions. SeSSIOn ‘Five was, in a sense, an exten51on of

Session Four. The phllosophﬁcal caption ﬁrom 8e551on
Five 1s, "By stlmulatlng 'perception of the prevxous per-
ception’ and 'knowledge of the prevxous knowledge,

decodlng?stxmulﬁtes the appea;ance of a new perceptlon/and
) - ) - FERN
the development of new khoWledqe."lsg Lo
. 14 eia : :
In Se351on Five we were dolng Jd!t that. Through

o & , . -
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reflectionjéction we were denouncing-announcing new
reality aslwe were stimulating perception of prevlous
perceptxé% and knowledge of the previous knowledge and

creating’ new knowledge.

W%{Viewed the four presentations and then worked to
Mok N

create“a "common statement " identifying some themes which

- each. othexl SR I .va o R

were common to all presentatlons, such as the relationship
that @klsted between the Student and the school (admlnl-
stratlon, teachers, counselors, pwincipals, and so forth)
and +the tactics that were used.by the admlnﬂstratlon in
tryLng to malntaln this retationship. The resuit of these
presentatlons should be seen in contrast both to the Janu—
ary, statements and the more recent statements ‘when change
was %1rst being detected. Through the creéation of know-
ledge;snew people emerged

W o
This ‘new theme—lnterpersonal human relatlonship—

tactlc statement reflects, I believe, a legltimate and

real change in the view of and in the way'of viewing school

(the worid or reality) by the members of the class. On
March 2, 1973 Marc Verones told me to dlsregard entlrely
his Januaty paper. I asked him why, and he answered

saylng\"You know why. « At first 1t 8 tough to be honest

and say what you think ‘when you' re not all that sure any-'

way."lGO . | | C

The féllowzng chart (see Flgure 7) was created by

class'membqrs on March 13, afterrabout two months with

~ .

o - L]
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Fig.
Chart created by class

THEMES :
Time (rigid)--Time

Dictator—-Suppressed

sonal Reationship--Tactics
ers on Marth 13, 1973

.E&

(flexible)

Anti-School--Like School

Discrimination--Br
Groups——Individual

Personal--Imperson
Routine--Freedom

Machine Life--Huma
Separation--Integr
Activity--Boredom

INTERPERSONAL RELATIONSHIP :
Group (Students)

l. we don't know enough
2. low

3. know little |

4. recessive

E

P

otherhood .
S <

0 ‘m,m
n Life

ation

'Dominant (Administration)

1. they have the experience
2. high

3. say they know all

4. dominant /

**Things go their way:

-—-Marks, Attendance, Behavior,

THEIR TACTICS: :
1. invade recessive space
-7 . ex. their rules
2. recessive gets broken
“~.. down into groups -and
fight ‘each other

Looks, Money, Intellect

**You have tp meet their
goals: You have to become
one who will fi/t into their
society like a/pieéce of a
puzzle, <

T

Dick: works Jane: cooks

Girls: home
e economics
Male-Female sex roles

i
' cu W
-

Boys: shop

114
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The chart reflected the slide—tepe presentations
that were made. The chart; wﬁich is labeled a "Themes,
Interpersonal Reletionship, Tactics Cha:t,k is divided
into three sections. The section labeled‘"Themes" is
p01nt1ng out generatlve themes which were identified and

!ated by the participants through thelr 1nteractlon with
cach other and upon the display materials. These themes
were identi?ied from a decodification process after viewing;
the.slide-teoe presentations (codifications).‘ The theémes
were common to all of the presentatione.

The second section deals with the human relationship
that exists between the class members and the dominant '
;dministration. Again, this announced relationship was
based on partic{pant interaction witﬂ each other and . ,
upon display materlals. |

The final section on_ tactles s£;€;s the methods
that the "recessive" class members identlf;ed (announced)\:
as ways 1n which the domlnant admlnlstratlon attempted to !/

'malntaln the relatlonshlp whlch was prev1ously announced

Note that githough th1s’"chart“ is not completgj?

fthe sense that Fréire might say is fully representat1Ve of
.a banklng system, it does p01nt to a banklng system and it

.vfurther selects” two of the tactlcs that Frelre also 901nts

-
»

to as belng banklng—system ‘tactics.

44,‘1@'
o
Pt " e

. mowards prax1s~posiqg and a new v181on

L

Upon completion (thlS 1s completlng something and
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realizing that it is not complete) of this chart, I intro-
duced Paulo ‘reire and my model of movement," and the
process of moving from a banking situation and a banklng

\;J/?Ehtality\to a praxis-posing one. ' We then looked at our-

~.

N ~ .
. selves and talkéd about where we- were currently operating
s d

as reflected ‘within the cgm;nuum of banking--praxis-posing.
Most students said that they felt they were operating
from a mentality th@t:mﬁpht be calked questiohing. They

said that they were’ deflnltely questlonlqg more than ever

before. Some studehts felt that they were p051ng problems

sand were therefore at’the‘prOblEﬁs-POSlng mentality within
the context tha:prresented and Qanted to continue, yet did
not kriow how. We then wrote "essays" on what should be
done next. Actually most“‘F udents preferred not to write
essaye, bﬁt to discuss what should be done and so this

was also. done.

The essays and student discussions reflected a desire
¢ N .
to focus on the class 4and its me s, With respect to
' o+
what we should do next, studentsxmﬂ#f.say things such as,

I see more problems and things‘to solve in the school.
4+ - —-Doug Costi_genlﬁf1

LY
\ * . 1 want to investigate whd really runs this: :school -
and get some neéw quest1ons and see how/if we can

get some choice here. 162"’
--Dav1d Hornlg

> . It's more difficult to.ignore 1tn'JIyJust ‘can't. - toe

~ My question is how to work to eqhality--ya‘can t "
© . simply make a new recessive=+Ith$ -difficult to St
- ,overcome--Itds a life ﬁhlﬁg'and Bu must somehow -
overcome / RV ""n WYmaan_4 o oo

oy

@
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I didn't notice the cage--It's like an inst%gution.
--Theresa Saretskyl

Finally, on March 19, the last day I was there,. I
asked the class to respond to a questionnaire which can also
be called an examination. This questionnaire is the same
th}ng as were/are the goals of the unit when g%e broadest
task objective was broken down into component élements
(see Fiéure 6, page 76).

The class members were asked to place an X in the
position where they saw the school-student interpersonal .
relationship as efisting for them in the beginning of our

- relationship, and theé/yb place a check (f/& in the plé¢e

N N

where they saw themselves as now moving in with respect to

/
L

their ideas about our interaction and their new vision‘of
reality. In the vast majority of cases, studenté placed

an X in a position more closely in accordance with a
' -~

banking model and a check in the §£5£E€ioﬁ which moved

a0 v

toward praxis-posing. .

An overview of movement

a
)

As an ovepview I'§uggest that from a beginning based

"
N

~on 5onfusionEWe become more able to look critically at

schoo} and to identify several themes of domination. We-
uncéyered a relationship existingbbetween schdol and our-
selves that we announced,as a reality, and we identified

. some of the tactics used in attempting to maintain that
! 4 l . - *
relationship. These were,; hawever, only things we did on -
T e : : .
. our paths to a more important ‘occurence. More importantly,

<]
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we became ¢u%§é%} 3 gﬂ%pjﬁ, and we realized 1t as we

"1\ i

¥, -
o0 é&ﬁﬁc;suans of fEallty and of ourselves in
4‘[ .

denounced%l
7/ and with thé w@r f
& .

If the varlbus statements of change made by the

-

students-teachers in‘their journals, personal statements
made by them, the slide-film pgésentations, and the themé——
_interpersonal realtionship--tactics chart and the final
gques tionnaire are valid,:then it must be conceded that we

o

were doing things and thinking of things differently at the
"end" of thé unit than we were at the begln;) of the
‘unit. We had begun to interact, to questidf, and to dia-
logue with each other. We had moved from a banking ménta— ‘
lity toward a praxis-posing mentality. The various state-
ments of change and the "results" of participating in
activities demonstrates to me that we were beginning to
question. The students-teachers and myself as teacher-
student had moved closer to becoming mastérs oﬁ our
thoughts as we con§inued to develop by creating and re-
creating concepts of ourselvés as beings in praxis in and
with the'world. |

In an attempt to lend some additional strength re-
'gafaing the change that occured, statements by myself énd
the resg of the class, as reflected in our respettive

journals and records of presentations, are included in

.Appendices B, C, D, and E.
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A summary . " o
As I stated earlier in this chapﬁgz, I‘ém not sure

what the students-teachers held as intentioné for fhe

unit in its beginning. But they did indicate at its coﬁ—
pletion, chanéing attitudes and changing visions of reality
about a school-student relationship as they acted upon the
unit display materials. ' ‘ 3

My inﬁgntion for this unit, which was to move with
the students-teachers through dialogue from albénking men-
tality toward a?praxig—posing mentality seem to have been
atééined.”‘I;canpot say to what degree or how far we did
move, but an absolute degreg\gf measurement is not neces-
sary.

It i; more difficult to assess the number of people
who changed and to what degree they changed. I do believe
that it Qas not until Session Three that any change took
place, éxcept with me. This change also thaé happened
"toward the end of the third session. I realized more fully
the dynamic nature of this problems-posing approach for
education. By the end of Session Tﬁree, perhaps teq or
eleyen'sﬁudents Had begun to shift gheir épproach to school.;
While doing Session Four and through working with each -
other,'theAmajority'of the class members had changed their
vision of school whiéh they earlier announced. I would say
that pérhaps all but three oxggfour students had shifted
their meqtality toward a praxis-éqsing megfality by -the end -

P

of Session Five.




CHAPTER VI

EVALUATION

With a view of what happened in doing the unit and
with suggestions that.the intemmtions of the unit in the
broadest senée were attained, one becomes more concerned
with the area of evaluatiqn, and recalls (after Scriven)
that the soundness of construction is evaluated by check-
ing to sce how well "the goals and the unit‘content,
unit content and the examination, and thec goals of »
the unit and the ¢xamination match. If a positive rela-
tionship between these variables exists one should Le
able to say with Soﬁe assurance th§t the instructional unit
is of sound construction.

Scriven mentions another dimension of evaluation which .
hé‘calls "pay-off" evaluation. T have called this seccond
dimension "What Happened." |

Thus,'I'have included evaluation of construction and
an evaluation of what actually happened in térm; of social ‘N\\\\\
responsibility of the unit. What happened is direcﬁly
related to Paulo Freire and his vision of man andlthe
world and to the curficqlar aims which follow from 1it.

Sound construction is necessary,‘but units constructed

soundly can’be used for a vast variety of¢purposes. It
/

- 120
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15 netessary, therefore, to evaluate soundness of con-

struction and social responsibility, as reflected by
Freire and the "new" Alberta Social Studies Curriculuﬁ.
One is then taking into account both philosophifal and
curriculartleyols of evaluation. One will also be able,
once again, to consider the linkage betwecen theory,
curriculum, and practice. Practice enters into this
evaluation of necessity, as what happened is a dircct

result of what was practiced.

Michaecl Scriven and 1intrinsic evaluation

In looking only at the con;truction of the unit, and
forgetting about what happened for a moment, I would like
£o examine the relationship between the unit's content
and the gdals of the unit, the unit content'and the
examination, and the goals of the unit and the examination
for the unit to determiné the souhdness of 1its coﬁftruc-
tion.

Goals and exa&ination.~—The goal objectives of this

unit were ten areas of movet that were elements of the
main and most general goal o; the unit, I hoped that
mevement in the direction of these ten areas would be
demonstrated. It was anticipated that studen;s would

begin to move from a banking megntality towaxd aﬂgraxis-

..

posing one. Complete attainment of this was noat necessary,
not possible. The examination"tested" precisely this

movement. Students were asked to place themselves "onto

’ . . !
\. N ,/’

\ ~ e
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i
a questionnaire"” which listed these ten goéls of the unit

and to place an X in the "before" position and_check in

the "after" position. Illere, one can 3ge€ that thea match

total.

1

between the goals of the unit and the ékgmination 1
This could be e;iticized on ﬁhe basis that the "exami- -
nation" was not rigorous enougﬂ and did not really "test.”

In dealing with an area as nebulous as this unit, I respénd

by asking "Whét better way is there?" 1If one is concerned
with the reality that exists within thé minds 9f the parti-
“cibants, what better way can be used than to simply -ask

them? A person's word is, in many cases, all that he can
offer aﬁd it must be seen as worthwhile. As George Martell
says with respect to the wérth of a person's word,’“Wprds 1~

»
are one final reality, on final part of his humanity. . . .

Without his words and his knowledge that they aréfin some

important sense true, he is a slave and has no chance of

. w166
becoming a man.

For this reason I see the match between the goals of
the unit and the examination to be a legitimate one and
also one in keeping with the concepts upon which the unit
is based. Other task objectives which.werefliSted in each
unit were slbsumed within the%brdader task objectivés.

‘ . ‘ '

These other task ‘objectives can better be looked at now in

terms of the goals of the unit and the content of the unit.

Goals of the unit and the cegﬁgg:_of the unit.--
Here one will note that the task objectives within the

various sessions are completely tied to the. activities
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which the content of the unit demands. In Session One
the task objective of the uhit is simply that we begin
to get to know each other and begin to establish . a
relationship. Thatlis what we did in our sessjon acti-
vities. 1In Session Two, we again used activities that
were‘in keeping with the task objectives. . Students were
asked to Construct a view of "reality" using pictures
and to create a story arouﬁd those pictures. Those
were the goals or the task objectives of that session.
Again, in Session Three, the matetzals for the unit
were used directiy to reach the task objectives. 1In

- Sessien Four one sees again that the relationship
matches positively. . Session Five incorporated the unit
content and the task objectives in such a way that
they were necessary to each other, When the students
were asked to look at the praxis- pos1ng model that I ’
suggested the goals were completely tied to that 96111
vity. Again, the match was complete. 1In the E}ét
session, Session Six, the students-teachers re asked
to write essays or to express their idead dbout what

we should do next with each other: Ag;fg the task .

' / ‘
objectives of the unit wefe achieved, based on dia-

logue and program planning, by pa iéipants as equals.

n’ in this session, and

of the unit content.

The "examination" was also gi

it can be looked at in ter
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Examination and unit content.--Here one is able to

demonstrate that the examination and content relate posi-
tively to one-another. There is a favorable relationship ‘
between the variables of the unit's construction. Upon a

closer look one will see that the "examination," which
asks tﬁe students-teachers to indicate the direction in
which they see themselves moving and where théy,saw‘
themselves before interaction{upon the unit, is such that
they are being asked to indicate if they actually did the
content that the unit asked to be done. The examination
was asking students to ihdicate if they had done the

s

materials the unit requirea. R /
Although this analysis of the construction of this
unit is brief, I think théb-it adequately demonstrates -
that a pogitive relationship exists between Eﬁe variables
in queétion. One is able to assume that the unit will
do what is intended. A shortcoming of using only this
kind of an evaluation is evident,,especiallefith this
particular kihd of a unit. Looking at a unit in terms of
its construction only tends to leave out the huqan element
which, in‘the case of this unit, is vital. I mentioned
earlier that the -unit is not designed for just anybody to
uSe. The unit is mofe than a matter‘éf construction. It
dependsvupon the people Yho act consciously upon that unit
and its construction. The "teacher" of this unit must
understand thé unit in terms of the view of maﬁ and the

world that it offers. The "educator" who takes up



this unit must be ideéologically in support of the concept.
Evaluation in terms of what actually did happen in terms
of social responsibility will be useful.

Fvaluation of what happened:
its social responsibility
j%;ccs I

In the previous chapter.and in the appe
recport at some length on what happened in doing the unit
and try to demonstrate that behavior and. mentality were
different at the "completion” of the unit. At no time dia
the concept of evaluation enter into focus.

I would like to evaluate what Héppened in terﬁs of
the social responsibility that may or may not have been

shown through the unit. ' .

Some might argue that it is not necessary to evaluate

this way. I suggest that a major and a specific task ob-

jective (pre-active-phase of teaching) was that the unit

be socially responsible. Any educational unit reflects, in

practice, a vision of man and the world and reflects an

ideological position with respect to some kind of model of’

social responsibility. Richard Shaull, in  the "Forward"

- to Pedagogy of the Oppressed, stated clearly::

There is no such thing as a neutral educational
process. Education either functions. as an instru-
ment which is used to facilitate the integration of
the younger generation into the logic of the present
system and bring about conformity to it, or it becomes
the "practice of freedom," the means by which men and
women deal critically and creatively with reality and
' discover how to participate in the transformation of
théir world. The development of an educational
methodology that facilitates this process will
inevitably lead to ‘tension and conflict within our

q
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society. But it géuld also contribute to the for-

mation of a new man and mark the beglnnlng of a new

era in Western history.167 .

I have suggested that banking education is education
which functions to integrate thought.into ﬁhe<current Sys-
tem and is static. It does not allow for change 6r for
creative dealing with one's world. Education based on.a
‘ model of praxls posing facilitates the practice of free—
dbm. An 1nstructlonal unit evolves from the environment
and is structured according to certain standards. Items
for cuyrricular ledrping objectives are based on standards
in keeéing with the structure of the unii. . The fouﬁaation
of this instructional unit is built upon a vision of man and
the world from Paulo Freire. It is a unit based on the /
"pract%ce of freedom," and it embraces the philosophical
concept that man is a being in praxis whose vocation in
life is to become and then to become again more human, as
he denounces-announces old and:neﬁpvisions pf reality.
| The question to be asked and then responded to is

whether thggunit did or did not function as a methodology
which encouraged freedom in a Freireian sense, and whether
it did or did not strive towards fulfillment of the curricu-
lar task objectives of the "new" Alberta:Social Studies |
Curriculum. I have'already.shOWn that tgere is a very_'
strong and positive relationship beﬁweeﬂ tﬁe theoretical
- foundations of this progiam,‘églrep:eSented by Freire;
and the stated aims of the durrigulum.:xfhus I'must now

demonstrate that there is also a positive relationship

~



between the theoretical foundations'of‘thig program, as
represented by Freire, and the stated aims of the curri-
culum. Thus I must now demonstratg that there is also

a positive relationship between (a) practice and curricu-
lum, and (b) practice(and theory. A demonstration of this
will make evident the fact that the unit is socially
résponsible in the sense that Freire is concerned with,
and in ghe sehle that the "new"” curriculumlﬁeems respon-

sible.

Practice and curriculun.--The bq’bdest curricular
A\gask objective (pre-active) was to move from a world view

(a | based upon a banking education toward a

Intality) baséd upon a éraxngpgsing model.
:otal attainment of the "goal” is never
f‘to_attain it is to revert to a banking
pess qf beébﬁiﬂg through creating his future.
In bre ,é this very broad .task objective down into
compo'i _»felevm_ents, I created the questionnaire which I
‘édminigféfed to the class at the end of the unit. One

-cankreﬁembet that it was the questionnaire hich had a

banlging,eduéational épp'roach ori one side and praxis-posing

education approach od‘thg other side (see Fi&ﬁre 6,
page 76). Therefore, movement toward the praxis-posing -
i . [ e

qiée;of tﬁgﬁquéstiohnairé from the banking side of the

questionnfile should be evidenced, and curricular objec-

mental ' 1f man is a being in praxis,_hefiéﬁgonstantfy .

’ﬂ,pa:ticipation shoﬁl¢'xelate 'pééitively,té;f/;
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each other. .In examining these questlonna}res one can see
that the students did feel that they haa moved in the
given direction. One could agree that the curricular
objectives and what happened iu doing the unit reflect the
same direction and are in keeping with the social respon-
sibility that the'value orientation of the curriculum
states it enéourages (lnter—active,phase).
From the beginninc of,the unit, beginning w;th
Session One, establishing dialogue was orimary. As we
proceeded the unit was.created by all of ue. Themes for
inveetigation were uncovered in Session Three, the script
creation, taping, filming, presentations, and the accom-
panying theme-interpersonal relationship—tactic.cpart were
all created out of dialogue.with and between ourselves.
In these activities we were always questloning who we
were, what we stood for with respect to our examlnatlon of
unit display materlals, and what we should do or how shoPld'
we relate to it. The final questionnalre was' a culé&nation
\in that a specific concern of it wai'to question where we
were now, Asking that question wae/actuallx questioning
wuo we were; and what we should do with respect to what |
we stood for. It was movement towara being characterized7 -
by a value complex that is emphasized in tge new social ’
studies curriculum, and thrs queetionealre sought to look
- at movement toward a valpe complék that is socially reepon~
usible. In looking critlcally at the,scgggl and, its rela-'

tionship to»us and others, as we' xdentifred ourselves as

<
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iliustrations of examples of themes, provided more than
experience in living. It was decision-making in the
creation of reality. it,was giving reasons and knowledge
to feelings that were.heid. A feeling of community in
the sense that "I am not alone," occured in many cases
through-interaction with.the“?ﬁit disp}ay materials. The
tape-slide presentations and tﬁe theme—interpeksoﬁal
relationship-tactic chart was a living example of the
creation okanowledge and as such represented denouncement-
announcement of tﬁis knowledge and this feality. It was
also the denounceﬁ—anﬁounced ereation of changing the con-
cept,of who I am, what I stand for, where am I now, and
what 'shall I do. Although we did not directly make the
world a better place in which to live,VI believe that
through our interactipn with each’ other thrbugh the display
materials we became "better people".and, as we changed,
the world was better for it. IWe did succeed in creating a
quelitativelg( better classreom liiring situatiort and that,
as I bointeﬁfout earlier, is essential to curricular
changes if_they are to have significancé (inter—active

. phase) . o - L ' ij.,g .
I belleve that stlpulated currlculum objectives of*
'the “neww Social Studies CurrlcuLum were not only ev1dent o
~but were fostered Also, movement in the dlrectlon of the "5.*;
broadése currlcular task obJectlves was evxéenced by the |
- work we d1d and in the statements made by students in ':',»

® (3

f;llxng out the "flnal_examlnation} qgestionnalre.
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Practicé and theory.--This evaluation is similar

s

to the evaluation of Scriven's model in'thet 1f ons can'gf"\\\,
demonstrate a poeitive relatiéﬂship between th of the : 'I%i
three variables, it is logicel that the relatiohshiﬁ is
positive with the other variable as well. To this poInﬁ#
I believe, I have shown that rhéOIy eqd curricqlum relate

positively and I have just shown that practice -and-curri-

s

culum are related positively. Theiefére, it is,logrcél

that practice and theory are also positively related. I

-

would like to look at this'relationéhip anyway, to give

Lafhit of extra strength to the bonds of linkage between

;HE three prongs of educarioh-—theory, curriculum, and

practice.

~

The quesﬁion here is "Does the unit concern itself
e £

with humanlzatlon°—-Does the unit embrace.Freire's con-
'cept that, 'Witth hlSthy, in concrete, ob]ectlve contexts,

both humanization and dehumanization are poss1b ities for
( v
man as an uncompleted being conscidus of his 'incam--

] 68"

) pletidn. Does the unit, if it recognizes the above

g . ‘ (o :
cdoncept,-embrace the furthér belief that humanization is

a

man's true vocation. and this vocation\ is able to come into .

’,

__ existence when men are able to'reflect- ¢t in naﬁing the

.world through the act of freedom? 3?
Thls unlt 13 bullt upon a "theory of\revolutlopary e -
action" (see Chapter III) I suggest that 1 ;!SubqutIVlty‘

. between myself as teacher-student and the’ class {partici=~

W



pants) as students-teachers was happening through .
diafogde. Through our dialogue (interaction) we dealt
with the uynit éisplay materials as a medium in which
"reality" was identified for purposes of transformation.
A unit built on such a theory does, by design;.coﬁcern
1tself with man's vocation to become more fully human.

| In denouncing—announsing old and new visions of
reality through critical gxamination of various unit dis-
play materials, in é::sion Three, through the creation of
a tape-film presentation (which became display matg&iél),
through the creation of a theme -interpersonal realaﬁionship—
tactic chart, and th;pugﬁ the final queétionnaire one can
see the regults of practice and of dialogue, and a trans-
. formation of reality and ourselves as we encountered the
real\world. _

. g

I think that th§§ brief statement does indicate that
the unit, in practicé, is positizgly relatedlﬁo the
theoretical foundations and the view of man and the Qofld
that I presented in Cﬂépter II.

It is now more ev1dent that education is an inter-
related -and 1nterdependent three-pronged vision of theory,
currlculum and practice. They are not only interrelated,
but also inseparable, : /

The evaluation which I have offered of what hapggnea

in this unit ties the unit into the curricular and theore-

giéal levels of the program. It is therefore a unit whXch

embraces the value orientation of the "new" Albérta Social

va‘:"
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Studies Curriculum and the vision of man and the world that
Freire offersf Socially it is responsible, as it seeks

to transform and to facilitate éeople's creation of their
humaness. It looks towar” future.. This is ensured
through the praétice' of the tgaching, and by the acts
which are engaged in by the pachipa;ts. The unit seeks
to offer people the ability to become free from their
oppression as they are able to create a future. "The
young perceive that their right to say their ;Skkword hae
been stolen from them, and that few things are me;ehimpor-
tant than the struggle to win it back. And they also rea-
lize that the educational system today--from kindergarten

w169 1his unit, together

to univexsity--is their enemy.

with theory and curriculum, seeks to assist the young in

winning back the right to say their own words and.to thus

become masters of their'ﬁhe:%hts'as they are able to

create their future. : - I
Having now evaluated this uniﬁ.in terms of” soundness

of construction and in terms of'“ﬁhat happened" with

respect to \theory, currlculum, and practice, I would

like to move to the next chapter and offer a few notes on

some "resoldtions“ for a next,attempt.‘ Also, I would like

to dlSCUSS how implementing educatlonal programs based on

Freire's visibn of man and the world and his approach would

shatter the problemg of culture shock and future shock -

which are currently seeg\ie issues-ef concern in our

schools and Society. +I would also like to offer a few /5
- : o '
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comments about myself and process of becoming that

I am now undergoing.



CHAPTER VII
. RESOLUTIONS~-THE NEXT STEP

In reflecting upon the unit which I have offered
and the evaluation of that unit in terms of "what happened"
One can see that I have not offered a system of education

that offers a definite program with definite beginnings

and endings. There is no final competence. Instead, I

am presenting an educational project that continues
throughout life and is dependent upon circumstances
within the environment that are unique to that time and
space. It is a program which, in shaping time énd space,
iS-alSP shaped by time and space.

JIf the unit were to continue we would seek the same
broad instructional task objectives, which is to become
more fully human, and we would proceed toward this ob-
jective from a foundation that is dérived from Freire's
vision of man and the world. ‘Basic questions of *(a) who
am I, (b) whép do I stand for, (c) where am I now, and

-y

(d) what shall I do, would still be cornerstones from

’*

which we would build and interact with our wbrld;' This

way, as we created and re-created the world throudh our

_interaction with it, we would also be creating and re-

creating ourselves as beings in praxis in and with the

L}
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world. As sloppy as i1t may sound, we would continue
to continue. |

I can only speculate as to the program which might
nave evolved had 1 stayed with the class. I do have the
advantage, however, of being able to speculate on what
might haye happened next,'as I was a participant in what

did happen and was involved with what was happening when

H
I left. The unit was "finished" in many scnses, yet it

was still very much "unfinished" as we were all still
alive and involved. 1

By the time I left we had really begun to intelact
with each other through dialogue, as we transformed our

visions of the world and created a new stance. W¢ were

questioning each other at last. Thercefore, the next

"~ major step within the unit would probably have been one

98 , ) . + .
of even greater students-teachers input in the direction

that we would be taking. It 1s because this "new"
direction that we would be taking Qould largely‘be
derived from the students-teachers that I séeculate with
less assurance about what would happen next, than I
would if I were presenting a model of education based on
banking. ) |

T would like té present one possibility that might
have come out of the unit had I stayed. I would_}ike to
make it very clear, however, that this is only a specu-

lation of what may have or could have happened. It is

not what would necessarily have happened’s The

135
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possibilities of what may have happened are as great as
are the possibilities of our collective imaginations based
on the direction we were moving in. I am sure of one
thing, however, and that is that, had the uni£ continued,
much more would have come from the minds énd the world

of the rest of the class (participants) and less from
myself. By the "end" of the unit this was, as I have

earlier reported, already beginning to happen.

A Possible Next Section

Philosophical captions

the dialogical chara¢ter of education as the
practice of freedom does not begin when the teacher-
student meets with the students-teachers in a
pedagogical situation, but rather when the former
asks himself what he will dialogue with the latter
about. 170

Authentic education is’%ot carried on by "A" for
"B" or by "A" about "B" but rather by "A" with
"B," mediated by the world--a world which impresses
and challenges both parties, giving rise to views
or opinions about it.17 i

After the essential codification is decoded, the
educator maintains its projected image as a
reference for the participants and successively
projects alongside it the auxiliary codifications.
By means of the latter, which are directly related
-to the essential codification, he sustains the
vivid interest of the participants, who are thereby
enabled to reach a synthésis. . . . by means of the
dialectics between the essential and the auxiliary
codifications, he has managed to communicate to the
participants a sense of totality. '

, #5
Man .is apprehengive of losing individuality. He
shouldn't be. When he cooperates and coordinates,
he is not losing individuality. 1In fact, he is then
beginning to demonstrate individuality to the only
degree to which it is importang: the ability to
dedica%g himself to a cause.l7: '
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It should be clear that dialogue is people in
communication with each other. Dialogue is transforming
and necessitates that people interact with each other
. through the world. This unique interaction facilitates
humahiéation. Through dialogue men are able to become
masters of their thinking, as they are able to create

and're—create‘thei; world.

Curricular captions

To more fully realize and work with the concept of
working within a community as one way of becoming an
individual through the creation of a better community for

all.

Outline
I. Topic: to continue beginning to build
a community
II. Task objectives .

A. From: feelings that one is powerless and
alone with respect to creating change
that is desired

To: a stronger feeling of community with
others who are alsb in the oppressed

sittuation ™ |

B. From: realizing ccmmun;ty membe rship
To: realizing tha¢ it is through this

community membership that one can
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better become an individual through
group efforts

From: the fealization that one has the right
to be a particular kind of an indivi-
dual through community membership

To: a re-definition of what it is to be an
individual based on a belief that
one's individualism and freedom is
interdependent with others'.

From: an awareness of individualism as an
interdependency (\

To: a recognition that community inter;

dependency can lead to a cdmmﬁnity

‘which seeks to and doeé éractice:

'freedom

\

Materials used S

A.

B.

C.

Ourselves, as members of a community &
Log books
The Dignity of Youth and Other Atavisms;

(arficle: "“The Modern High School:

A Profile) A .

The Little Red Schoélbébk

Our theme-interpersonal relationship-tactic
chart , o

The "final quéstionnaire" that was administered

in Session Six.
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‘that other non=-school

G. The high school

H. "A Position Paper on Education in Alberta,"

prepared by the Education Committee, Alberta .

Chamber of Commerce ]

IV. Performance

Teacher-Student
Performance

A.
As several students have
voiced an interest in looking
at their particular school
situation and again compar-
ing it to others, use
article, "The Modern High
Schopl;" let them read it so
as to see how it can be in-
corporated into their "new"

ideas about the school-

student relationship.

»
B.;

Also there has been a lot

of curiousi‘ty about ideas

-~

¢
¢
Students-Teache:s“
Performance
A.

They will probably read it
aﬁd discuss it as a col-
lective body. Then work
with these ideas within
their groups and see about
ways of incorporating these
ideas into a theme-inter-
pgrsonal realtions~tactic

chart they created. 1It

. %\.I\"‘
serves as a good structure
from which to work and

think. Think about common

themes from.béﬁh their school

and the one Spoken about in

" the article.\

B.
They will probably read it
as 'in the above sétting and

£hink about this particular



Y
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groups have about the school.
Bring in the Alberta Chamber
of Commerce position paper on

Education.

L

L]
a

€
The Little Red

'School Book

was mentioned by several
students as being perhaps
relevant to what we were

doing. Bring it in.

D.
Suggest some kind of synthe-
sis ébqpt what has happened

1N :
so far.

"reality" comparing it to
their own reality. Consider
possible conflicts and
consider it dialectically

in terms of what could occur

because of the views. Again

ﬁgforporate this into the
t
ship-tactic chart. Where?

How would it fit?

C.
Read it and think ‘about it.
What themes exist; which are

common. Is there something

that can be seen to exist in
this book and in Prieden-

berg's article?

D.
Has the vision of'reélity'as
reflected in the themé—
interperéonai relationships;

tactic chart beenqufected

[

or changed? denouncement?

announcement?

What has‘ it

now become as a result

looking at the past infor-

eme-interpersonal relation-

GE
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mation? What have "we"
become? Who have "we" be-
come? What do we stand'-for
and represent.with respect
to all of this? How are we

relating to this situation?

E. E.

1}

Ask if ave been ques- They '11 hopefully by now

tioning o _students in the say yes, and be thinking

school at h breaks, and: of ways to 1include others

so forth, what they are in the school and in
doing and thy “ng? h their Vcommunity.““

il . F.
Ask them ti;fhihk about who This will already have been
they afé within the gipup. happening to some extent
How are thev_discovefing and through this discussiSﬁf
themselves and who are they all will become moré uni-

discovering themselves to be.  fied and a more solid
group of people who see o
. ’ @ that they are tied up w1th ;

p each other.

-

G. o R -
Ask what the realiéation of _Tﬁey will.probably Have been o
community interdependency - tﬁinkinglabout*the éom— |
lshggests about "community" munity membersh;p'and'wfll

; énd.about‘“freedom" within be able to feel themselves :

! . 1}
. ' L
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‘~.-through the relationship

é_ students in the school to consider some of the problems

this context of community.

N
How can one ‘\free and

. \
still be tied to a

community?

H.
o

Ask the others to con-

sider the concept betwegn

ﬁoing something and being,

RPN

somebody.

I.

Agk them to again think

that might be seen to

f}exist based on the

"questionnaire,"

.

A

‘&

"been\d01ng this, but

142

as important individuals
with contributions_to make
to the community. Com-

munity membership, it will

-
]

be seen, gives one a. .-
purpose and a reason for
being.

HO

Work toward a merger. It

~is being that is relevant

: &nd doing is a part of a

process of the creatlon of

. being. .

\
)

\\ }\» Az

|
\ - N

They w1ll\have a eady

thig wlll formalize it
N .

and makk it cleerer as it \
. ¥ _ ‘

will be visible. T
“ hY \ \ -

T
¢ N ‘.

This process could/should contlnue forever. Byn' ‘ .

now, hopefully, we have all-égiumed a futurlstlc orlen-

- tation 1n our tasks.

’

D% Y-

A\

The above posslble next Session Seven. issonly an, T

example of migh g occur.

I think that through th unlt,

: e
several students would be worklng toward encouraglng other

RRVA

Rt ; i .

\ -

/ ) A

/ : N X °

o
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{

- they have posed in class. I believe several students would

-

pose some of these problems to other teachers. I see the

J
session as a continuation of what was occuring in the unit.
Through thls unlt the students will be able to work not

only with what is," but w1lloattempt to shape the ;

3t ]

future as they 1nteract with each other, with other stu—
dents, with_other teachers, and with other members of the
community in which they live. They will become and through
this process will strive to make the worlad a better place
in which to live. They w111 continue to be social;y
responsible, as they’ are working toward the liberation of
themselves and thelr oppresors. The process would be one .
of beglnnlng, and. then beglnnlng agaln, as 1t is reallzed.
_that we are in a constant process of change. 'As one |
student put it, "We should start all over agaln, and keep ol
at 1t untgdl everybody 1n the class knows what's going on |

vdown here nl74

T4

The unit could concelvdggy continue ﬁgﬁever, as an

r‘,approach to llvs.ng, as it is a creatlon of the A' ure.

.0‘.

The 1mp11cat10ns of an educatlonal approach based odag’,‘

o
o] *

concept of man and the womld which I ‘am advocatlng in f%{‘

~J
this unit are astounding. An’ approach such as the one I

suggest would completely revolutlonlze the school system
°and the. structure upon which it is bullt. 'If one were to
f’fully develop'what I suggest in presentzng this thesis,

ischools would become educatlonal and people would seek

o
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hyﬁén liberat?on together 55 they created their future.
Unfortunately,lbelieving in something and having it imple-
mented on such a scale do not nékessarily "follow from each
other. Until they do, one must seek new avenuestfrom

which to do educational ?rojécts. For his efforts, Fréire
was forced to leave Brazil and for those who are committed
‘to‘this ideology similar fates could await. One must there-

fore step cautiously/in marching to the tune of Freire and

his vision of man and the world.

Future Shock and Education
A great concern and fear Qitﬁin our society today '
revolves around a concept of future shock or culture shock.

‘Toffler, gn Future Shock, aptly describes in several

places‘end in several ways characteristics of a banking
mentality In one place he statas,

. What nasses for education today, even in our "best"

- schools and colleges, is a hopeless anachronism.
Parents look to education tao fit their children for
life in the future. Teachers:warn that lack -of an
education.will cripple a child‘s" chances in the world

- of tomorrow. Government mlnlstr;esf churches, the
. mass media--all exhort young people to stay in school,

‘insisting that, now, as never before, one's future is
almost wholly dependent upon education. ,

Yet for all this rhetoric about the future, our
schools face backward toward a dying system,ssrather

- than forward to the emerging new society. . . .. We. <
must”’search for our objectives and methods in the

- future rather than the past.175 | o

///fgg}ler continues. ‘ ’ -
It is no longer suff1c1ent for Johnny to" understand |
the present, for the here and now environment will soon , .

vanigh. ' Johnny must learh to anticipate the directions
" %we... and rate of change. Axd so must Johnny's teachers.

o\ . . ‘ e
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On the subject of curriculum, Toffler states,
. " As for curriculum, - . . instead of assuming that
. every subject taught today is taught for a reason,
should begin from the reverse premise: nothing
should be included in a required curriculum unless
it can be strongly justified in terms of the
future. If this means scrapping a substantial part
of the formal curriculum, so be it.

A point that he is driving at is that we must create
mentality oriented toward the future. We must anticipate
the future as we create it.

A banking mentality and a banking system are prepa-
rations for what already is. In that sense the§ are
preparations for what is already~old, dead, and fruitless.

I agree with Toffler when he states that "education
must shift into the future tense."178 The approach for
education that I suggest is futuristic, and conceives

of man as an historical being in time and space. Man

structures space and thus creates meaning for his life.

"Man is able to tri—dimensionalize time into a past, a

present, and a future:. When Freire talks about mah's

being able to name the world, hé_is actually‘talking

aboﬁt man'é dbility to- create his'future. Dialogue be-

tween men through the world as a medium, the ensuing E
anqunciation—denunciation of reality is Sll bésed oﬁ a
futuristic mentali£§: Adkfs conceptual scheme which is -

tied into Freire further assumes a futuristic stance. In

Phase Two (inter-active) of_thig.scheme he states that 3

* N
participants engage in perceptual, appraisive, and pre-
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scriptive acts. The act of Prescription is an act in the
direction of change. It is trans forming.

The program which I present is justified, there-
fore, in terms.of teaching methodology. 1Its curricular
aims are also seen in a futuristic light. In conceiving
of the COHéept of movement from one mentality toward
another and in/seeking to make the world a better place
in which to live, in the process of becoming more fully
human, one sees a futuristic orientation.

The concept of future shock or culture shock cur-
rently exists only because of a banking mentality and a
. banking approach in schooling. It is a mentality which
fatalistically assumes that the future is simply thrust
upon us and we must adapt to it.

fi;' By changing the direction of our vision from the
past toward the future we can shatter the concept of
'future shock. Given a mentality which admits the
creation of what can be, we ére building the future.

If we create an educational approach thgh fosters the
creation of the future, we are also fostering peqplé to
begome the future through their creétion of it in naming
the world with which they live.

To build aniinSEructionalaunit by asking the,
questions of "Who am I," "Where am I,J and "What shall I
-do," is acfua;ly.asking a more basic qﬁes;ion of‘"Who
shall I become?" In asking this fundamental question and

. working toward .that end one is taking into account his

“/‘
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past and his present by giving it a framework from which

the future can be created.

A Brief Comment on Myself as Educator

Educational projects, such as the one just reported,
are dependent upon people. A unit of this'type is not
desired by all. Programs of the type I of fer must be
carried out by people who are committed to educatfon in
Freire's sense of the word. The educator must be commit-
ted to working with people‘as they create the world through
interaction with each other.

I would like to add a short statement about myself
as I have assumed the role of "educator" and reporter
‘throughout this presentation. As the creator of the pro-
gram and the person who implemented the unit, I feel
some obligation to also relate to the reader some of the
processes of change I have: undergone to this point.

I first conceived of Ehe idea of doing an instruc-

»

tional unit for a Master's the515‘1n the fall of 1971. 1

/

had taught school the previous. two years ‘and was very

discontented with the way school was. I was, one might

say, disenchanted. When I became a "teacher," having to
operate within a "real" classroom situation, I soon learned
that school is not a place of equality and that there are
many teachers and students who are frustrated with the

system. Many of us, who orlgnlally entered the classroom
; ’
"full of hope,’ left it with some bltterness after having had

. '.
LoF A .
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to struggle with oursclves it a classroom in order not to
become a teacher who just "got by." Keeping one's faith /

in education was a difficult enough task in itself. Pro-
’x.

~

jects with students were often fun, but within one's
"soul" a realization that something was lacking in the
program continued to gnaw.

It was with these feelings that I wanted to do a
curricular project. I see now that I was living with an
illusion that I could, with a proper unit, teach kids
properly. I had incorporated a banking model and a
banfing mentality as I felt.I could do what Qas necessary
for students if I offered them a good unit.

After about a &ear of doing pothing as far as the
development of an instructional unit was concerned, I
beéan reading L. von Bertalanffy.179 It was partially
because of this that I began to try to take a more
"hOlisﬁaF" approach to problems and problem solving.' r .

decided that "deéfsion making" was to be the topic of \\

In fhe fall of 1972, I read Pedagogy of the \\
Oppressed, and it forced me to examine many of my past
exéerienceq and current ideas from Freire‘s'perspective.

At this time I began to emerge as a person with a
diffegent vision.

In terms of the model of movement which begins-

with a banklng mentallty, moves to a questlon posing,
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Q

to a problems-posing, and eventually to a praxis-posing
mentality, 1 would say that when I began to create and
develop the upit I was moving into a question-posing
mentality. I would sometimes re&ert back into a banking
mentality and at times I think I actually operated from
a problems-posing mentality. )

Many of the changés that I have gone through are
related directly to thé three-pronged approach to educa-
tion. I believed that I could sée formal education as
being composed of theory, curriculum, and pmactice, and
as interdependent elements of each .other, but I did not
realize it fully enogéh until I actually attempted the
un\it. In the unit, I Was constantly forced to re-
examine my own position. 1 was being forced to con-
stantly ask myself and examine the questions of (a)
wWho am I, (b) What do I stand fer, (c)sWhere am I now,
and (d) What shall I do. It was not always a pleasant
activity. However I had decided that I was committed
to the vision that Freire offered and should there-
fore struggle towards that viéion. I had internalized
the oppressed-oppressor duality within myself and in my
past history. I recalled a problem which Freire saw as
cruciai: "How can the oépressed, as diqided, unauthentic
beings, participate in developing the pedagdgy of their

180

liberations?" Freire's response to this question,

which is one of the things I remembered, was,



Only as they discover themselves to be "hosts"”
of the oppressor can they contribute to the midwifery
of their 1iborating pedagogy As long as they live in
the duallty in which to be is to be llke, and to bc
s like is to be like.the oppressor, this contribution
"' Is impossible. The pedagogy of the oppressed is an
’ instrument for their critical discovery that botha
they and their oppressors are manifestations of
dehumanization.

Freire continues:

In order for the oppressed to bé able to wage Fhe

struggle for their liberation, they must perceive

the reality of oppression not as a closed system from

which there is no exit, but as a limiting situation

which they can transform.181

It was with thoughts like these that I sought to

re-create myself and to build an instructional unit. The
unit forced mevto constantly and critically re-examine my
thinking. In the early stages of the -unit, I was probably
functioning somewhere between a question-posing mentali;y//)
and a problems-posing mentality. I think much of my
early frustrafion was because I'would slip back into a
banking meﬁtality and was concerned ‘that the unit was not
going accoraing to my plan. Through working with students,
the unit, and a curriculum which encoﬁrages the develop-
ment of a value complex, and struggling to work with
Freire's vision of man and the world we (the class and
myself) were able to move towards a préxis-posing mentality.
In askiﬁg myself the questions of (a) Who I am, (b) What
do I stand for, (c) Where am I now, and (d) What shail I

do at this poin; éh terms of the'"model of movement”" that

I present, I believe that I am working toward a problems-

150
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posing mentality and am striving, through praxis, toward
a praxis-posing mentality. It is difficult to pin-point .
this and I do know that i‘am now a significantly dif-
ferent person than I was when I first conceived of the
idea to make an instructional unit. I believe that I
am also a significantly different being that I was at
the actual beginning of the unit. I am working to
become even more fully committed ﬁo the‘concept of
education as the "practice of freedom."
NS

Illustrative of the progress I made and the direc-

ﬁion in which I moved is thé record Pfldiscussion between

my advisor, Dr. Harry Garfinkle, and myself (see

Appendix A). ) '

Overview .

This study has aitempted to present an educational
program that can be takén up by those who are dedicated to
or disenchanted with education. It is a program which
seeks to expose banking education and presents an
edqéatio;al approach'ﬁésedAon:change. The program is
one that ta&gs up.the task of creating an eduCaﬁional
approach baéed on ﬁhe "practice of freedbm." The
program is based onm ﬁhe vision of man and the world
that Freire offers, the curricplar stipulations of the .
"new" Alberta Social Studies Curriculum, and thé peopié.
who create and'implemeqt ﬁ;its for pugposes of instruc-
‘gion._ In this presantafiéh, I have tried to present

- y | : A

.
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Paulo Freire and his visiq% of man and the world in such
a fashion that the recader can find it "useable" in a
context of educationrfhat will seek humanization. If the
study has accomplished that, I will be happy.

The paper can be criticized on mény groun&gﬂ but
honesty with respect to the unit, its instructional
construction, and the philosophical view of man and the
world on which the paper is based is not among them.

It is hoped that through reading this study one's
concern with future educational projects should not
become bogged down in a quagmire of certainty, wgiking
to éolve only current and past problems within thé‘
current system of thought, but to §tart from whéfé one
is now, incorporating history, and(creating a viéibn of
becominé. This way one can become more fully human and
escape being trapped, forever, in the "current” bankihg

smentality, blinded to possibilities that could be.
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APPENDIX A

HARRY GARFINKLE AND TOD JENSEN
DISCUSSION RECORD

Agégl 4, 1972.--Discussion regarding using a decision
making del to teach a unit to a Grade Ten class at the
Hobbema serve on the topic of Treaty No. Six. Tod
thinkin@éﬁf ways to use Bertalanffy's open systems

approach’,

April 13, -1972.--Consideration of (eight page)
proposal entltled An Ideal for M.Ed. thesis, including.
(1) actual instructional plans; (2) substantive content;
. (3) way that decisios _making is to be taught; and
(4) evaluation of tatal>program in Scrlvqn s terms.
Discussion regarding posgsible uses of decision making
Procedures by the Indiah studenss themselves in ordér to
cope with the issues uppermost in their minds.

April 25, 1972.--Discussion of possible- classroom
1mplementat10n and written format of thesis.

’

further development of its component parts. Decision to
bring Ted Aoki and Tony Fishér into thesis committée.

1

'September 27, 1972.-—Re£iew of ideas on thesis and

November 8, 1972.--Consideration of (fifteen page)
"Introduction: The Problem," including (1) justification
of problem; (2) procedures taken; (3) plans to use
Mauritz Johnson on de0131on mak*ng, Michael Scriven on
evaluation; R. S. Peters on definition of an educated
man; and Paulo Freire on the“procedures to be taken in
cregting the unit. Discussion rg possible problems that
may arise in trying to integrate ‘theory and practice
in the application of his unit. in the classroom.

‘ November 24, 1972. --Elaboratlon of proposal
discussion of’parallels with A, Dyer's "Pilgt Project

for Social. Studies, N.W.T." Emphasis on keeping records
of teacher's performance and class members keeping records
of student performance. N ‘

December, 1972.--Announcement that a city school will
llkely replace the Hobbema school. -~
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January 15, 1973.--Discussjon of what an alternative
focus to Treaty Six might be. A consideration whether
"relating selves to history" might be a viable alternative.

January 17, 1973.--Report on first day's teaching.
Miscellaneous directions discussed: intercultural setting,
values, problems posing, communities, people worklng
together, progress, etc.

February 1, 1973.--Progress report. Discussion of
teacher as a change agent and decisiom making in terms
of student demo¢racy. Looking at You--Freire--Kids--
triangle.

February 5, 1973.--Discussion of what students could
do regarding the school which they attend; and how to
make Freire's approach more central to his thesis.

End of February, 1973.--Discussion re downgrading
decision making emphasis in favor of more stress on
problem posing and use of scale to measure movement from
benking mentality to praxis-posing mentality. Saw Tony,
and talked of Tod's understanding of Paulo Freire's
" perspective.

Late March 1973.--Report on completion of classroom
part of thesis. Discussion régarding the significance
of what he'd done, -and what thought he had been able to
achieve in a six-week period. ;

May 10, 1973‘to June 5, 1973.4-Discussion re problems
in writing up thesis.

July 5 1973.——Oral Examination, "Paul Freire;
Arr Alternatlve Approach for Education."”
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APPENDIX B

MY JOURNAL

(In retrospect I can see that it is not as complete
“as I would wish it to be.) Unless” otherwise shown, all

dates are in 1973.

} January 12.--Met Peter (regular teacher) and Mary
(department head). Mary thought Grade Eleven would be
a better place to do this unit. They seem curious and
anxious for the project to get underway.

January 16.--First class. Everybody seems to be
very interested in me being from the U.S.A. Curious as
to American stereotypes of Canadians (themselves?).
Curious to see if their stereotypes of Americans are
true or what. First lesson. Need more time. Class
confused a bit as to the unit and what it is to be all
about. They are either just talking--or--they sée the
unit as somethingj to make them "mature". Possibly the
idea of maturity could be somehow used-for something.

My unit must already change its pace a bit and take time
to further inves¥igate unit goals. We must create a
direction. How to have the class create a direction they
see themselves moving in. Fifty-minute period seems to
be a good length. Class seems to think what goes on will
be. good, although they aren't sure what will go on.
They'1ll have to work on it. Key word: confusion. Good.

January 17.--No class today. Saw Garfinkle. A bit
confused. as to what Garfinkle wants NOW. Is:he chaning
his ideas about the project? New directions. Anxious to
find out how this white-middle class Catholic class will
fit into an intercultural framework as it is,K currently
seen in the university setting. It could be interesting.
I like it though. Why does the unit have to live in the
Fnd's dept. It will work out ok. I think. CHANGE.
Don't procede to session 2 yét--continue with 1l--ask
students to write in groups in book .(log book) the direc-
tion they see the unit as heading in.

168 . |
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January 18.--Groups. A major concern. What goes
into the journals seem to conflict with what others want
in the journals. Focus is on talking around the unit.
How to get to it. Concern that the unit deals with change.
- Key word for today, Changing World. I wonder if this is
handled properly. Where is J. Bruner now that I need
him? :

January 19.--Pretty good class I think today. I
don't think they are focusing enough on writing the
process down. Don't pay enough attention to the journals.
Neither do I. Don't know, is it all pretty superficial..
Many groups were not able to complete assignment. Will
allow another period. Am I dominating the class too much.’
Many kids do what is required. Almost eut of routlne.
What kind of human involvement exists. Find some
themes. Silence. What 1is required in their head to be
a good student. !

/

wr

January 22.--Finishing picture and story arrange-
ment. Very confused with the direction they are movghg
in. In fact, having difficulty making any decision at
all. Lots of hasseling. Heavy concern with story and
pictures. Less with process. (I have the same problem.)
In fact, maybe not being able to decide and simple agree-
ment says something about decisions to be made. They do
all create an order and a story, but mostly it's done in.
a very confused fashion. N

B January 23.--No class. - . .

January 24,--Big semester exams this # on and
--on Thursday and Friday. Talk and B.S. Viet Nam, history
0of it, mobility. 1Is being middle class and suburban a.
potential for something? Students toncerned with crea-
tion of a "better life" for themselves. So they say.
What's that? Belief that middle class is best. One ¢an
move up or gown by choicel Belief "educ" school is a
good thinj’g Helps to improve. My question: how?

January 25.--Exams.

January 26. Exams.

Januar1729 --Essays on school. Pretty confusing
topic 1t seems. Do they consider this a real question at
all? 1Idea of what particular kind of people they are? 9
Some of the essays, I think, are pretty insightful, Lots :
of divergerit views. A real mixed bag of ideas - for what-
at first was said to be a uniforh class. Mostly they
.~all think its a good place. Helps you a lot -
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January 30.--Talking about cliques. Curious as to
who is the most popular student. How should I know?

January 31.--BYE. No class. Still concerned about
thematic Investigation for something involving the
historical perspective. It's there. But what happening.
Bit worried .about this thesis. Anxioug for tomorrow's
appt. with Garfinkle. I see the Nacerima.as——beginning
to view people--taking information and putting it to-

- gether. Concerned. Brent Oswald, Why did he destroy
~. his essay. It was excellent. He's a wild fellow.

“’ February l.--Began looking at ritual in our socliety.
To move toward our class. Great feeling amongst some
members that we are "OK". Bob Keates, a real class

"star"--Some group animosity begins to come out. My
concern, How are ‘we going to get there? Beats me, but I
guess we're on our way. 1It's going to be difficult to
" get the class to begin to think in terms of process.
Let alone to arrive at an emic awareness (consciously) of !
the class and its people. )
February 2.--3¢ Children--This Book: Students-:

mixed not really concerned with who they are in the
institution, I wonder, what is there attachment to it.
It's interesting how their average day the same/different
from 36--hope this all will gel--hope the process thing
isn't forced--idea: ‘Why is School a Drag? Possible
contribution, you can use it, Is Friday always so--.
Marc V.--having a tough day. His group really turning
tough on -him--Why? :

February 5.--Movie. I don't think they liked it
today. Perhaps they -are confused ‘as to the direction
this thing is going...l‘certainly am. Or -what they are
doing. I am. They couldn't see a relationship between
themselves and students in the film. Maybe I am not
being specific. a frustrating day. -See what happens
Wednesday. Groups seem more concerned with what is said
.- .and form of journal than they are about anything else it¢§/g

it. They all want to control it, but nobody really like

fﬁ& ing it. Confusion in my head--maybe more total

3 ‘1ass talks with less group talks and have the pa£Z£g%;~‘/
T

‘¥ pant observers doing observations for whole class.
to get it moving, :

February 6.--BYE. No Class. -Are we really doing
Freire? 1 shoud probably re-read Freire until I have . -
it without thinking. -Must act it as if it were not
conscious. ' - :

\ ‘February 7;--Héving whole class work together. -Seems
to work better.” Why? Does class want an "official®

v o ) ]
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"leader? I don't think so really.  Religious divisions!
Get into more stuff. Do Friedenberg tommorow. GO
through it with the students (groups) journals to be
done also I guess.’

February 8.--Friedenberg--Didn't seem too interested.
Felt it was a bit distant from them.. - He seems to be on
"their" side. PBit concerned about today. Tomorrow, see
what will occur. -, : *

February 9.--Pretty good o I simply wart discus- o
sion and happy people? Class all “alking. Lots of.
discussion. Read article, pp. 183«\85 from Prose II--

Class really got off on it. They Se¢em to be concerned

about kinds of punishment they have had—-iistly-fmaybe

'its a concern for ways they have been oppr@ssed and put
down. Class found the day interesting. .

AY

February 12.--BYE. No Class. : Can one really do

Freire? _The structure is there. It’s lousy. A
corporation school. Can one do Eeducat1onal projects"”

within this structure. Wow. I s a bit difficult.

Are we realdy doing an educatiofal project or is it d
more of the same crap and I'm bralnwasQed so I don' é\
recognize it, Process of humanizaiton'is indeed a dlf—
ficult road. ‘Am I simply trying a new curriculum, based
on a Freire philosophy. In a sttucture where the two .
won't work...? Maybe it'% all yme. But then education I
progects——w.l.ll it happen? g ' -

A

February 13. --I'm not sure why I bother to write. s“»
I never really say anythlng I don't think the studen;g_, .
are horribly enthused. It's anoth%! assignment for fhem )
and they do it. How, or if--1'l1l g€t a thesis" is totally .

confusing. (Maybe I'm too worried about myself Maybe
something w1l happen. The kids seem resistant to

change. Horribly so. The clasgwent fairly good although
I think it could have been better. Basically they say
they want Job tralnlﬁg from school. Maybe it should be
-the case. = . : % .

 February 14.~-Wow. I wonder if I'll.get arything
together. Butf maybe. I hope. We basically talkeéd
. "about the course. My hopes. Failures. Class, * I wonder
- if they actually believe me. Maybe—-I'm really frustrated.
However, they did listen and I think 'they were interested. -.
They are beginning to know me a bit! Talked about my
ideas about education wvs. training. Idea of creation and
,change. They ‘are still curious about me I thik. Am I .
- somehow unapproachablé’ Ahyway, . tomorrow--schools and
mental institutions. ° : . ) .
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February 15.--We didn't read it. 1 explained 1t as
I understood 1t and we discussed 1t. Scemed to Jo ex-
tremely well.  Hope this trend continues for the next
bit of time. Groups working together. On topic and
seem to be fully involved. With luck, good anvolvement

even though 1ts off the topic. Groups spend more time -
evaluating than they do observing I think. Maype T do™”
too.  Monday. Hope to put it into some kind of shapec.

Form something.

B

February lo.--BYE. No class.

February 19.--Beginning to do the sgrlpt .
Putting lnformatlon & 1ssues & ideas together. Quite
1nvolyed. The school does:® effect them and affect

them and they are seeing it now. Codification-
decodificgtion?

]
-

February 20.--S.1'. beginning to sce some prob:lems .

R S T :
and are posing them. Continuing the script,  Script -
hopcfully will come off. 1 think so. I still wondering:

is "this an educational project?
- |

February 21.--1 believe the class is into this. They
are (I think) beginning to look at the school from a new
perspective. -Bedlinning to look for some kind of a
relationship. However 15 it simply another assignment,

-«

. Or are they becomlng committed to a change in . them-

sclves? I don't know for sure.

. February 22.—~BYEL No cﬂass. .
; R
February. 27. ~—Began taklng pictuyes Hope 1it's go-
. g
1ing to turn out. I still don't know how p051ng problems
will happen. Somehow, guestioning seems to have sprung
forth. 1 don't know what ‘happened. How to get more from

their roallty is a big problem for my heads 1 don't
believe that the model of decision maklng is’ valid for
this partlcular approach to educatlon any longer. Per-
haps we'll do it difserently. I wonder whaq all 1is

~being internalized by ali of us. . -

o . S .

February 28. -—Stlll dolng slides. Bit concerned if »
the decision making model 1a aa¥~good Too superficial. '
Do I have a banklng mentality? ' Perhaps we can go to
dec1sloa—mak1ng via problem .posing, i.e., codification- .
degodificaton and then reflectien-action upon realty. 4
That'is what all thls is aH ut, reality, create reality.

- This way .the process don't Kelp but move in the direc-
tion of change. Also decisiqn making oqcur' via this.
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process ot dealing with realities. How will all of us
begin to pose problems?

March 1.--Finished picture taking today. I think
this is pretty good. I think that the script and film
thing was put togcther well, 1 think that they really
put down what they saw the school to be for them out of
their hcads. fhihgs scem to have recently and suddenly
moved well.,

March 2.--BYE. No class.

March 3.4-BYE. No class.

March 4.--BYE. No class. Must change and create
a problem-posing model. Next two weeks are crucial. Will
anyBody buy the "new" model. Marv V., an honest person,
Maybe he's just flattered me--who knows? I think that
everybody is pretty involved now. Proplem: ‘how to
transcend a question-posing relationship--perhaps via
a look at themes, various models, problem-posing vs.
govt. one? 1 don't know. C(Can use this stuff for so
many purposes. Lesson Four, a real change in it too,
and Five will also be .a change. 1'm also beginning to
understand a bit better this problem-posing one. This
unit won't fully achieve it. " But 1t may go a long way
in the direcction which is sought. ‘

March 5.——Begin scripts. Hope it all goes okay.
People Mall™ (?) seem to like what's happdhing. I think
‘that they are firmly into questioning. Lots of confusion
but it really sounds hcalthy. I still can't 'predit with
certainty where we are going, but we're doing 1t actively
and-are making our own way there. *

March 6.--Continue on scripts. Two groups to tape
at home tonight.: Others will hopefully finish tomorrow‘
I have deflnltely chénge@ vy, ideas about this unit.
concept of what.wil} constlitute & successful unit is
certainly changing.'r Bas»oa&ly the change is g01ng\to
occur in heads ogf not at ‘ally’ That is the first impor-
tant step and that is.a réal CHANGE ’

, March 7.--Finished scripts, and tapes to go on
Friday. Hope they are okay. My real concern is to work |
with class towards a development that will contlnue to
" move awayvf:om banklng.. , '

! Do . H RE

March 8.--BYE.: NG class. B

- : March 9.--Must strive to become more closely associ-
dted with problem-posing. Presenteq three of the four

. e s e s
3
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group presentations.  They were good. They were, 1

think, the "reql" 1deas, from recal space, structured, and

selected, and acted upon by the groups. Teacher (Peter)
viewed the presentations too. Some conflict. I heard
him trying to point out to the various groups his inter-

pretation. I think that he might operate as if there were

only one correct reality. Want to continue with this on
Monday. Then we'll consider themes which are common.
Perhaps students will resolve that they are people with
. common issues amd problems which can become spring

boards for change and action. Marc, 1 get the impression

. that the school is tough on him. P., especially. The
presentation his group did was perfectly good, but P.
a bit rough on him. McKenna wants an objective system

of marks. No way.

March 12.--Finished presentations. Working to ;dis-

cover common themes. This, to me, is crucial. Students
taking 1t serious. I'm not really sure where we'll be

going from here. We've certainly taken off in a direc-
tion I earlier wouldn't have predicted. 1 suppose we'll

do themes. The decision model as problem-posing reflects

the concept of decisions and change. Wotk toward the -~
whole. Then a so-called conclusion and related things.
I feel good/bad about the unit now.

3 :
March 13.--"Doing" -thcmes. Came up with a "banking"
mo<del with what people brought out. Good theme of silence

seen with mj relationship with Teresa. About 75-80% are
really working and trying to put it all together. Dan

Wyman--it's beginning to all come clear now. But you got

to keep with it., Like Ken says. It isn't equal and
before we¢ just believed it all! I don't know how to get
to the next step myself' really. I do believe that we
are on the brink of pecssible new awareness as a group.

March 15.——Presentation§ are fihished: We (mostly
I) talked about Freire in terms of what we did. Talked
about the ideas that Freire presents in terms of a

dominant-oppressed ynterpersonal human situation. Looked

at the model that w#s created by all the groups. Con-

sidered implications. "Looked at mentalities of education.
Banking: accept; Question: doubt;  Problem: belief in

change; Praxis: Commitment, social and political. I
.think that there are a few who are just putting in time
here and the two gixyls still rarely come to class. Most
are really going‘IHZhink: Especially Dan. He is really
beginning to pose problems to himself and with others.

‘ March 16.--In many ways we haven't gohe far enough,
We did go aways thoudh, and-:that has been Well.worth the

© N
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March 19.--"Finished" the unit. I really don't
know how I feel. Actually I don't feel finished. It is
a bit of a letdown feeling. I am still not sure how it
all went totally. Thg questionnaire seemed to go really
well. I suppose. Wh®d can really tell. I'm not as happy
to finish as I thought I'd be when I first started. ILt's
"a bit scary. It is really a beginning and we had to iQ%
Stop., Hopefully I'l11 be able to somehow create a situaftion
where I can become more effective in my "new" role as a
teachdr vs. my "old" ro as a teacher. The unit was
valuable, personally, at sense. I hope the others in
the class who were alfp involved keep moving in a direction
that is hoped fom in ‘my mind toward praxis. I guess
that's it!



" APPENDIX C

STUDENT JOURNALS

The following is a journal that is representative
of the combined four journals. It is taken from all four
of the journals. Again, it does/pot reflect fully what

occured. I would also like to point out that the journals

\

_/kept by the four groups do not continue throughout the

entird unit. By theutime we got to actually doing the
script and the filming they were so busy that the journal
was not continued. This 1s unfoxtunate in many ways, as
it is during this time pPrimarily that most of the "move-
ment" which occured took place. However thgi; Theme—
Interpersonal Relationship;Tactics chart and séme of the

statemeénts s.made by them at the unit's termination and

»

%the questiohnaire which they filled out indicate sort of

a result of what happened from the time the journal was

stopped until the end of the unit. It is unfortunate that

it doesn't better show the movement as At was occuring.

»
¢ B

January 16.--First reactions. Nobody'knows what's
gding on.” Talk continues speaking of évolukion of our
planet.- What will happen in the future. Eyeryone is kiﬁg
of bewildered and you can't start an interekting conversa-
tion®when you don't really understand what the topic is
about. Any discussion before was rather put on and we

realize that you can't talk on something wejreally don't

~
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ProBlems arise in choosing a participant-observer.  Nobody
wanted to accept the job but we later picked numbers.
Larry feels the course 1s to have a goal 1in life and try to
attain it and in this:'way make. us more mature. Poug 1s
interperting (sic) it in the way that we must be ready
for change, The two are beginning to arqgue....

We are in midst of change, a very puzzling feceling
seems to be among the group. We are beginning to take a
look at our lifes. Discussion kind of came to a halt.
Lots ©of confusion is involved.

January 18,--Larry trlas to become leader of group
by domlnatlng discussion. Doug and Larry compete 1n dis-
cussion. Each try to dominate with their own -inter-
pretation and opinions. David says nothing. He becomes
a subordinate character of group. Group does not .discuss
topic constantly. They continue to interupt (sic) by
fooling around--. L ] T

We get to talking about the course and*flg@re if it

gocs well we will be able to get along with othe

understand themmore fully. Then we started talking about

%ther thlngs pertalning to our personal lifes.

) The objectives we are:discussing seem to relate to us

1in a classroom situation. Then take it out and apply it

to the outside world. A mind bBlank has formed between'us

and we seem not to be able to discuss or talk very much.

We are confused as to how this can and will be applied to

our outside 1ife--. ’ ’
Marc is always agquing becausL he simply enjoys it.

Doug rcads and no one listens, . Reed-and Marc don't know

what is going -on. Marc feels like changinig in yéars to

come so0 he said he will. Rudy.agrees because he said

its nature. Reed agrees because he said the world will

change. Doug: because everything around-you changes.,

Lucht 1 will change because you want to. be up to date &

not an old timer & if you don't change the world won't \

walt for us. Conclusion: I think that in the future
people in this group will change without really know1ng
why. They just want the wprld to change. No one likes
this topic. , _ ’ ~

: ' . )

January 19.--The beglnnlng pléfure was first Sug— R

gested by Larry. -‘He felt we could develop a goad storyj
by opening with picture #5. All agreed with- this e
. for myself. I felt starting with picture 4% was - ye
typical and I wanfed to start with a picture that would
produce a unique introduction. I picked #3 and suggested
g story to go with ‘this. Doug and David both agreed with
me. « It was a life story of an Indian:boy who was born

in a small cabin (plcture #3). Larry still did not agree
and we began to comprimize ic). He arranged the pictures
in a d;ffé;ent order but wi the same basic story. We

. @
G
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all liked this'final story and agree to leave it in that
way [see story in next subsection--T.J.]. Chuck is B
missing today. Dan, Bob, and Bob all gave their views.
Each lined their '‘pictures up and explained the story.
Keates's story was selected. Here's how it went. [story]
Group has decided that the plcture with the” truck
should be first becausc that is how the quy qgot there.
Marc takes control of the order of the pictures, some
disagree and try to find a bLetter way. Then Marc changes
his own order. Doug makes up the story & Marc arranged
the pictures. Then evdrything is rearranged. Everyone
has a different story. And no one agree's (sic) with
cach other. We are trying to make deals in what order
the pictures but it doesn't look like anyone is agrecing.
Reed decides arrangement he took, control and took every-
one's ideas: s come up with an @rrangement everyone agree
on. [story] :

January 22.--I'm a little bit lost. Don't know

what's going on---All members participated almost equally .-
No quiet, idle members. Every member was interested in !
completing assignment., ‘ N

January 30.--Everyone is ronfused on what 1s' goilng on.

February 2.--We first felt that the school or insti-
tution described in the, book seemed to be very routine and
formal. The boy/Seemed to be only carrying out the dull
routine by habit withou learning. anything. The same is
happening with us. Go to--school everyday. Same thing. .
When class is over. Oonly tﬁi@g you can do is look at the . .
fricking fish all day. Football machine should be free. :
Our group is listening to what is being read. Our group
seems to be quite interested in what's being read and this
is being showéd (sic) through facial expressions. Evéry -
one seemed ki¥nd of vague about our reaction to what was .
read. Until one of the students gave his reactidbn to the )
reading. Doug answers questions. .Going to this institu-
tion is a ritual, people do it, but don't really know why.

Our school! has miore freedom, i.e.. yon can—talk—eut—of—turs,— - —
+run down hallways, and can have spares. But you must go
;;to school everyday and you learn most of the same things,
The school in the book is more,eof an elementary. than 4 .
Hidh School. Marc doesn't get1
one disagrees with Marc because he never gives a straight - -
answer & algo he wants to get even with the rest®f the ~°

*

group because they don't think he's funny. . L

. Februaxy 5.--Had a film on "Teaching' in Madison High
School. We got a bit off the topic at first',~but then . N
-started getting involved. Discussing the film, we came to -t

a conclusion that tié<atmosphere was a lot different from -

. . . ..

much out of Socials. Every- L.
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our environment. Mary-Ann keeps changina the topic, and
gossips instead. Everyone 1s getting edgy. Discussion
seems to have come to a halt. No one's to involved in
topic. The teacher of the classroom in the film seems to
have control of the class. The teacher in the film lead f
the class- and wanted exact answers. We all talk about

cars because this is boring. Topic is shot, not interes-
ting. Students misunderstood the course or what it 1is
trying to gchleve. "People in this group want attention.
Both classes in the film had the teacher controlling the

class and the dicussion Ry his questions. In the second
class the teacher lead the discussion by his questions.
The first class was more factual and set. The atmosphere
#f both classes shown was very regimental. Thereawas

no talking out of turn, :the students only said something
. when they were asked, and expressed no individualistic
qualities. Larry says, "They acted like robots."

. February 7.--Most of the people in our class
responded that here in Austin O'Brien there is (sic) some '
similarities to the idea of being divided into groups.

Ours is classified by grades. Also male and females is
another classification. More people getting involved &

, responding to the g tions. Idea of personalities. »
Danny suggests dividIhg class into clique groups. Dif-
ferent people feel class should be divided up differently.

' Marks and exams are what really countagnot 'too many
teacher care about how hard you .are working. I "think
everyone agrees that they are treated differently because
of intelligence. 'The way you act/ The way you fecel about
things and aldo the way you look. Clicks: 1. Larry,

. Doug, Ken, Dave; 2, Reed-individual; 3. Brent--

individual; 4. Lu¢h, Doug, Rudi, Marc; 5. Charlie, Dan,

Bob, Bob; 6. Girls-~maybe Marrianne by herself. Reason

for dlicks, school, sex, friends, social power, : .
~There are systems of classificaiton in Austin ’

O'Brien. People are split up; the smart people go into

all 10, 20, 30 while slow are in 13, 23, 33 and people

who hqve no hbpe are in 15, 25, People in this class are
classified by cllques——people in this class are classified ‘
by sex--Dan is dividing up the class into tligues. | =

When divided into groups some do not ll‘b tQ@ .group -
they have been placed in. It -reflects the facets of their.
‘character #s others See them but contradlcs (sic) to as
the 1ndLV1Fual sees himself. : . a

¥ . . - - -

- Febxpary 8. ——NIL——Due to bad weather. :

‘ We are ;eadl g "What -the schools :do" by Edgar

'Frledenberg. Everyone in the class ig just content \and all

- 1lis g to Todd. - There are a few interjectigns by a
Wf people. 1I.think a, lot of people ard&yealizing

thlngs about school We are now dlscusSLn.ﬁgategori—

‘zation' S . . ‘ v A "a.

| L.
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I feel most people agree with the article. School
makes you a school child. Teachers have commonly said that
this is nothing (school) compared:to the outside world. So
what good is school really. Most people in school & out of
school are categorized. I think most people view school
the way they view it because of all the barriers and how
students & teachers communicate. I think that all has
something to do with 1it, .

Some seem to be a little confused about what has
been read. No one has made an effort to put the class
meving into any one direction. Things that was really
never been questioned for about your everyday life at
schapbl is questioned. The class now seems to be moving
ahead and asked themselves just why the school admini-
stration do certain things that really doesn't (31c)
have anything to do with them. Why they havé to know
certain things about us?

ﬂfwbruagx 9.--Got a new pen from Doug, mine ran out
of 'ink. We began a discussion on the topic in the b&bk and
people began participating. Girls all remain quiet with
except of few comments from Mary-Ann. All people give
comments of dislike or rebellious past experiences toward
strictness within schools. The people at the back of
each row dominate discussion. Larry compared schools with
countries having a great deal of power. He stated that
both try to display their power to get the upper hand.

We talk about cryel ways strapping can be given. A
conspiracy, exists aboutswhat we are doing.in school. We
see that the way the scigol is run. We talked about who
we would pick if we were an employer, either an 86 or a 76.

People are talking with themselves~about elementary.
About how teacher's punish them or their friends. When
a question was asked many referred to other schools instead
of their own. I think that if most went back to elementary
_they would not let a teacher strap them. Most of the
students in class were-interested in thetopic of discus-
sions about school rules amd regulations.

Discussion starting to be Builty we seem to be mov-
ing. Everyone kind of adding their experiences & learnth
about school. Everyone seems to have a different idea, ,ts
getting very confu51ng; everyone offering stuff at the
same time. Talking about power. Who hag the power any- -
way? It is power over us! Part of it is the way power is
arranged The counselor has power. Class seems to be
moving in a dlrectlon towards ch%nge In an 1nd1rect way
Ilghink we (are) just trying to depict the gmle of the
pulic, school administration and so far do 1 the.,line.
Class is changing and g01ng more deeper into the tdépic P
instead of looking at a person as numbers;” they think that
you should loqk at the person. * Someone with a.low’ mark is
' stlll a good persons Tgplcs seem to keep changing, but }'
: ﬂ}*

N
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still under the main topic of power. Ideal of depen-
dence being brought. up. -

Most students 1 think are trapped in little groups
and talk about their group only. Discussion now the
students are starting to discuss how the teachers give
you advice. Some people are talking about something
on their own--probably about school. .

February 13.--Larry begins a discussion of the dis-
advantages of school. 1t serves to separate people.
Kids with good grades arc given more of chance by teachers
and dumb kids just sit through. Doug has controlled the.
discussion. Larry states that education is general and
training 1s more definite preparation for the future.
Everyone agrees with what is said. - ”

Dan started geading his answers. Dan is acting as
a kind of a moderator in this little drama. Dan does not
usually talk like this. ‘Dan gontinues his role and
Chuck .fis like someone in the "HOTSEAT." Chuck will only
talk about something hg knows for sure about. The class
as a whole scems kind of bewildered now and arc not sure
what is the topic. : - ;

Doug starts discussion. Rudy took interest ﬁn what
Doug said. Marc argues with Rudy and Douqg. Marc refers
to math class. Everyone cxcept Marc feels that school is
important for a job. Marc said that all schoal doed js
keeps voy off the street. Whole group is silent for ,
awhile. alk begins on career nite. All ‘questions are
sort of focus on Marc pecause he doesn't agrée with ‘the
rest of the group. Marc writes on Rudy witﬁﬁh:pencilq~
Doug asks his questions to Marc mainly. o . fl,f

We have just been given papers on education. Evéry-
one is giving their own ideas & answers. Mary-Anne's,
getting a bit angry with me and Marlette. Everyone's
giving pretty interesting ¥deas. Chris & Carol are 5
arguing on a good point. gprr;%he'is getting involved
on arguement., Chris us/anQ£r ﬂg. Too many ideas
arrousing (sic) at, i‘t“mé% Loyraine secems to lead
group now. She 15 e%plainifig it’hll to other membets.
Chris still trying to get Her pofat acress. _ Marletté -
seems bored as she pages Ehrough_d,magaéiné: Terry and
Chris are’disagreeing a ‘lot. , .. R

‘ ¢ |

2!

‘February 15.--Mental institﬁtiohé have mamy similari--

ties with school. They mold you to fit, the dystem they '

-are for. 'Schools also mold'you into this system. School
is like a mental institution nqt exactIngpt in an indi-

rect way, yes, I think that colonization™ls. the one that

applies to our group and most of the other groups.:

. " School-tries to mold you to fit into the system.

. School tries to change the individual. . Schools:, They

-

try to make us; into a model student, They try to make you.

g .
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an average sort of person, They look at you as_a number

and not really as a person and how well you do in school o~

(marks) has a loct to do in the way you are treated. =

Credits are what people are herxe for. Doug--conversion,

Luch--colonization, Marc--unconversion, Rudy——colonlzatlon,

- Reed--colonization; Mark feels bored with school.

‘ Pan--school is trying to teach me something- I pro-*

bably won't use when I get a job. I also f~-- my head.

Bob-~Trying to mold me into their systém--and I don't

want to go. Chuck--I'm in school because its against the

law not to and its--schools are pretty good sometimes;

Keates--School for me is a social club. For Mark Veronas--

School s a stage. He tries to provide us with lagghs.

Maryanne Paul--School provides her with a market place for

boys, School turns people into social outcasts, drug

addicts, %Q icaticn gstudents who will bCﬂlflu .the community

as a kind of rob6ot when they go out on- their own, schools

get girls pregnant.

Doug begins by expressing his opinion. He feels he
has accepted the situation and ;aken the feactlon of
colonization. We all agree. Begin discussion on the
- article as a. whole. Doug says the school has made him
mental. " Its a relief when.you get out of school. The
compaflSon was justified. -

February fb;——Larry begins by sta%éng we should bring
out the classes (sic) hostilities, feelNngs, fears, and
all other emothing (sic). 1deas which we may include:
conform us, robot routlne, control and authority exhibits,
one person pushing another, provide 'social roles, sexual
~ roles, makes you mad, sick, molds your outlook, teaches
~set of rules, cause$ separational barriers between indi-

viduals which continue after school, boredom, stagnant--
never changes but students ‘do, no emphasis on individuality,
“deceives you about life. : ’

(3) Austin O' Brlen_Higﬁi—good "wholesome" institu-

tion of knowledge, (1) Houses-=-sub¥rbs, (2) Bus coming in,
(4) Hallways (5) smoking area--students are given certain
liberties (6) library looks modern (7) chemistry lab--
., modern equipment (8) Boy s hustle girls (9) Girl's : -
“hustle boys (10) dope smoking {11) beer drinking (What .
'school does) (12) cafeteria (13) people talking '(14) skat-’
rink (athletic) (15) games room (16} classes~-try to, teach.

Plctures-—scrlpt (story about schools) The way you
see this school--teacher-student, student-student,
Princ¢ipal=student-4tudent-teachér, people relating to
school and society--Doug writes script. Marc offers to
~help with sound production. Marc comes Up with,ideas for
pilctures. -

. . We are wrltlng a scrlpt to go along w1th a set of
‘slides about this class, this school, and How it fits
with our llfe. Lorralme is maklng an outllne. Survival

‘ . . . I »
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o%wjm Fittest is what our 1dea will be based on. Ideas

. are starting to come a little more easily. We are going

4

to use armor and weapons as symbols of defence and ways

to handle school. People relate to school differently

and we want to show how they do and the different ways. :
We are now thinking about our next slije 4. Lorraine seems

to be doing most of the work,& Chris is helping a lot.

Now Marlette has hegan to participate in discussion. We
arrive at the decision that our 4 would be on popularity

and unpopularity. A few people are quite confused. We

have decided that the fifth sllde would ‘be a person

alone.?! The six slide would Qp a person and a cloak. The
group is moving very quickly so much is going on that L

can't get it ‘all down. Some, just about two are not -
participating at all. Discussing. the idea of new students.
Decide that for our seven slide we would have a person

walking by a door. Much discussion is going on. Group

kind of straying off and on the topic. The eight slide .

will be centered arqund the idea of being trapped in

today' s soclety Group séems to be gyo at a faster pace

now Ninth slide is on the idea of freedom. For the

next sllde Marlette suggested something to do with stereo-
types Kind of got ahead of gurselves, because we were ]
thinking about our last,slide. Then decided to back & i
decide what to‘use for ten. Mary-Anne conflicting with \
discussion. Now over powering .the rest of the group. : |

" Tenth slide was decided on. All of Sudden eleventh %1ide g

was degided on as a follow up of ten. Now the idea of . ij
the administration is being brought into it in the twelveth
slide.: Trying very hard to finish up the slide ideas SO -

the scrlpt can be written. . ”

February 20. new experiences, friends, etc., limits |
thoughts & oplnions, marks other things stlmulate phoney '
cooperation. between teacher and student--materialistic
things, set curriculum, read what given, do what is set,
power 1% structured by .teachers, system of grading causes
emotional problems, different marklng system for different
kids, show what is *should be like in the last plcture—-
what it could-Re like, =,

"Script: 1. suburban street, 2. buSes comlng in,
kids getting off buses, 3. Austin O'Brien hlgh—-parklng
lot and. front door, 4. Hallways-central sfalrs—-people
laying.around, 5. smoklng area, 6. library, 7. ?, 8. Any™
aotivity, 19. activity, 20. buses rolling home. e
a .1. .must attend.school ‘by law, 2. must have dlploma
for jOb 3. schools- teach subjects which are worthless .to
some, 4. .marks and attendance are based for whether you -
‘&hss course or not, 5. teachers dontrgl_the class, =
6. cllckee,\51c) are formed 7. parents are led to believe
that they have some control®in school, 8. mosq people go
through scheol without knowing what - they dld'and why,

9 schod! makes people $o they are society inclined,

-
T



10. some people really like school, .11, some people really
don't like school, 12. some people vandallze school,
13. prejudices are formed in schools, 14. some people drop
out when thky reach the age, 15. some clickes (sic) have
control of class, 16. teachers are distracted by students
who don't cooperate, 17. school would be better if you
don't have to come, 18. fter the basics a student should
be able to learn what he pleases, 19. many people are
interested in automotives, 20. many people are interested’
in sports--Can't think of any nor'e ideas yet and so we- . s
stay off topic and fool around. .

Pick up topic for slide 13. Now discussion has ‘
really got going. Much discussion over what we will for
14. The idea of report card was brought . Working

on next slide. Arrived at a topic for lSth_ Dlscggsian//'

moved very quickly--then 16th was a follow up of 15. Very

quickly the next two slides were’chosen. Discussion moving

very fast. Topic on the last slide.
Feburary 21.--Pictures--1. placing square-in round

hole, 2. teacher pushing people into class, 3. teacher

glVlng person guide to the model student, 4. gym, 5. time

and students entering class, 6. pictyre of different

groups in class, 7. guy with 80% and one with 39%, 8.

8. golden rules, 9. courses-metrlic & vocational, 10

10. student boredom, 1l. molding paper'.(studggt), 12

12. credits on board and student working, 3. dressing

room, '14. departmental knife, 15. machine in shop,.

16. outside in rink, 17. hand & person, 18. great escape,
19. leaving school at 3330, 20. Who are you? b
Picture of little kids in first grade, 2. offige
scene, 3. two kids talkipg about a subject. ' )

Beginning to write.

At this time all Qf the groups were taklng plctpres,

taping their scrlpts and werg involved to the p01nE where -

I dld very 11ttle esbc‘;pt fpow up. V The jOurrials wer'lo

longe1 Kept by the students ‘as they were too busy with ,

othgr things,
- ,

\ . ' . a
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STORIES FROM SESSION "Two v

L

The following four stories are the ones written by

the four groups of S$tudents using the same.five pictures.
L

Thé five pictures were of a camper truck, a trapper's
cabin ithat was overgrown with bush, a bird, a bird

flying (the same bird), and a $un Dance lodge.

- »

N t 4
The girls' story.-<On the third day of ou:.h01idd§'s,
‘travelling in the mountains, -we came upon a clearing in
the rough road, and we thought we would stop for a small
lunch & to enjoy the nice view. - o . ke
We were looﬂihg out over the ‘river, land suddenly
we .heard a strange noise, in the trees adove 46, and
saw a big, huge bald eagle flying away (gicture 1). We
thought nothing more of it ‘after awhile. ' S
.. We decided to go expldre the woods dfter lunch.
While exploring, we came upon an old . trapper's cabinp fin
the clearing (pictugxe 2). Wwe logked around in it foffx
awhile and then continued our joumey further into the ’
forest. 1Tt wasn't too,long before we. came upon a shaded'
clearing in sthe forest. In it we found what looked /like
-an old Indian village that had. been there for years), at-
least by the 1looks of it (picture”3y. It was getting
late so we decided”té.head,back'tO'our camper, .We/were
nearly there when we saw a small ‘sparfow i
our camper (picture 5), -1t was ‘the funn’
it never flew away until after We\Were of
* [-

iﬁié the stor f h ' |

’_,

-

obtained onc of my greatest thr
picture of the rarest bird in Alberta. BEvery
retyrned to my cabin in pine-hills where I'h
photographing blinds for the ,purpose of taking pictures S

(picture 1) (picture 2). 4 e . o PR

I arriyed that morming in my truck . (picture 3)i. I
decided.to seed out my o1d cabin and have breakfact, | 7.
“*Ag I was cleaning,up I happened to glance out. the window,
‘" .and I saw ‘the rarest bird in Alggrth (picture 4){ .

; a . . R
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. 1 rushed to my photographlng blinds and waited for
another chance to photograp} . No sooner than I got
there the bird alighted on- the ground before me and Ih .
got my chance (pictyre 5) -

North Side boys.--It all" began with a poor Indian
boy peing born in the wilderness with his tribal people.

- In"Wis early life he (picture 1) was free in a beautiful
environment. The color ‘and bird represent this (plcture 2)..
He lived the life style he loved but with steady encroach—'

ent of the whiteman he was placed on a reserve.’ * The

« 'small cabin was his home (plcture 3). 'His life was then
plain’ and boring to him. lﬁas ‘held down by daily rou-
‘tines. The bir not flylng, in the plain surroundlngs N,

. represents this: (plcture 4). The final plcture ‘of the

¥ ® camper represents the steadyencroachment of whiiteman = ’°

r . into the Indians land (picture 5). This forced, the ,

(€ e Indians to change tﬁéir traditional life style.

Sputh Side bqfs.——lt all started when George, my ~
Jhusband, met this real estate” #9ént in'the bar.one night.

- ”Thls guy sold Gedbrge ene acre of -land with a cottage on it
- in the mjddle -bf Sunny farm Resoft .Area right smack dab in
Qﬁe midde of.California. .

When the kids got out of schoo ¥¥Hat summer we
~ borrgwed my brether-in-law's' camper and took off for Sunny

- farmly (picture 1). ?hls is just wha® George and I wanted.
- All*the comforts o { the blg c1ty yithout the smog and
f\~a- Jraffic all stuck to ether in’‘a small town. Plenty of

“kh dtres, rollex ska ing plaees and beach dances (for the
'kids woluld alklow George and I to sit around the q}r-
* gonditioned cottage and sip be r from thé refridgerator
while we listened te our favo te music on_the‘stereo.
sWe were really tlred of camplng This is just what we
needed. : \

« ~ We travelled on expressWay 902 till we came to the -
end’ of the line. 'We asked directions’/from an attendent
at a gas station and he laughed when we told him we were

- looking for Sunny. farm. He pointed at.a gravel road® &
told us to go about 5 miles till we came to a train track.
- That was supposed to be Sunny farm. When we (got to the.

. track all we saw was-birds and trees (plctures 2 & 3).

‘" Where.was the marina, the go-kart tracks, the big long

"' piers with lorig. haired kids all over them. °

.,  We went down the .road about gnother 100*yards and
found Qur cottade.(picture 4). ‘L§§ked like it was built
by settlers' from the Mayflower, ere was nothing for
miles. George got the bill %f sale out and found a few
little clauges e hadn™ t noticed before. We were stuck
with this dv mp. - But. we still have the nicest cottage in
the area. ! t of tHe&others don't even have roofs
(Plctut‘e 5). : .

T«
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Three January essays ' -

- o

The following three essays arc sampies of the essays

written by the students in January.

Qur Social Class .

\\ . by .
| Doug Costigan ‘
this class of peoplé therg is no real leader when
I look at it and no real power struggle. I think this is
because’gverybody in this class gets along witheach other
and everybody gives everybody a chance to speak their
peace (sic). I think the teacher had a great deal to do
with how t] this class operates. Both the students and
teacher have made the class run dlfferently than some
other classes. Both the students and teacher have
ffeedom SO this makes us students work better and express
ideas.

In every other c¢ s I go to there is always one
person I hate very much.\But in this classroom there is

. hobody- that I hate. I ca§f get along with ?verybody in

the classroom.

One thing I have néticed in thlS classroom is of
theTquietness of the girls. They hardly ever talk in
classroom discussions. Maybe its because the boys out-
number the girls.

' I do not care where . I am standlng in this class be-
cause I am enjoying social (sic) this ywear. This class
is enjoyable because there is no pressure on you.

An essay (coppléte)
- by~"‘.
Marc Vefbneé
I think this q}ass is one of the best classes in the -
schodl. I guess it must be the teacher. Everybody co- . /f‘

operates and it seems that what ever we do we llke,lt.
I guesg it's because we have a, good time wher* we don’ t"“*-'

have anything to do in the clasg. ,I really think it"s the

atmosphere of it. You kind of do your own thing whether
the teacher is in or not. You feel more rélaxed and ..

-interested instead of tensed up and bored. It also seems e

like what every té@phersays or tries to teach the student

rempmbe S more than in ‘boring class. I really, fieel at Vo

w . v .. . .
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home in this class. If I have something personal on' myp
mind, I can ask for the class off. If I feel tired I can
come -in andssleep. It's a kind of do it your-self: (sic)
class. Every-one gets along with the students. I'm sure
pretty well everyone in this class would say what I say
and I kndv the teacher would too. Every-body (sic) co-
operates, I mean they won't.leave you out. Nobody's
prejudiced against the next person, No-one will leave you
strfanded if you know what I mean. The atmosphere isn't

a drag like all other classes. We don't. ‘exactly get to
sluff off but then we don't get bored of:our minds either.
I will all ways learn more if I can do mg own thing

while learping. Everyone gets along with the teacher
because he kind of has the same ideas as us, the students.
He's really fair with and if he sees that you are tryigg
to learn but can!t exactly, he will help you. He has SQ&,
teacher's pets and he is fair. I know that everyone can
siders me the loud - mouth but I still get along with '
everyone.

.-

Social 10 Essay
by '_ . . ’

Carol Resenthal

J
L4

- This class has w very open feeling. And in some ways
a very dependable class. Becalse of us developing topics
the class tends to develop a very responsible attitude.
This class is preparlng themselves for the facing of the
outside world when you're (sic) out on your own. It is (3
a very relaxed and a very easy feeling is created through
the actions that are carried out in this class, and the
way they are carried out.

I feel through my different opinions I have expressed
1n\class ‘that I in some small way but helpful way hawve
em realize different things they maybe haven't"
otlezg\before* L

L M’ §
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“AP%ENDIX E <
SLIDE-TAPE PRESENTATIONS

The following aresthree of the four sli:‘de#a’pe‘ s
L . P . I LY ’ e
présentations. The presentation. from the South-8ide .

»

‘boyshis missing as it was, unfortunately, ruined. Td get

some indication of the presentation the South Side

’

. L4 T . . ‘
boys did, refer to the jouenal and read the information

for February 19 and 20 (Appendix CY.
{4 i

Cd . v

Slide~tape presentation by . ‘ . ' & -

a group of boys ) . ; 3““W~b353
1. It is stated by law that ai; children between the ages
‘of six and fifteen must attend Bchool. This picture shows

'\a class of grade ong students. . - P

2. Sin¢e ‘this is the case @f most people being shoved

through school, most peopte go through school witheut
~ knowing what they did in’ school and why they~d%% it.
" Shows picture of people in,the school. :

3. A lot of people are so frustrated ‘and realize that they
aren't really achieving anything they drop out when they _
reach high school and get a job. Picture shows a hoy
leaving school. ° : L ' v : )
. . < . E - . .

4. But others stay in gchool just to get ‘the diploma -and.
receive at the end of“grade twelve the diploma, which is’
not really much but enables them to get a job too. .Shows.
a picture of an employer telling a student that he needs -

.-a diploma for a job.* SRR o - R

- 3. Marks_and attendance are the basis of whether you pass

» & Course or not. -Picture showing attendance sheet with:

e

© . "6: Employers look at school ‘marks and attendande and think .
" ifithis kid is the type that vas able.to spend twelve years . @

1

.__" ‘\:9“ R '.,—" Iy

B




in school he 11 be able to sit at a job for agout the ﬁ@
samc time., School makes pcople society inclined without
thlhklng about the society. Picturc shows students standlng
‘in a well regulatgd line (actual photo from’ the halls7'a

it! 1s)Qt i . ' o

R S AN

'7 After 1earnlng the basics,-student should be able to do ¢
at he wants. Picture shaowing two people smlllng and :
1R1ng with each other as to what to do. - I

»

8. If, for 1ns¢ance, a person would want to:be a mechanlc,.ﬁ*
h should be able to forget about high school and be e
1€ to become a mechanic. . Picture shows three people o

working as mechanics~--two are learnlng o ta

9. Another thing is that some etudents e interested in. .
sports.  Some students only ‘cole~to for games such ®
as hockey. Plcture showing students playlng thkey. 0 o~

Ry -
10 But since this isn't the case in ouy schools systems
today, people are taught worthless piles of information W
which isn't used in their life. - Picture shows a class- .
room of students in the high school workln@ at deskq in

y LOWS., . . . - . /

11. Students sometlmes realize this, and they 9ﬁ co-
operate. The teacher, on the other hand, make® it diffi-

cult for these students as he wants control over the class.g’
Picture shows teacher at the head of the class. . oo

r~

"
12, Teachers are distracted by these non- cooperatlve stu- ..
dents and they go as far as violence -to maihtain control t
and order. Picture shows a teacher pushxng a student
against the blackboard. L

e L
/ e B * . s

~ 13. Also at an eatrly age cliques are formed in-school
'+ continue to separate us. Picture ghows groups of dents

\91tting with each other whlle othe¥s are excludegd?:

; . b . .

'14. These cllques have some contr, 1 f the clags against -

the teacher. wWith cliques, used/the \right way, the clique
has a better chance to succeed.7 Pic re d{g,not come out.

15. Alho of concern is the amouht and e type of'material'{
e teacher tedches. "Picture 'shoWs a series of class—'
SRR rooms lined up in- the hall Wlth vareuus suh;ects be1ng y

»ay>' 6, SchOOIs should make stqdents to feel more 1ike a person
,nstead of a prisoner.“ chtuxe’did not come out._., : ,

: 'Some students because thex»are prxsoners, have an:uxge
to vandalize, _That' 8 why ‘the smoking. room was closed.-; _
<21cture shows the smokin' :oem cloae ' ot




‘. s * ‘\r'\\ -
18. Some people like to be daredev1ls which in one way is. . I
* good and ‘in another is bad. \Picture shows a kid Hanging '
on a’rope. . CL ) : L o
W . : 4 ,‘ o . .
+ 19. To finish, there is a very unfortunate: thlng about
schools and that is that they are prejudlcéd agalnst ‘some ‘
and keep prejudlces going. Plcture shows a person in ot
black. belng beaten by a person 1n white, - ~ R

"

A slide-tdpe presentation'by the @‘tl/' S
girls: "Survival of the fittest™. N2

1. Once upon a time, since the beglnnlnd“of ages, man has
Qeen separated into categories. . Take the caveman for
example; those who were weak perlshed the strong sur- e
vived. This continued throughout -the ages right up to the
. présent day. It has always been a fight for survival.
’ Maybe today thlngs aren't as phy31ca1 but the fight is ,
//( 901ng on. Even in schools this is golng on. Everyone’is = &
in a category, those who.are strong. and: those who are
weak. Who is going to win. Only time will tell. This
shows a picture of a caveman. ‘ ‘ )
. :
2 Some people are introverted. Pressure, people, the . LI
whole school society seem$ to be against them. These b
people are shoved into little corners and left to rot. . T
That may sound sick, but people do it that way. Picture B
shows a.glrl SLtting in a corner all alone, :

3 Now What about the people ‘wh& have all the frlends.
brains, looks. Do they really have it going for Ehem?
Arefthey truly happy in ohe big soc¢ial oneness? ‘Picture
shows a group of people tOgexher in the ca

M. Time. .v.the hj dden factor. Some peo le’ must flnd R
‘that word very: 1mportant., The whole sch ol -system seems , - -
to he based on their time.” When to'‘cone, when to go,“ . >£ﬁ-
.,w en totdo this, when to do “that. Yes, tlme is very
’ portant.; Plcture shows a clock ‘ L
" '5. Our’ next set of slldes shows the two dlstlnct categorLes b
x ‘of students of the Bchool. White-is domlnant, ‘black is- >
i left out, unwanted. White a .gpears to be in a hurry. The
;Q <door represents a very real arriei) When that barrler ,
. is -shut, no one may leave, only enter; and once . inside is
there for good. ' So it would seep. -Picture shows two e
‘;s people dqpssed in, white in a room¢ gg»a;;, Lo ,4,j-\

;nﬂe Ls tied down.“ Mayhe he
. The ‘ressure is fo




\-marké. Picture shows a person dressad'iﬁkbla ¢#sitting
in a chair which he is tied to.

’ .
.7 He needs someone to set him free, because he can't 4
it by himself.. Picture shows a glrl helplng black unti
himself. . . ) ’; . '

v

8. The white has now cornered th¢.black. Even so called
freedom there seems to be no way/ out. , Picture shows twe
people in white pushing down a person.in black.’

9. Black hés been dealt with and certain things- have
been made clear.',Pic%ure shows the two people in white
walXing away.

10. Black seems.to'always be in need ﬁf‘help. He is
classified-as a sort of lower class, he act this way. ",
Plcture shows the person in black begglng a teacher.‘\Kv

11. White always seems to be d01ng so well and knows it.
Black is put down. He is a failure and is repeatedly
told this. Picture shows the two people in white

: .standlng over .the person in black and are talking to the
person in, black dlspara41ngly. , )
12. The peqple  in white have a reputation to keep up to.
Status? Maybe. They feel that -destroying others will
prove something. The white is always showing black that
they are gtronger, doing what they: please. Just what is
the white ' destroying? Could it be themselves. Picture
‘shows the two in white destroying propert¢. ’

13. The person iﬁ/black‘isvforced'to repair/the damage.

He is again placed into .a category of the one who has to :

. fix evemything ruined by the white. Picture shows black -
_ repalrlng the damage. ; : -

B 14 ‘Our last' set of slides shows how we ‘wish the sch o0l |
‘society -would and could be.” Can it? Black .and white are

" joined.together with ‘the administration.’ Picture shows: -
_black, white, and the school Qorking with each other as
they walk together.,}

15. The categories have been taken away., Thlngs have'
'x_become haman. No one is a computer card any longer;

~ Picture shows numbexrs being removed from peogle as. they
’;wbecome people and get up fo of the floor. T

, accepted each other and ere wo ing~w1ﬁh each other. Q
Picture»shqws ‘the white, ‘the bla |
_"working vith_each other/ ‘
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17. I¢ is a good thing to work for, but it is sad to say
that this is only what ig wanted. This is how it really
1s...; picture shows the person.in black on the floor
belng stabbed by the two in white.

4 .

' 18. Someday we will énd the fight for survival ‘and we'lP

be together. However time will tell. ' Picture shows the |
word survival on the bIackboard ! . ’
»
(Although twenty pictures were alloted this gronp
used only eighteen for their presentation.) -« -

)

-

The series of one to twenty pictures that you are
about to see is what our group thinks school really is.

1. Schools use marks ‘as a device to stimulaté work among
students. A system has been set up so that marks cdryy a
‘'great amount of value. In: many cases a high scho diploma
&xists as a pre- requisité for a job. The marks must
be attained in order to attain. the job. Picture shows a
teacher talklng to a student at a desk and pointing to
the board which has ﬂua word "marks" and "credits" on it.

A slide-tape presentation
by the North Side boys

2. ThlS system of Q\rking may not although be fair in

all incidents. One'student who may study hard can get

a 39% whereas another student who does not study or apply
any effort can attain an 80%. The person with the lower
mark may be'a more honest and a better worker.yet for
someé other reasons gets a "mark" which does not exhibit
his qualities. Picture shows two students holding cards
with marks on them. One can see they are cla551f1ed
according»to this marking system. o 1

3. Because ef these marks friends are separated and divxkﬂ
into different groups. Marks then present themselves as -
‘barriers. between people. The marking system of today
further divides the |pedple to a diversity in the future.

. Picture shows. two "friends" who are‘walking in opposite.

- ‘Qirectiins as they are following a sign with’ various\marks
indicate -on it. . .

- ~

4 The seriousness placed on marks applies great pressure
. on' the student. These presgures may result in many un- ,
favorable reactionsjsuch as quitting and not being ‘able - to
make ‘their future. /Shows a student planning to kill him-=
self because of a [poor. mark pinned upoﬂ his shirt.tl' A

5 The téacher 8 autbority is. portrayed in. this picture.
The hand exemplifies the teacher s continued power over

»

- .
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the student Plcture shows a student lookLng up at a f
picture of ‘a huge hand thch is above the student. .

» L3

6. This power enables the teacher to mold t student-

akong their own ideas.or patterns. TheﬂstﬁgSRE then »
lives for the teacher and becomes a type-of robot or
stereotyped student. Plcture shows a student sitting at
a desk in a posltlon whlch indicates. he is" angry with

) what he is. .

7. The student is beat into conformity. Placing a circle

in a square hole symbolizes the examples where a student

is forced into a pesitian in which he does not fit, _

Picture shows a circle being pushed into a'SQuare. e

8. The teacher presents the student with hlS plan for :
the model stuglent. Plcture shows a teacher standing on ¢
a platform which is way. ve a student and the teacher is

) giving to. the student a p n. for the model student on
a card.

9. This impersoﬁal environment forms the student into a _
.'machine. '\ Routine becomes a dominant factor.. Picture - =
shows a machlne d01ng nothing in a room. o ' A

10. The student waits for the. glorlous Friday where Qe
"will be able to leave shcool for ‘two days. Picture ghows
two students anxiously 1ook1ng at a clock w1th 4 51gn
saylng Friday. P X .
- 11. Monday arrives and the student’ drags hlmself into .
"~ class ¥or the dull, dreary Monday morning. - Picture shows °
a student comlng 1nto a.class on a Monday. '
\
12, In the’ Jarge eduCatonal lnstltutlons of today studentsi
are reduced to a number. The impersonal teacher 'knows you
- only.as a number and the student looses hi®—individuality. .
. Plcture shows a téacher talklng at a student. . . o

13 Groups are formed'w1thin the class and ind1V1duals are
lost., . Placlng a student in a s;tuation like exists ° o

' causes separatlon., Picture shows a gﬁoup of students all -
_orking in the 11brary alone. . - Lo 3 o

14. The student is yet still forced foel attend. The student
- may want to - choose physiés, but English-is needed for your

—diploma. Picture shows ‘a group: of students belng pushed

1nt a class by a teacher.j»_ ._A”, AT .‘_.” e ;Q

“15. The student must comply t6 the. “Golden Rules": and’ -
conform ‘to the system. ' Picture shows .a teacher point_;g”,*
\_to a list of "Goldenw ules tovbe followed. . L
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16. Stydents take part in games, but teachers' referee .
it. Picture shows a sporting \activity. being played By
¢ students and contyp llad ‘by teachers: oo
. ‘ | . . . , , P )
* 17. The student Becomes restricted, limited withi e
school's environment. He is constriéted. . Shows alpic-
ture Qf a.school-with a fence around it. . .

.38. "The Great Escape." 'Student 5794 tries %o escape
his school environment but will be stopped. Picture .
shows a student "5794" trying to climb out of the window.
. - . N . . 5
19. Student:"5794" is bored. He does not agree with '
the curricuium; but the teacher thinks thé curriculum,
' ‘agrees with him. Picture shows a teacher telling a stu-
'dent what .to do in a book as the student looks on, bored.

20. We think the scéhool exists asLS stagnant institutden.
Theg student is changed when he enters the séhool, but the
school .remains the same.‘/ngfe it shouiad exist-as the :
exact opposite situation in th¢ future. Sehools must = . .
change to comply'with the students' changing needs, :
Picture shows a student with fis arms spread out in a

locker rpoT.« S ‘ ' s .

. - P

/

¢ " Some Concluding Statements
. ‘ .. . -, i N ot . L
‘The following statements are based on conversations o

- I’héé‘ﬁithtéﬂe'rest of the class, final eSsaysi'and some ~

- comparisons made with earlier Visionsy

- "Next wt*Woulq do films prﬁdicting'Whatithe'schoolu _
~and world will be like \in the. future, thus allowing us =

* .- to prepare it for the change. Do work, in groups or RN
<films that will show. the change here as it comes while'we,k =~ .
-woxk on it. Find answers to problems and guestions and i

make -filys on these, and then may find othér questions and . .’

;;pbtheriansWers,ya‘continuOugrcirc;b;fx‘:} S SR v
oty e w-David Horafg e - o

. .« "We ghould talk.sbout what we can do about the present. ..
~ &chool "situation and'how we can improve it so. it will be ., . -
.ff-Q@SiﬁtfanﬂfbﬁtterfWith?évefycnﬁithﬂt_9¢3§Jtd*9¢ﬁ9ox'f“ﬂ¢' e e
g 1.do £ilms on how we.can.chahqe ‘our present = - f.
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‘ ¢
questions. ,After this we will
look for answers to all f these questions. We“would try
'to determine our own angwers. We would try to determine
-apswers that should be changed fqr the better. of our )
society. We would try to change doubt in class to a belief
for change.” We could use this ‘understanding of a commit-
ment to change to the life outside of class to what would
be a better way of living in’our school and even in the ‘
community. People .could.use the change and really commit = i\
themselves to change this community and even our city."

: " RN ~-Larry. Syrnyk :

\ . . .
'

"We should Eose mdre

~ "I think we should continue ;lonq the same pattern.
The development would be continuows. A cycle of change
-and re-evaluation would be created. Some people are at
the level oﬁ.ﬁcceptance_but most I feel are questioning
as was displayed in the slide presentatiofs."
‘ R --Ken Logue ,

"Get put of the classroom and look at what's going on
en back/to class to discuss observations. -Go to another |,
high school. and see what goes on there." -
: S S '—~-Bob Keates - .

"I think if we were to continue we should keep on
about ‘'how schools are divided up in two categories. The
- dominant and tife know-all administration and the less
"powerful ‘and the take-all students that take all the. .
garbage that we are fed for granted. We should set up
: an/equal class, We-should .question everything, in this - - ,
.+ cjags. Another interesting project would be to make a e
-Yape of a class (made up) o0f where all the-students = Lo
... Auestion the teacher. [The teacher would get upset because =
- ./ she or he dqesn't‘knowfghe'answern”ﬂThey‘wouldﬂprobably-5
A ¢ Because,' or "It is' just that : o
Y/ way. '™ ‘Other.than that I don't know how to continue. -~ = e
 // ‘ThesquareJédeasﬁthat would have to be perfected. Some R .
/- people don"t want to da anything but some would like to: SRR
// follow up on this course.® ., = o
f} T /7-Bob Julie-nﬁ.,ﬁ.. L

// come up with an answer 4

- K e

T WSVe 4n a more posftive . .
v \ each other and- - .. .
- more about what.. .-
1f we know what -~ .
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"We should do more slidé shows. This time do one
looklng at our school and anothef institution, as welly
and see how it-‘all relages to one 'situation.” L
.  =-Theresa Saretsky -

"We should Just faoe the problems that we face in
" this world." ,

. . =-Luch. Braldo

"I put all my checks in the middle because I feel -
that a compromise is the best that can be worked: out.
True freedom must wait." .

N S --Brent Oswald

"Before .I dldn't think of, anythlng--Now I am thlnklng
.about. a dominant power and want to fiqure g how to get
‘rid of it. I'm a bit confused. We must work to under-
stand, then go. The whole class does. have the potential

« ,to'do it. Must keep working. I-doubt but I'm not sure

where to go next., ' Warlt to figure it out-=-I need'to work
with more people to continue. I could work with Douq

' --Dan Wyman - o

~ "School is different now. People are treated

unequallg based on artificial markg and personality, etc.

I'm notiéing new- things in- other groups and I WQnt to go

from there."

- v B -~Chrlst1ne McNally‘*
'"Thls class kind of gets what!s going on now and
go we should .continue. . To find out how this. will all
turn dﬁt will have to wait until we do it."
'---eharlie Bolturak
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