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CHAPTER 1
INTRODUCTION
Background of Study

Four years ago the Natlional Council on Excellence In
Educatlion published A Nation at Risk (1983>. Thls report
disclosed a variety of dissatisfactions with education and
Issued an immedlate call for educatlional reform.

Natlonwide, state leglslators responded by creating task
forces and charglng them with the responsibllity of
effecting educational change. As a result, the nation’s
schools are now seeklng lmprovement through more than thlirty
major educatlonal reforms (Cross, 1987; Odden & Odden,
1984>. Educatlon reformers are advocating lmprovement
through popular and yet controverslal measures such as merit
pay, master teacher plans, the Holmes group and the Carnegle
Forum proposals for teacher training. Additionally, some
educators are hoping to find amelloratlion through tlght
controls and increased minimal standards. Still others are

accepting "qulck flx" mechanlstlic solutlons Imposed by

wel l-meaning distant reformers and state officlals. An
urgent demand for educatlonal Improvement perslists (Cross,

1984; Cross, 1987).



Heckman, Oakes, & Sirotnlk (1983) malntalned that 1f we
are truly to improve educatlon, we must look within the
actual school for the solutlons to the problems that exlst.
The flrst step 13 to know what the problems are. Then, we
must seek an understandling of these problems. Flnally, we
must decide upon an appropriate course of action. The
school culture--1lts actlvitles, organlzational arrangement,
behavlior patterns, underlylng assumptlions and bellefs of the
people within the school--provides a useful perspective from
whlich to recelve thls knowledge and understanding.

Few researchers, however, are looking wlithln the schoeol
for the solutions to and an understanding of the problems
faclng educatlon. Typlcally, schools are viewed by
researchers who are dlstant outsiders and who nelther know
nor understand what [s happening lIn the school. Often these
outsiders asslan meanings to school events and recommend
changes that reflect thelr views and bellefs, lncompatible
wlith the views and bellefs of those persons inside the
school. As a consequence, [nappropriate actlons and
meaningless changes are happening. In thls flurry of
actlvity, the child’s perceptlons of "what school 1s all
about" are belng lgnored (Rogers, 1984). Sirotnik and Oakes
(1981) commented: "As we all know, nearly every school has
closets full of corpses--the no-longer-used machinery and
materlals of hastlly Implemented solutlons that, for some
reason, didn‘t work" (p. 166>. Knowledge obtalned from

within the actual school site about the needs of the



learners and the conditlion of that schocol may help to limit
such inappropriate action.

Ignoring the child’s perceptions of school has led to
two major consequences. First, a failure fo solicit the
child’s perception of school has prevented a full
understanding of the child at school. The child brings and
develops a unique set of experlences, perceptlions, bellefs
and values to the classroom each day. These variables, in
interaction with the events of school, constitute a personal
school reallty for the child. An awareness, understanding,
and acceptance of the child’s reality is necessary if we are
to help the child release whatever potential strengths he or
she has (Synder, Synder, & Synder, 1980).

Second, by failing to solicit the child’s perceptions,
educators have been denled access to an Important resource
basic to change. Knowing how the child feels and thinks
about school and schooling may help to clarify problems
existing within the actual school site. This knowledge may
élso provide a practical basls for actlon and change.

Permeating this study are two beliefs: (1) Children and
their perceptions may be used as resources in helping
educators to understand both the chlld at school and school
phenomena and (2) student deliberation, a methodological
alternative for viewing school, is a feasible and
approprlate approach to dlscovering and solving school
problems. Goodlad (1984) remarked: "If we can only

understand schools clearly in our minds, we might be more



gsuccessful In improving them" (p. 9>. Chlldren may help us
to gain this understanding and through discourse and
problem-solving strategles, chlldren may also help to effect

school change.

Purpose of the Study

Somet imes educators do not understand the chlld at
school because they do not know what the child sees, thinks,
belleves, or feels. The primary purpose of thls study was
an attempt to describe children’s perceptions of a
school .

Rogers (1984) reported that "Finding out what is really
going on In the minds of children as they go through the
process of schoollng is unquestionably one of our most
difficult and neglected tasks" (p. 5>. There 13 an enormous
amount of avallable test data dealing with the outcomes of
schools but very llttle Informatlon about what lles beneath
the surface of children’s test responses. A movement In
this directlion, according to Rogers (1984), 1s long overdue,

A secondary purpose of this study was to present an
alternatlive for studyling schools. Hunter (1984) pointed out
there are many ways of knowlng and that ways of knowing lead
to ways of dolng. Student deliberation, the alternative
presented in this study, is one way of "looking at" and
"knowlng about" school. Knowledge about the school emerges
and evolves from the perceptions and deliberations of those

lndlviduals\wlthln the settlng.



Ratlionale for the Study

Schools are constantly undergolng review, renewal, and
change in an effort to improve curriculum and instructional
programs. If we are to make significant changes and if we
are to achieve the efficacy and amelioration constantly
being sought, then we must look beyond the sweeping
generalizations which have evolved from current summative
educational research and look at actual schools and
classrooms. Even more important, we must see the school and
the classroom from the perspective of those within the
school culture. Viewing school from a cultural perspective
and acquiring and understanding the perceptions and
viewpolnts of the people within the school settling can bring
about effective school change which may ultimately lead to
school improvement.

‘Culture Is both a group’s way of doing things and the
means by which people make sense ofltheir setting (Heckman
et al., 1983).  Freire (1970) illuslraled Lheuse promises aw
he taught many of Brazil’s poor and illiterate adults to
read. Frelre was successful in his efforts because he
underétood the Brazillan’s culture and the realities and
meanings that the Brazilians brought to the events that were
a part of thelr everyday lives. Freire had to probe deeply
within the Brazillan culture to understand the meaning of
events in the lives of his students. He then used this

understanding as a basis for his teaching. Similarly, this



study probed within the school culture In an effort to
understand the meanings which children assign to school.
Recommendations. for school change evolved from these
meanings.

Frelre (1970> lgnored conventional assumptlons about the
Brazilians and operated from the perspective of Brazillan
~culture. In contrast, educators, researchers, and
organizational theorists often disregard the perspective of
culture when viewing school. There Is a tendency to think
of schools as goal-oriented factories engaged In processing
human materlals. As Sirotnik & Oakes (1981) succinctly
stated: "In go the raw materials (uneducated chlildren? and
out come the products (learned citizens?>" (p. 165).
Standardized test scores are frequently relled upon as the
only assessment of these "products." Little or no attention
ls given to the partlcular structures, behavlors, meanlngs,
and belief systems that have evolved in the school (Heckman
et al., 1983).

Sirotnik & Oakes (1981) argued that "Anvope intimately
familiar with school knows that the_schooling process defies
analogy with the factory model" (p. 165). Instead, schools
are complex soclal organlizations. Consequently, a
simplistic Input/output approach to studying school and for
improving the quality of school life is too limited to be
the only evaluative tool. Alternative research tools are

needed. Eisner (1979 stated:



To complement these methods of evaluation,

evaluators must look to the qualities that pervade

classrooms, the experlence that students have in

schools, and the character of the work that

children produce. To see these quallties requlires

a perceptive eye, an ablllity to employ theory to

understand what 1s seen, and an understanding of

educational values so that an appraisal of the
educatlional slgnlflcance of what has been seen can

be determined (p. xlii>.

' A research approach that allows this perceptive look is
"qualitative research." Qualitative research is described
by Rist (1978) as the direct observation of human actlvity
and an ongolng and natural Interactlon with those within the
research setting. This approach is an effective research
tool because it can provide a deep, complex understanding of
school. Information comes from many sources. Structured
and unstructured interviews, observations, personal
documents, autoblographles, personal letters, newsletters,
notes sent home, yearbooks, and students records are a few
of these sources. This Information is presented in a rich
literary quality which gives the reader data that Is in the
form of words or plctures instead of numbers.

In recent years there has been a movement toward using
qualitative methods to gather children’s perceptlions of
school and schooling. Many of the types of data collected,
however, provide a peripheral and superficial view of
school. Rarely have student perceptions about school been
used to help educators plan curriculum improvements.

Gatherling, describing and using chlldren’s perceptions to

interpret the school culture, therefore, have a very



substantial effect yet to be reallzed on classrooms and
schools (Welinstein, 1982).

I have established two needs for this study. First,
there is a need to know and understand the child at school.
Second, there is a need to receive inside knowledge about
school that will allow us to understand the school’s
conditions and to suggest solutlons to the problems relevant
to the culture. Most changes in educational préctice have
preceded, instead of followed the findings of educational
research. If educational research is to he more useful and
if it is to Impact educational reform then this trend must
be reversed.

A conceptual framework (paradigm) that reverses this
trend ls practical currlculum lnquiry (Schwab, 1970; Schwab,
1978a; Schwab, 1978b; Schwab, 1983)>. Practlical curriculum
inquiry is a workable, usgseful, everyday method of study
based on the interaction among the persons and the cultural
and hlistorical clrcumstances of the curriculum setting belng
studied. Ragan and Shepherd (1971) view the school
curriculum as including "all the experiences of children for
which the school accepts responsibllity" (p. 3). The
researcher and participants, immersed in the curriculum
setting, search for meaning and understanding of curriculum
problems by studylng the situation and lnterpbetlng lts
meanings. Decislons reached as a result of practical
inquiry can serve as a guide for possible action and

necessary school change (Schwab, 1970; Schubert, 1986).



According to Schubert (1986), four assumptlons

undergirding the practical paradigm are:

1. The source of problems is found is a state
of affalrs, not in the abstract conJuring of
researchers who tend to imaglne simllarities
among situations that cannot be grouped
together defensibly.

2. The method of practical curriculum inquiry
is interactjon with the state of affairs to
be studled, rather than detached Induction
upon it and deduction about it.

3. The subject matter sought in the process of
practical curriculum ingquiry is gjtuational
insiaht and understanding, instead of
lawl ike generalizations that extend across a
wide range of situatlons.

4., The end of practical curriculum lngquliry is
. { ¢ T ! ! 1]
effectively in pedagogical situations, not
primarily the generation of generalized,
publishable knowledge (p. 289).

Researchers who adhere to these assumptions (a) focus on

a particular educational setting, (b)> search for Insights
into situationally specific problems through interaction
wlth the actual educational settlﬁg being studlied, and (c¢)
increase the capaclity for effective and moral decislions,
direction, and meaning (Schubert, 1986).

The alm of the practical researcher is not only to seek
knowledge, but to generate action as well. Simllarly, this
study sought to know how children perceive school and its
problems and to generate recommendations for possible action
and school change. Seelng curriculum problems as practical

problems that can only be solved by those with inside

knowledge of the currilculum setting leads to educational
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reform which may be lmplemeﬁted effectlvely and purposefully
(Reid, 1979).

We have moved forward to a wider view of research
methods in education during the past decade. Still, If we
plan to use research to inform educational practice then we
must continue to build up educational research tools and to
bulld conceptual apparatus and research methods unique to
education (Eisner, 1979>. Viewing school through the
perceptions of children and using student dellberations as a
means of Interpreting what we see are steps In this

directlion.
Basic Assumptlions

Slx baslc assumptlions underglrd thls study. They are:

1. The significant perceptions that the individual
child builds and maintains about objects, people, symbols,
events, and ideas all work together In a recliprocal fashion
to help bulld "reallty" for the child.

2. An awareness of the child’s reality and the manner
in which the school responds to this reality contribute to
the child’s feellngs about his/her total self, ultimately
culminating In a productive school experlence.

3. It is possible to gain Insight into a child’s
reallty through dellberation.

4. Research ls Important to the Improvement of
educational practice. Educational practice Is complex and

subtle; research methods, to be useful, must therefore
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include alternative research approaches appropriate for the
understanding of the phenomenon being studied.

5. The most effectlive way to study a given phenomenon
is through direct on-site contact and interactions with the
Individuals within the culture being studied. On-site
observatlions may reveal subtleties and additional meanings
which would not be apparent through sclentiflic measurement,
test scores, or questionnaires.

6. Reclproclity, the act of Involving the subjects
themselves in the research, makes the research potentially

more slignificant.
Organlzatlon of the Study

This study has six chapters. Following the present
introductory chapter, Chapter II presents the literature
which supports this study. The areas discussed are:

(1> perception, <(2) dellberation and the practical paradigm
and (3> qualitative methods. Chapter III includes a
descriptlon of the research procedures used to collect
data.Chapter IV presents the data gathered during this
study. Chapter V presents the children’s version of that
data. Flnally, Chapter VI presents the interpreﬁatlons,
Implicatlons, and recommendatlons which evolved from this

study.
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Summary

Much of what happens In schools today 1s based on that
aspect of knowledge that we have termed "conventional
wisdom." The changes that schools usually try are
prepackaged lnnovatlons added onto schools as they currently
function. These changes are sometimes incompatible with
what is needed within individual schools.

Educators and researchers are becoming more and more
Interested in the processes which lead to action and change
in schools. They are also interested in the interactions,
patterns of behaviors and perceptions of children as they
try to understand schools better. Viewlng school from a
cultural perspective may bring the inslght needed to effect
appropriate change and to increase chances of creating
curriculum and linstructlonal programs that accommodate
children’s growth.

Goodlad (1983) stated:

My Interest ls, has been, and will continue to

be improving educatlion, especlally in schools.

I am interested in understanding schools so that

others and I might use whatever insight is
galned in order to Improve schools. Any measure

of success one has in Improving something

depends heavlily on understanding it (p. 8).

This quote by Goodlad captures the spirit of this study.
Those who are interesfed in educational lnquiry are
beginning to explore alternative research frameworks:and

approaches., They are turning away from a near exclusive

reliance on quantltative research methods as the only
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acceptable means by whlch to analyze, describe and lnterpret
the realities of education. One of the basic premises
underlying this shift is there are multiple ways of
"knowing," and no one method can answer all our guestlions or
offer all fhe necessary perspectives Popkewlitz, 1981).

This study offers "one more way of knowing."



CHAPTER 11
REVIEW OF LITERATURE

Historlically, the study of schooling has been dominated
by a simplistlc methodologlcal model based on a cause-effect
relationship between student school behavior and academic
performance. This "traditional" model, based on the work of
a generatlion of curriculum theorists, has successfully
facilitated a reductionist perspective of education which
deals with particulars removed from the whole. On the other
hand, this dominant approach has falled to provide an
interpretlive understanding of school and to reflect upon the
meanings, feelings and realities that school holds for
participants In the setting. It has also neglected to
acknowledge or ralse basic questlions about prevalllng
values, bellefs and perceptions. Furthermore, it has
ignored situational problems and issues (Giroux, 1981;
Slrotnik & Oakes, 1981),

In Chapter One I provided a ratlionale for the importance
of seeking chlldren’s perceptions about school. I also
argued for a departure from the traditlional technocratlic
framework of "viewlng" school and suggested instead the use
of qualitative methodological approaches and student

dellberation (a process by which chlldren ldentlfy and

14
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dellberate school problems and then suggest a plan of
action) as alternatives. I belleve that thls course of
action may lead‘to a clearer understanding of and a better
chance for improving curriculum and instructional programs.
Three areas of the llterature that support these notlons
are: (a) perception, (b) the practlical paradiom, and

(c) quallitative methods. The discussion of perception
substantlates the value of knowing children’s perceptlons of
school and lllustrates the signiflcance which this knowledge
holds in the understanding of school itself. The discussion
of the practlcal paradligm bullds an understanding of a
useful, workable, and senslble framework for studyling
school. Finally, the sectlon on qualltative methods
provides a brlef historical overview and description of the

qualitatlve research approach.
Perception

Perception, a dynamlc and ongoling process (Berman,
1968), has several diverse meanings. Russell (1956) defined
perception as "the process of organizing and interpreting
the sensatlions the organlism receives from external and
Internal stimull" (p.70>. Berman (1968) descrlbed
perception as "a human functlon In which a transaction Is
made between the percelver and the person, object,
gsltuatlon, or ldeas belng percelved" (p. 30). HCombs and
Snygg (1959) referred to perceptlon as being the

Individual’s point of view. Matson simply stated that
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perception Is "the act of notlcing" (clted in Berman, 1968,
p. 27). This varlety of references suggests that perceptlion
ls a difflcult and eluslve phenomenon to descrlbe and
underscores the significance that everyday sensations and
transactlons have In forming an Indlvidual’s polnt of view.

Percelving occurs as the result of the Individual’s
Interactlon with external and lnternal stimull. External
stimuli (sight, taste, smell, touch and sound) are
transmltted by the sense organs to the braln.

Traces of these impressions are retalned in the braln and
become a world of imagination and memory. These sensory
experliences connect the individual and the world

(Adler, 1946; Combs & Snygg, 1959). Internal stimull
Include bellefs, values, feelings, hopes, desires and
personal ways in which people see themselves and other
people (Combs, Avila and Purkey, 1978>. These stimull bulld
personal meanlng for the indlvlidual.

This complex world of personal meanings and sensory
experlences create a frame of reference whlch Combs and
Snygg (1959> called the "perceptual fleld."

Combs and Snygg (1959) stated:
By the perceptual fleld, we mean the entire
unlverse, Including himself, as It s
experlenced by the Individual at the Instant of
action. It Is each iIndlvidual’s personal and
unique field of awareness, the fleld of

perception responsible for his every behavior
(p.20). '

An individual bullds and maintains many perceptlions.

Some are clearly differentiated, while others are so vague
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and undifferentlated that the person ls unaware that they
exist (Combs, Richards, and Richards, 1976)>. Combs and
Snygg (1959) belleved that the Individual’s use of
consistent and repeatable perceptlons as frames of reference
Is done so "smoothly and naturally" that the Indlividual does
not even reallize that It is happening.

The signlflicant perceptlions that the Indlividual bullds
and maintalns about objects, people, symbols, events, and
ldeas all work together to help bulld "reallty" for the
Individual. This reality, according to another’s
perception, may contaln much error and ll1lusion. It seems
to be an interpretation of reallty Instead of reality
itself. To each individual, however, his perceptual field
ls reallty (Combs, et al., 1976).

Allport (1964) warned agalnst assuming that another
individual’s perception ls faulty. Sensory and cognitive
experlences and processes are developed Qell enough to
provide accurate percebtlons; therefore, what people feel
and belleve to be true and real cannot be lgnored.
Dismissing conceptlions of reallty as "distortion" and
"fallure to percelve reallty" hlnders the possiblllty of
understanding others.

Elkind (1978 belleved that the chlld’s reality Is
different from that of adults. This belief was shown
through Elkind’s effort to understand how the child bulldslb
reality out of his or her experiences with the environment.

Elkind’s research evolved from an Interpretation, extension,
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and reflnement of Jean Plaget’s theory of cognitlve
development. Plaget’s theory of perceptual development,
according to Elkind (1978), assumed that perceptual reallty
Is neither genetic nor copled fromrthe environment but is
actively, developmentally, and contlnuously constructed by
the chlld because of his or her Interactlions with the
environment.

Behavior, llke reallty, ls also a product of how people
gsee themselves and the situations they are involved in. In
an ldentlcal physical situation the perceptions of different
persons wlll dliffer. Each lndlvidual will Interact with or
respond to the sltuatlion In terms of what it means to him at
that lnstant. Behavlior, therefore, Is determined by the
Individual’s perceptual fleld and not a set of objective
facts. "All behavior, wlthout exception, lIs completely
determlned by, and pertinent to the perceptual fleld of the
behaving organism" (Combs and Snygg, 1959,‘p. 20.

At the core of an Individual’s response to sltuatlions Is
the individual’s perceptions of "self." According to Combs
et al. (1978), situatlons change from moment to moment or
place to place, yet the beliefs that people have about
themselves are always present. "The self is the star of
every performance, the central flgure in every act" (Combs,
et al. 1978, p.17 >. Slmlfarly, Rogers (1951) felt that
most behavlor 1s conslstent with the concept of self.
Dobson, Dobson & Koetting, (1985) also believed that

chlldren’s experlience is flltered through and medlated by
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thelir concepts of self. Self-concept serves as a mediator
of perceptlions, thoughts, and actlon; therefore, the imaycy
that children have formed from significant other people are
extremely lmbortant (Dobson et al. 1985).

The views presented In thls brief review substantlate
the bellef that perception Is an extremely Important
process. Chlldren bring different perceptions to the
classroom setting. An awareness of these perceptions helps
educators to know the realltles of chlldren and consequently
to plan more effectively In efforts to meet thelr needs and
to create currlculum and Instructlion programs that
accommodate thelr needs (Berman, 1968).

How persons perceive, what they perceive, and

why they perceive as they do are factors that

should recelve major attentlon if the school is

to help develop persons who see the world with

its richness, variety, and charm, and who are

able to percelve with a minimum of distortlion

(Berman, 1968, p. 26).

Children’s Perception of School

There has been an lIncreasling Interest In the‘student’s
view of classroom life in recent years. The primary areas
of study have Included the following: <(a) the teacher and
teacher behavior, (b)) peers and peer behavior, (¢) other
school personnel, (d> the self In school, (e) the cause of
behavior In school, and (f) the classroom and the school
(Welnsteln 19825,

Weinsteln (1982) concluded from her search of llterature

on student perceptlion that children are actively and
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constantly lnterpreting classroom events and drawlng
inferences about what they see. Children’s Inferences and
views of classroom events are sometlimes lnconslistent wlth
adults’ views of classroom happenings. Yet, these
Inferences and views constitute reallty for chlldren and are
helpful, Informative and essentlal to a clearer
understanding of classroom phenomena.

A perusal of llterature suggests relationships among
children’s perceptions of themselves, chlldren’s perceptions
of teacher feellngs and teacher behaviors and student
achievement and classroom behavior. This conclusion is
supported In the Investigations of Davidson and Lang (1965),
Eash and Waxman’s (1980), and Bennlnga, Guskey and Thornburg
(1981>. Davidson and Lang (1965) found a posltive and
slgniflcant correlation between (a> chlldren’s self
perception, (b)> academic achlievement, and (c¢) desirable
classroom behavior and children’s perceptlion of their
teachers’ feellngs toward them. They also found that
children In the upper and mliddle soclal class groups
perceived their teachers’ feellings toward them to be more
favorable than did children in the lower social class group.
Finally, they found that glirls generally percelved their
teachers’ feellngs to be more favorable than boys.

In a similar study, Eash and Waxman (1980) studied the
relatlonship of students’ perceptlons of thelr teachers’

behaviors and students’ achlevement. This investigatlion
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indicated that students’ perceptlions of certaln identlfled
teachers” behaviors-—varlabllllty,_enthuslasm and lnterest,
task orlentatlion, criticlsm, multiple levels of questions,
and mismanagement--affected students’ achievement. It was
concluded, therefore, from thls lnvestigation that
(a) student achlevement Is Influenced by children’s
perceptions of teacher behaviors and that (b} teacher
behaviors are related to student achlievement and success.
Another study investlgating the relatlonshlp of
students’ perceptlons of teacher attlitude and teacher
behavior was conducted by Benninga et al. (1981>. Thls
study showed that teacher attltude and behavior Influence
students’ perceptions of the teacher. It was found, for
example, that teachers who exercised greater control over
their students and who felt less responsible for the
positive learning outcomes of thelr students were perceived
by thelr students more negatively than those teachers who
felt less need to control and who felt more personal
responslbllfty for the poslitlve learning outcomes of their
students. It may be determined from thls study that a
significant relationship exists between teacher attltude,
teacher behavior, students’ perceptlions of teacher attltudes
and teacher behavior and the behavlior and attltude of
students. Hamachek (1978) maintained that people tend to
behave in a manner which ls conslstent wlth what they
believe to be true. Teachers, therefore, need to

understand the influence that thelr behavior and attltude
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have on student behavlor and attltude and be willlng to
change these inappropriate behaviors and attitudes.

Teachers need observatlonal systems and ways of
monitoring their behaviors and attitudes 1f they are to
change behaviors and attitudes. Whitfield and Galloway
(1970> developed a classroom observational system based on
the perceptions of three hundred slixty sixth graders.
Adjective descriptors were taken from the results of student
questionnaires and interviews and were clustered into a
twelve category observatlional system. Perceptual statements
were randomly selected from this system and were glven to a
panel of Judgews for wsorling inlo slill anobher calogory.
Flnally, observers were tralned to use thls system to
observe classrooms.

Whitfleld and Galloway (1970) admitted that training
adults to use the observatlonal system dld not assure that
adults would be able to Interpret teacher behavior from the
same perceptual base that a student experiences. Still,
Whitfield and Galloway (1970) felt that a valid and rellable
category could be developed by using student perceptlions of
their teacher as a source of data. Whitfield and Galloway
(1970 also found that students do percelve very subtle
teacher behaviors and can report their perceptions with a
richness of language all thelr own.

In a more recent study, Mergendoller and Packer (1985)>
explicated categorically descriptive terms used by seventh

graders to characterlze teachers. Mergendoller and Packer



238

(1985> Interpreted these terms and developed a framework
which provided a useful view of students’ conceptions of
teachers. They found that the students’ perceptlions were
not merely descriptive, but expressed 1llkes, disllkes,
fears, accompllshments, frustratlions, and thelr expectations
of how an effective, successful, and likable teacher should
act. Mergendoller and Packer (1985) felt that thils
awareness would enable teachers to understand problems
better.

A knowledge of chlldren’s perceptions and thoughts about
peers and peer behavior Is és Important as chlldren’s
perceptions about teachers and teacher behavior. Weinsteln
(1982) reported, however, that few studles have been done
concerning student perceptlons and thoughts about peers and
peer behavior. Sociometrlic cholces have been extenslvely
studied in the classroom, but chlldren’s underlyling thinking
about peers remain relatively unexplored.

Two studies which did Investigate children’s thoughts
about their peers were conducted by Fllby and Barnett (1982>
and Moely and Johnson (1985>. Filby and Barnett (1982>, in
examinlng the perceptlions of elementary students regarding
which students were "better readers" In the classroom,
discovered that elementary studénts learned early to compare
and evaluate the performances of thelf peers and of
themselves. Slimlilarly, Moely and Johnson (1985) observed
second, fourth, and sixth grade chlldren and found that

these children showed increasing accuracy in Judglng reading
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skills and mathematlics ablllity of thelr peers. Moely and
Johnson (1985) also found a moderate correspondence between
sixth grade students and teachers In the ranking of student
popularity.

Student perceptions of the specific processes and
practices of schools have also been assessed. Some examples
of these Investigations are studies about: (a) school marks
(Boehm & White, 1967), (b) decislon making (Wolfson & Nash,
1968) and (c> punishment (Bloomer, 1968)>. These authors
bellieved that thelr research has value In helplng the
educator to understand the child at school.

How rellable are children’s perceptions of classroom
phenomena? Balley and Robertson (1982) showed in their
study of kindergarten children’s perceptions of the
c¢lassroom that even young students can provide substantial,
usable and rellable Informatlon about the classroom lf an
appropriate student feedback instrument is used. This
feedback Instrument must be commensurate with the student’s
Intellectual, emotional and communicatlon skills. A
positive environment whlich allows the student to be
honest, objective ahd secure is also necessary.

On the other hand, Clements, Galney, and Malltz (1980)
found contrariety in the accuracy of students’ perceptlions
of themselves and their classroom performance. These
Inconslstencles were between students’ self-rated abllity
and abllity level of reading groups. They did find,

however, that the students In thelr study dld accurately
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percelve differentlial tféatment by the teacher and
organizational and management strategies. They also
maintained that knowledge of the perceptions of the student
Is critical If we are to understand the classroom process.

Brophy (1982), even less optimlistic about the accuracy
of student perceptlion, questloned the meaningfulness of
student data. He concluded through his review of the
literature that student perceptions seem to be determined
more by children’s stages of development, instead of events
happening In the classroom. He acknowledged that there Is
some value In chlldren’s perceptions but cautloned that we
must Interpret thelr responses Instead of acceptlng them at
face value. He added: "Some are purely fanciful, and others
are acgurate as far as they go but do not have the same
meanings or connotatlions they would have i1f made by adults"
(p. 521)5. |

I think Brophy (1982) has understated the value of
children’s perceptions. Chlldren’s perceptions and adult
perceptions are often not synonymous. Still, children’s
perceptions are accurate, rellable and lmportant (Weinstein,
1982>. I believe that a sthent’s perceptions represents
reality as the student sees It and that thls reallty Is
meaningful and slignlflcant. Belng awaré of chlldren’s
reality ls essentlal if we are to understand chlldren and
help children.

This literature revlew substantlates the Importance of

being aware of chlldren’s perceptlions In understandling
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children. Stlll, Welnsteln (1982} encouraged more
systematlic knowledge about student perceptions and realities
of schooling. She urged educators to learn from student’s
perceptlohs. Investigations and lnquirles of student
perceptions, such as reviewed In this chapter, contribute

greatly toward an understanding of children at school.
The Practlcal Paradlam

A paradiogm is "a loosely connected set of ldeas, values,
and rules that governs the conduct of lnqulry, the ways In
which data are Interpreted, and the way the world may be
viewed" (Schubert, 1986, p. 170>. There is a range
of educatlonal paradlng’or frameworks being used to study
schools and schoolling. Traditlonal orlentations have been
based on the ratlonal, scientific, and procedural approach
of early curriculum theorlsts such as Franklln Bobbltt and
Ralph Tyler. This approach has concentrated on "what" we
see as we look at schools and "what" the curriculum should
be 1lke,

This rationale has been successful, straightforward, and
clear in addressing the steps that ghould be followed In
currliculum planning. It has also been useful In
categorizing the elements of a curriculum problem. However,
it has pot addressed "how" curriculum Inquiry should proceed
nor has 1t provided an avenue for possible courses of actlon
to alleviate curriculum problems (Reid, 1979;

Schubert, 1986).
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This concern has led Schwab (1970), Walker (1981),
Westbury and Stelmer (1971) to belleve that this tradition
has falled to advance educatlon. Schwab (1970) expressed
dlssgtlfactlon In hls legendary statement: "The fleld of
curriculum ls moribund. It Is unable, by 1ts present
methods and principles, to contlnue its work and contribute
slagnlficantly to the advancement of educatlon" (p. 1).
Schwab (1970> inslisted that the curriculum fleld would make
little progress unless it turned away from theoretlical
pursults almed at generating knowledge, and focus lts
attentlon on practlcal currlculum problems requlrling
answers, cholces and actions. Schwab (1970, Walker (1981),
Westbury and Stelmer (1971) are Jolned by Fox (1985);
Harrls (1986>; Orpwood (1985); Perelra (1984); Reld (1979);
and Roby (1985) in advocating a shift from the dominant
technical behavioristic paradigm to an action based paradigm
labeled "practlical Inquiry."

Practical Ingquiry, which was concelved by Schwab and
refined by others, concentrates on the practlical concerns of
the curriculum (Harris, 1986; Reld, 1979; Walker, 1981;
Westbury and Steimer, 1971). It may deflned as a framework
of Inquiry which centers on evervday problem solving and
searches for meaning and understandling of actual problems
found within the curflcu]um situation (Schubert, 1986).
Schwab ¢1970) argued that currleulum problems are practical
problems. Curriculum problems, according to Schwab (1970),

are nelther theoretical nor sclentiflc In nature. 'Instead,
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about action, and about what Is to be done.

Reld (1979), agreelng wlth Schwab, malntained that
practlcal prbb]ems are a regular part of everyday llife.
Taking his lead from David Gauthier, Reld (1979) proposed
that, generally speakling, currlculum problems are most
closely related to a class of questions referred to as
"uncertaln practlcal questions." Reld (1979) sald:

A review of curriculum problems suggests that

they have all the characteristics of uncertaln

practical [everyday, reallstlc] problems. Flrst

they pose questions that have to be answered.
Second, the grounds on which we have to make

decislons are unsure. . . . Exlsting resources,
expertise, and expectations have to be taken
into account . . . we have to make

decislions relatlve to a unigque context . . . .
We have a problem about confllicting alms and how
to adjudlicate between them . . . the outcome
will be to a degree, unpredictable. Flnally,
the Jjustiflication of an act of teachlng lles not
in the act itself, but In the desired ends we
Intend to achieve by It

(p. 192).

Schwab (1970) insisted that currlculum probléms should

be addressed by a method approprlate to lssues of actlon and

choice. One method by which we solve most practical
everyday problems, according to Reld (1979, 13 called
"practical reasoning" or "dellberation." Reld (1979>
described deliberation as: "an intricate and skilled
intellectual and soclal process whereby, Indlvidually or
collectively, we ldentlfy the questions to whlch we must
respond, estab]lsh grounds for deciding answers, and then

choose among the évallable solutlons" (p. 1893,
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Harrls (1986) assoclated the term "practical" wlth
action. Harrls (1986>, conslistent with the views of Reid
(1979> and Schwab (1970, conslidered dellberation to be the
process which leads to actlon. Dellberatlion, Harrls (1986)
asserted, Involves welghling and examining the reasons for
and agalnst a measure and glving attentive consideration and
mature reflectlion to cholces and actlons. Sometlmés.
however, as Reld (1979) polnted out, the actlon may be to
declide to not to take any action at all. Desplite the actlon
taken and unlike theoretlc Inquirlies which do not demand an
answer, questlions of a practlcal nature are asked and
answered. |

Schwab (1970) described the process of delliberation as
being complex and laborious and nelther deductlve 6r
inductive. Expounding, Schwab (1970) stated that
dellberatlion cannot be Inductlve because the target of
deliberation Is a decislon about actlion In a concrete
situation, lnstead of a generallization or explanation. On
the other hand, dellberatlion cannot be deductlve because |t
deals wlth concrete cases and not abstractlons from cases.

Schwab (1983) proposed’that curriculum dellberatlbn
occur at the local school site with a currlculum group
compogsed of the principal, representatives from the
community, teachers and students. Heading thls group would
be a chalrperson, skl]léd In the process of dellberation.

The mission of thls group, accordling to Schwab (19832 would
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be to lnvestlgate and dellberate the status of the
commonplaces of teachers, learners, subject matter and
milleu (educatlional environment’.

Deliberatlion Is opefationalized through the practical
arts of perception, problematlion, prescription, and
commitment. In Schwab’s approach the arts of perception
enable the participants to 1ist and describe the symbtoms
which Indicate something lIs wrong In an actual state of
affalrs. The arts of problemation allow the particlpants to
make a dlagnosis of what Is golng wrong and why and to
formulate the problem which will need attentlon. The arts
of prescription are the means by which resources and
constralnts are Inventorled and a plan of action to resolve
problems is generated. The arts of commitment allow for the
conslderatlion of probable outcomes of proposed sothions and
eventually, lead to the decision of when to end deliberation
and to act (Schwab, 1970, 1978a>’.

Curriculum problems originate in a situation which is
felt to be functioning lmproperly. The arts of perceptlon
bring meaning and insight to the detél]s of a problem
situation (Schwab 1983). Perelra (1984), taklng a closer
look at the arts of perceptlion, reported that identlfylng
the symptoms which show that somethlng ls wrong and

describlng all the rich, varlable, and speclflic details are

the flrst steps of dellberatlon. The arts of perceptlon,
therefore, enable one to see and make use of the

particularities of practlical sltuatlons Harrls (1986).
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Schwab (1978b) ldentlflied other arts by which one
generates alternatlive solutions and declides upon the best

one.

There are of course, addltlonal practical

arts. . . arts for welghling the alternative
formulations of a problem. . . for choosing one
to follow further. . . arts for generatlng
alternative possible solutions to the

problems. . . arts for traclng each alternatlve
solution to lts probable consequences, arts for
welighlng and choosing among them. There are
also reflexlve arts for determinling when the
dellberation should be termlnated and actlon

taken (p. 326).

Roby (1985) and Perelra (1984> maintalned that the
practical arts can be enhanced ln currliculum dellberatlon by
factorling In the four commonplaces: teacher, learner,
subject matter and milleu durlng the problem ldentlflcatlion
phase and In succeeding phases of dellberation. Roby (1985)
suggested that the speclflcatlon of the four commonplaces
turns the "commonplaces' Into the "partlcu]&r" places needed
for dellberatlion.

Each task described in the preceding paragraphs is
assoclated with an ldentlflable product ¢e.g. a llst of
symptoms, a descrlptlon, a dlagnosls, a stated problem, an
Inventory, a plan of actlon, a written review) which may be

written down and arranged into a coherent argument for the

action to be taken.

A varlety of authors, tracing thelr ideas of practical
del lberation to Schwab’s Arlstotellan conceptlon of Ingquiry
(reallstic Instead of ldeallstic thinking), have focused on

varlous dimenslons of dellberation and have suggested a
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variety of approaches and descriptlions for understanding and
conducting curriculum deliberation (Harrls, 1986; Perelira,
(1984>; Orpwood, 1985; Walker, 1981>. Harris (1986> and
Pereira (1984) believed that although these studies are
difflcult to organlze, studles about currlculum dellberation
are needed. This review of llterature of the practical
paradigm concludes with a synopsis of several such studies
and experiences,

Walker’s (1971) "naturallstlic model" was constructed to
represent phenomena and problems observed iIn actual
curriculum problems. Walker’s model consists of three
elements: (a) the curriculum’s platform (the system of
beliefs and values of curriculum planners), (b) the
deliberation (the decislion-making process> and (c¢) its
design (the result of the decision-making process). This
empirical model allows a "naturallstic" approach to
~curriculum planning. In contrast to the traditional model,
Walker’s analysis focused not on what ghould happen in the
planning process but on what does happen.

Perelra (clted In Roby, 1985 lllustrated the process of
deliberation to a group of experienced teachers in the
followlng example.

First, there Is an unstructured phase in

which the teacher invites each student to

explain what bothers her or him in a problematic

sltuatlion, probes for the varlous aspects of |it,

and encourages the other members of the class to

act as resource persons . . . .The second phase

is more structured. Using an available model of

dellberation, the teacher systematically helps
the students to locate problems and solutions
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for formulatlion among the commonplaces of

curriculum deliberation, students, teachers,

subjJect matters, and mlllieux (p. 25).

Orpwood’s (1985) case study of curriculum policymaking
in which he and a colleague were lnvolved as
partlicipant-observers In a curriculum commlttee dellberating
over a new science program for thelr Ontario school board is
another example of curriculum deliberation. Orpwood’s
analysis of his experlience vielded two stages of
deliberation. During the first stage of deliberation,
contributions (facts, princlples, specific proposals) are
collected and tested for thelr relevance. Those
contrlbutions which seemed to be relevant become
conslderatlions and recelved further deliberation. The
second stage conslists of welghing considerations to
determine flinal conclusions. Orpwood’s delineatlion of these
del lberative stages provides both a process model and a
framework for analyzing school problems (Orpwood, 1985).

In contrast to an approach to curriculum development
that begins with the search for objectlves, practical
inquiry begins with the search for "the problem." Fox
(1985)> indicated that one characteristic of the practical is
that the problem 1Is not glven but must be located or
discovered. The process of the formulation of the problem,
the examination of the problem, and the generation of
alternatlive responses Is an invitatlon to educatlional

researchers, educators, students, parents, and board members

to contribute to the solutions of school problems through



34

thelr backgrounds of perception, understandling, and

knowledge.

Qualltative Methods

Behavioral sclence research methods dominated
"educational research In the late 1950’s and throughout the
1960°3. These gquantlitatlve methods have ylelded many
successes and have been Important in describing some aspect
of educational life and its consequences (Elsner, 1978).
Still, according to Elsner (1978), quantitatlve methods are
far too limlted to be the excluslive or even dominant set of
methods. Eisner (1978) saild:

A new cllimate appears to be developlng ln the

field of educational evaluation, one that could

have signlificant consequences for the ways in

which inqulry Into educational probhlems is

conceived. I am referring here to the growing

interest In the use of the gqualitative methods

and nonscientific approaches to the study and

evaluation of educatlional practice (p. xl).

Eisner (1979), Goodlad (1983), Heckman, QOakes, &
Siroitnlk (1983), and Willis (1978) have all shown a growlng
interest In the use of qualitative methods and approaches to
the study of school and school lng.

Similarly, Popewitz (1981) reported that those who are
Interested in educational Inquiry are turning away from a
near exclusive rellance on quantitatlve research methods as
the only acceptable means by which to analyze and interpret

the realltles of education. According to Popewlitz (1981),

one of the baslc premlises underglrdlng this shift Is there
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are multiple ways of "knowlng" and no one method can answer
all the questions or offer all of the necessary
‘perspectives.

Walker (1981) believed that educators‘and researchers
have relled on quantitatlive research methods as the "proper"
model of research because of the following misconceptions
commonly made by educators and researchers.

1. Educators and researchers have thought that studles
should include "overt behaviors" only and that research
must be eﬁtirely a matter of verification and proof.

2. Educators and researchers have belleved that human
Judgments are unreliable and therefore, undesirable for
empirical research.

3. Empirical research has meant searching for isolated
causes or cause-effect relatlons. |

4. Researchers have felt that it was necessary Lo
control the phenomena, in order to ensure scientific study.

5. Researchers have believed that they should study
only one small thing at a time.

Walker (1981) urged researchers and educators who are In
the business of studying schools to reverse fésearch trends
of the paét and to develop a stronger commltment to
empirical Inquiry Cinquiry based on observations and
practlical experliences instead of theory) as a means of
dealing with professional affalrs.

According to Elsner (1978), there is plenty of room and

1egltimizationbin education for both the scientific
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approaches used in quantitative research and the artistic
approaches used In qualltative methods. What l|s needed,
however, are more attempts to use qualitative approaches to
inform educators about current school practices.

Quallitatlive research had its beginning in the late
1800’s. In 1890, photographer Jacob Ries reviewed the llives
of the urban poor in his book How the QOther Half Lives.
Frederich LePlay studled working-class famllles through a
method soclial sclentists In the late 1800’s labeled
"participant observation." Quallitatlive research did not
advance, however, until the 1960’s (Bodgan, 1982). Rogers
(1984) claimed that the turbulent 60’s acted as a catalysl
to stimulate interest In qualltative research In educatlon.
This perlod brought natlonal attention to educational
problems. Soclal upheaval and change, focused upon the
experlences minority children were having In school, caused
concern. It became apparent that school people did not know
enough about how students experlenced school. People wanted
to know what schools were llke for chlldren who were not
"making It" and many educators wanted to tell them. Some
researchers such as Jackson (1968) wanted to start at the
beginning to observe dally life at schools. These kinds of
concerns lncreased an lnterest In qualltatlive research
(Bogdan, 1982).

Although the interest for qualitative research grew
steadlly In the 1960’s, It was stll]l not yet flrmly

established as a legitimate research paradliam. Graduate
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students who chose to study a problem from thls perspective
faced major hurdles as the methodologlical debates between
quantitative and qualitative researchers raged (Bogdan,
1982)>. Eisner (1978) reported that the use of qualltatlive
methods in educational evaluation is still in its infancy.
Very few schools of education, for example, offered courses
on qualitative methods to graduate students and there were
no schools or departments of education whose variety of
courses in methods of qualitative inqulry approximated the
number offered In quantltative methods.

Rogers (1984) bellieved that although the movement to
qualitative methods has been very slow, a movemenf of
quallitative methods 13 certaln. Doctoral research at
schools and colleges of educatlion is no longer narrowly
quantitative in nature.

More important, the strident conflict between

qualitative and quantitatlive researchers has

softened. People are talking to each other,

listenlng to each other, accepting the need and

desirability of both approaches, and recognizing

that if we are to answer questions as

fundamental as "do schools educate?" we shall

have to make intelllgent and sensitlve use of

all the tools at our disposal (Rogers, 1984, p.
105>. _

Rist (1978) deflned qualitative research as direct
observation of human actlvity and interaction in an bngoing,
naturalistic fashion. Rist (1978) went beyond this simple
definition to 1ist the following as features of qualitative

research:

1. Qualitatlive research has the natural -
gsetting as the direct source of data and
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the researcher Is the key lnstrument.
2. Qualltative research i3 descriptive.
3. Quallitative researchers are concerned with

process rather than simply with outcomes or
products.

4. Qualitative researchers tend to analyze
their data Inductively.

5. "Meaning" is of essential concern to the
quallitatlive approach (pp. 27-31>. [Meaning
is essentlal because It represents reality.
Brophy (1982) underestimated the
significant role which individual meaning
and reallty play In helping the researcher
to understand the phenomenon which is being
studied.]

Rist (1978) pointed out that not all qualitative studies
wlll exhlblt all these features with equal potency and that
some studles may be completely vold of one or more of these
features.

McCutcheon (1982> outlined eight different common forms
of qualitative research methods. Those forms in this study
are: (a) autoblography which depicts the effect of
curricular actlvitles upon the Individual; (b} case study
which documents and shows how a curriculum Is reinterpreted
in Its use in varied settings; (c¢) educatlional criticism
which gathers evideﬁce about a curriculum and presents a
curriculum In use through description, Interpretation and
appralsal and (d> ethnography which documents and shows the
nature of a "llved culture."

Ethnography stems from sociological, psycho]ogicai and
anthropologlcal roots. RIst (1978) deflned ethnography as
the attempt to describe a culture or aspects of that culture
with "thick description." Strategies represent the world

view of the participants belng studled. These strategies



39

are empirical, naturallstic, and holistic (Wilson, 1977).
Although ethnography is sometimes criticized for its
obscurity of purpose and its lax relationship between
concepts, observation, conceptual structure and theory, it
has become a "household word" In professional educatlion
(Spindler, 1982).

Spindler (1982) conlended Lhal Lhe following crileria
predispose "good" school ethnographies: (a) Hypotheses and
questlions for study emerge as the study proceeds in the
setting chosen, (b) The participant’s view 18 brought out
by Inferences from observatlions, Interviews, and other
elliciting procedures (questionnalres should be used
cautiously), (¢) Interviews and other forms of ethnographic
inquiry are generated in the field and as natuarally as
possible without influence or predetermined responses by the
Inqulrer, and (d> Any form of technlcal devlce such as
cameras, audiotapes, and videotapes that will enable the
ethnographer to collect more live data should be used.

Questlions are ralsed about the use of ethnographic data
for scientific generalization, policy formation and decision
making. Ethnographers feel that an in-depth study that
gives accurate knowledge of one éettlng not markedly
different from similar settings is llkely to be
substantlally generallizable. Ethnographers also feel that
it is better to have in-depth, accurate knowledge of one
gsetting than superficlal and possibly skewed or misleading

Informatlion about isclated relatlonships In many settings
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(Spindler, 1982).

In sum, quallitative educational researchers are
concerned with the Internal 1l1fe of school--what ls really
occurring In classrooms, corrldors, cafeterias, and
playgrounds. The task of the ethnographer, therefore, is to
see the subtletleé and nuances of events as they really are

(Rogers, 1984).,
Summary

In thlis chapter I have explored (a) "perception"--a mode
through which the world may be viewed, (b)) deliberation and
practical 1inqulry"--a processing paradligm dependent upon
the arts of perceptlon and finally, (¢) "qualltative
methods"--research tools which will enable researchers to
use chlildren’s perceptions as a lens to bring about a better
understanding of school and schoolling. |

Heckman et al. (1983) malntained: "If we want to
improve educatlion, we must look at schools from the inside"
(p. 26>. Studyling schools in this manner, sccking an
understanding of the child’s reality at school and 1nvolvlng
children In delliberative action may help to clarify probleﬁs
exlsting within the actual school slite and lncrease the

chances of school improvement.



CHAPTER 111
METHODOLOGY

Children’s perceptions of school are essential if we are
to understand school from the chlld’s polnt of view.
Typically, however, we have ignored the child’s polnt of
view and have neglected to utilize an important resource of
understanding. The primary purpose of this study was to
look at school through the eyes of chlldren. Viewlng school
through the lenses of children and their perceptions calls
for research methodology that departs from traditional
research approaches common to education.

The assumptions and rationale underlying this study and
the fact that children play an important and reciprocal role
in the research process did not lend themselves to
measurement, scientific solutions, predictablllity of
standardized outcomes. For these reasons, qualitative
methods and procedures were chosen.

These methods lncluded ethnographlc technlgques of
qualitative methods and deliberation, a process of practical
inquiry. The multimodal features of ethnography
Cautoblographies, Interviews, "thlck descriptlion" and
ongbing participant observations) allowed me to use a

variety of techniques for describing and interpreting
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children’s perceptions of school reallstically,

hollistically and emplrically. Dellberatlon; a process for
formulating, discussing and interpreting a variety of
perceptions, problems, and solutions (Pereira, 1984),
permitted me gain lInsight and an understanding of children’s
perceptions and to verlify my interpretations of these
perceptions. Thls chapter dlscusses these methods and the

procedures.
Particlipants

Qualitative researchers oft-times involve the subjects
themselves in the research. The researcher may also become
a particlipant In the researéh. In this research stud?, both
the researcher énd the subjects were involved in. the
research process. This notion of reciprocity makes fhe

research findings slignificant and meaningful (Rogers, 1984).
Sublects

Forty-three of the fifty-one sixth grade students
enrolled In the research setting volunteered to write
autobiographies about their perceptions of school. I chose
elghteen chlldren from this pool of volunteeFS’to be
Interviewed. The subjects chosen In this sampling Included:
(a> children who expressed an interest in participating in
the research procedure, (b)) children from low, middle and

hlgh soclo-economic levels, (¢) children with good and poor

conduct histories, and (d) children with high and low
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scholastlic achlevements. All chlldren were required to
obtain parental permission. As a result of using these
criteria, eight girls and ten boys were chosen. The raclal
composition of the interviewees included: four Black
Americans, two Asian Amerlicans and twelve Caucasians. This
blend of dlverse backgrounds and motivations gave me a
varlety of perceptual perspectlves,

Fight of the eighteen children, because of conflicts in
the children’s activities and research schedules and a loss
of interest, decided to discontinue their participation in
the research project after the interviews. Each of the
remaining ten children agreed to assume the role of student
researcher and to become a part of a student research team.
The ten volunteers who assumed the role of student
researchers were asked to deliberate current school
problems.

The last phase of the research procedure consisted of
obtaining a written description and interpretation of the
research process from the children. Three children from the
student research team volunteered (on the basis of their
interest and availability) to review the research data and
then to give their account of the research findings. These
three children completed the research procedure.

Sixth grade sfudents were used for several reasons.
First, most chlldren at thls age, according to Elkind’s
account of Piaget’s formal operatlonal period, are able to

comprehend historical time and geographical space, to
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construct ideals, to grasp contrary-to-fact condltlons, and
to conceptualize and to think about their own thinking.
They have become reflective and contemplative (Elkind,
1978). Second, most sixth year students have developed the
communication and inferentlial skills, commitment and
dedication which the project demanded. Third, eleven and
twelve year old children generally have developed sufficient
verbal and intellectual sklills so that self-report
procedures can be used productlvely. Gage (1977) stated:

Student’s ratings can be regarded as a feasible

approach to teacher change but only under certain

conditions. For one thing, the pupils must be

mature enough to make usable and reliable ratings;

the fifth or sixth grade is probably the lower

limit in this sense (p.52).

cinci 1

I assumed the role of particlpant observer through out
this research procedure. A particlipant observer is an
observer who actually becomes a part of the situation.to be
observed (Gay, 1976). My responsibillities as particlpant
observer included: (a) interviewlng individual chlildren,
(b)> conducting group interviews, (c¢) facilitating students
deliberations, <(d> summarizling and lnterpreting'the data,

and flnally, (e) maklng recommendatlons based on the

research findings;
Settling

The setting used in this study was an open space

elementary school in Southwest Oklahoma. The three hundred
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and seventy students who attended thls school were organlzed
In kindergarten througﬁ sixth grade classes. There were two
sixth grade classes in this orgénization. These two classes
were used in thls study.

The average length of attendance for students In this
school was three years. Forty percent of the students in
the two sixth grade classes had attended this séhoo] three
to six years, the remalnlng slxty percent had attended thls
school seven months to three years. This mobillity, due to
the military base and industry, brought a variety of
perspectives about school and school experiences to the

research setting.
Research Design

Descriptlve research methods and procedures were used to
collect the data in this study. Descriptive research is
designed to determine and to report the way things are. It
involves collecting data to answer questions concerning the
current status of subjects, settings, and situations.

The many different types of descriptive studies are
generally categorized in terms of how data is collected,
self-reports and observation. BSelf-reports Include: <(a>
surveys, (b} autoblographies, (¢) sociometric studies, (d
questionnaries, and (e) Interviews. Observations include:
(a> nonpartliclpant observatlions (naturallstic observation,

simulation observation, case studies, and content analysis),
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(b> particlpaﬁt observations and (c¢) ethnography (Borg,
1963; Gay, 1981).

The research design used in this study included the use
of self-reports and ethnographic tools. Each of these
-approaches (autoblographies, individual and group
interviews, and participant observations) will be discussed
on pages

Borg (1963> reported that descriptive studies provide
the researcher with a starting point. The data yielded
through the descriptive approaches used in this study were
starting points for student deliberations about school

problems and recommendations for school change.
Research Methods and Procedures

This project was conducted in three phases. During the
first phase, I collected chlldren’s perceptlons of school
through children‘’s autobiographies and individual and group
Interviews.

The second phase conslisted of student dellberations.
Children, using their perceptions as a base, (a) discussed
school, (b) listed problems which were currently happening
withln the school settlng, (c¢) slingled out one speclific
problem which needed immedlate attention and, then (b
developed a plan of action for tﬁe specified problem.

Dubing the last phase, children wrote an account of the
research flndings and experlence. Thils account is found In

Chapter V. Ongolng partliclpant observations occurred
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throughout the research experience. Ethnographic technigques
and deliberation were used to gain children’s perceptlions of
school ing and these perceptions were used to view and study

the school.
utobio ie

The first step taken during the research procedure was
to ask sixth year chlldren to write autobliographles of
school. Autobiographies, rich in detail and written to tell
the person’s own story as he or she experlences 1t, resemble
fiction. They range from the intimate and personal to the
superficial and trivial and can be an introduction to the
world the ethnographlic researcher wishes to study (Rist,
1978> .,

The content of autobiographies is reclaimed by a
reflective process that allows the mlnd to wander. Many
important clues into the basic meanings which form the
individual s perceptual field come into view. Interests and
biases of the autobiographer are revealed. Some events are
selected while others are excluded; some feelings are
acknowl edged whlie others are repudiated. Still, this
information pulls the past into the present and provides a

critical reflection upon the educational experlience (Grumet,

19815,

Egggggg;g. I asked volunteers from two sixth grade

classes to wrlite autoblographles about thelr school
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experiences and how they felt about these experiences. 1
suggested elght broad and general toplcs for children to
consider when wtiting. This topics were given to stimulate
the children’s thinking (A sample Is found In Appendix A).
Since children’s reality was Important to this project,
children were cautioned not to limit their thinking to these
topics. Instead, they were encouraged to let their thoughts
flow freely and to remember as many school experiences as

possible.

Summary. Chlldren’s autoblographlies about school were
used in this research project (a’> as an Introduction to
children’s perceptions of schooling, (b)) as a source for
probing into and exploring of children’s perceptions of
schooling and (c¢) as a basis for children’s deliberation of

schooling. Examples of the autoblographles are found in

 Appendix B.
Interviews

The second step in this research procedure was to
conduct a serles of Indlvidual and group Interviews. The

| best way to know what a person thinks is to ask him.

Although asking a person what he thinks may not yield a

totally valld answer (sometimes the individual responds the

way he thinks he ls expected to respond), it is an excellent

way to tap into the individual’s inner thoughps and feelings

(Brandt, 1981 & Cottrell, 1986). Brandt (1981) remarked:
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"Talklng 1s perhaps man’s greatest slingle actlvity" (p.
167). Conversatlons and Interviews, then, become major
behavior settings for studies of human functioning (Brandt,
1981)5.

The qualitatlive researcher uses the Interview as a
primary tool for collecting data. The Interview, structured
according to the purposes of the Interviewer, is designed to
ellcit the preclse information needed (Brandt, 1981>. It
may be either closed-ended or open-ended. The advantage of
the Interview over other data collecting methods is that it
allows the interviewer to probe for further comments,
‘clariflcatlion, and explanation of statements. In addltlon,
respondents usually speak more easily than they write.

Interviews vary from completely informal encounfers to
highly structured sessions (Wilcox, 1982)>. The types of
interviews used in this study were both the open-ended |
interview which Rist (1978) advocated, and the structured
and nonstructured Interviews recommended by Brandt (1981).

The disadvantage In using the intérview approach is that
interviews, particularly open-ended Interviews, také'
tremendous amounts of time to transcribe, code and analyze
(Hamilton, 1980)>. Rist (1978) suggested that the interviewer
limit the Interview’s length. He further suggested that the
interviewer choose a reasonabfe number of subjects and that
the time spent In each intervliew should make sense in terms
of the work Involved In transcrlblng It. He polnted out

that a one-hour interview, when typed, amounts to twenty to
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forty typewritten pages of data. Hundreds of hours or great
expense can be spent on transcribing interviews at this

rate.

Procedure. The students and I used five different types
of Interviews durlng thlis research procedure. I developed
and conducted the first three types of interviews. This
series of interviews included: eighteen lndividual
interviews, eighteen follow-up interviews, and three group
interviews. These Interviews allowed the children to
clarify, to explain and to extend their autobiographies and
previous Interviews. The student researchers structured and
conducted the other two Interviews.

For the first interview, the individual interview, I
structured the basic questions and the sequence of theée
guestions from each autoblography. Approximately twenty
Interview questions were asked during the twenty minute
interview. Each interview was especially designed for the
indlvidual autobiographer. The purbose of the first
Interview was to allow the chlildren an opportunity to
clarify, extend and explain their autobiographies.

Questions and directions such as: "What do you mean

by. . . ?" and "Explain," and "Tell me more," were used
frequently through out these interviews. I also exerclsed
the freedom to probe nondirectively, for example: "What
makes you think . . . ?" "Why do vou think . . . ?" "Can you

glve me an lllustration?" These types of questions gave the
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chlldren an oppoftunlty to extend thelr thoughts.

Each of the eighteen students returned for a second
Interview. Our first step durlng this segment was to listen
fo a taped—transdription of the first interview. Interview
questioné were then structured according to my need for
“clarification and the students’ need to expand and explain
comments made durlng the flirst Interview. This Interview
consisted of approximately elght questlions and was more |
brief than the first interview. Examples of’these qguestions
included: "Does that happen often?" "How does that make you
feel?" and "What do you think can be dbne?“

The next set of interviews was held with the same group
of eighteen children. Each group Interview lasted
approximately thirty minutes. The group interview was
another technique used td clarify, expand and double-check

the first interview responses. The group was asked leading

questlions such as: YHow did you feel when . . . ?" ‘“What
do children mean when . . . ?" Do you all agree with
?* "Who is in support of . . .7?"

The ten children who volunteered as student researchers
conducted the fourth and fifth Interview sessions. During
the foUrth interview, the students read the autobiography of
one other student, structured approximately four interview
questions and then conducted the ten minute interview.

The fifth lnferyleh was also conducted by the members of
the student:research team. Small groups of children,

rotating the leadership role, interviewed esach other about
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data which evolved during the previous interview

experiences.

Summary. The primary purpose in using these interviews
was to explore children’s perceptions of the everyday
conventions of schooling and to obtain data that represented
children’s percelived reallty. Inserting the proper
questions at approprliate places produced relevant data.

Some nonstructured open-ended lntervliew questlons were
used throughout the interviews to determine the subjective
effect of the school experience. Sample questions were:
"What iIs one thing that you would change about school?" and
"What things would you llke to study about lh school?" The
primary feature of this type of interview ié codification.
Once data are classified in some systematic’fashion,
comments can then be examined and categorized accordlng.to.
the group’s or interviewer’s wishes (Brandt, 1981>. This
procedure was followed as the students categorized data
during the student deliberations. (Excerpts from sample

interviews are found In Appendix C.>
Participant Observations

Particlipant observatlon, the primary technigue used by
ethnographers to gain access to data, was ongoing through
out this research experlence. In participant observation,

the investigator tries to elicit his/her subJect’s

definitions of reality by living as much as possible with
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the subjects being studied (sometlimes even unnoticed) and
taking part In the subject’s dally actlvities (LeCompte &
Goetz, 1984>. Fine and Glasser (1979) pointed out, however
that: "LIKE THE WHITE RESEARCHER in black society, the male
researcher studylng women (or vice versa), or the
ethnologist observing a distant tribal culture, there Is no
way in which the adult participant observer who attempts to
understand a children’s culture can pass unnoticed as a
member of that group" (p. 153)>. The adult, therefore, must
assume roles notably different from the traditional
ethnographic situation in which the éssumptlon is that one’s
research subjects are equal or at least treated as equal.
Roles available to the adult observer when an explicit
authority relationship Is absent include: (a> the friend .
role, (b)Y the observer role, aﬁd (¢) the supervisor gg}e,
The leader role Is an option avallable for the adult
observer who is invested wlth authorlty and who has posltive
contact with the children being observed. The adult may
wish, however, to remain In the background as much as
possible (Fine and Glasser, 1979). Fine and Glasser (1979
found that children rapidly come to accept a researcher who
shows respect for them by exp]aining why he 1s observing
them and making them aware of the adult’s role and research

interest.

Procedure. I assumed the Jleader role during the

participant observations of this perect. My
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responsibilities during the writing of the autobiographies,
the interviewing process, student deliberations, and the
writing of the student account were to facllltate and

monitor the experience.

§umm§£1. Although written and spoken data were the
focal points of this research experience ongoing
observations were important. These observations provided
the descriptive data in Chapter IV and a broader perspective
for the Interpretatlions and recommendations foundlln Chapter

VI.
The Proce 1

The second phase of this research project conslisted of
student deliberation. Student deliberation was a practical
process which enabled the students to ldentify, describe,
diagnose, aﬁd act in response to everyday school problems
(Schwab, 1978>. This process was adapted from the process
of deliberation as advocated by Fox (1985); Harfis (1986 ;
Orpwood (1985); Pereira (1984); Reid (1979); Schwab (1970);
Walker (1981)> and Westbury and Steimer (1971>. A d{scussion

of the process was presented on pages 28-34.

Procedure. The ten children who formed the student
research team partliclpated in the student dellberatlions.
Five sessions of deliberations were held. During the first
session, the student research team (a) was introduced to the

process and procedures of dellberatlions, (b)) revleWed the
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data from the lnterviews, (¢} ldentlfled and llsted school
problems which surfaced during the interviews, and
classified these problems under the categories of learner,
teacher, subject, and milleu.

In the second sesslion, the student research team
reviewed and clarified the categories and problems listed in
Session One.

During the third session, the student researchers
continued to discuss the symptoms and problems listed in
Session One. Each student independently selected and
Justified his or her selectlon of one of the problem which
the group listed in Session One. After delliberation, the
group selected one problem which they deemed to be most
eminent. An understanding of this problem was refined in
Session Four.

Then, In Session Five, the student research team
developed a plan of action designed to reduce or eliminate
the problem ldentlifled and refined In Sessions Three and
Four. (Excerpté from a dellberation session are‘found In

the Appendix D.)>

Summary. Insloht obtalned from Student deliberations
served three basic functions in this research project.
First, the information brought an extended view of the
problems which exlisted at school. Second, student
deliberations provided a means for Interpreting student’s

perceptions about the events which happen at school. Third,
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the insight gained from student deliberations offered a plan
of action which may eventually Iimprove an existing
problem--a problem which has an effect on successful

interpersonal relationships of children at school.

Children’s Wrlt Account of

of the Research Experience

During the final phase of this research project, three
chlildren from the research team volunteered to write an
account of the research experience. This strategy offered
another perspective from which to view chlldren’s perceptlion

of school.

Procedure. First, the authors of the children’s account
of the research reviewed written summaries, observations and
audio-taped excerpts of the group interviews. Second, the
authors agreed to organize thelr data under the categorles:
learner, teacher, subject, and milieu. Then, the authors
used an audio cassette recorder to spontaneously record
their story of the research experience. 1 transcribed and

edited this account.



CHAPTER IV
DATA COLLECTION AND ANALYSIS

This chapter contains an description of my research
experiences and a summary of the data. Several qualitative
methodologlcal techniques were used to gather data. They
were: ongoing observations, autobiographies, a variety of
interviews, and deliberation. On-going observations were
recorded throughout the research experience and were used to
write the ethnographic description. Autobliographies and
interviews were used to collect children’s perceptions.
Deliberation, advocated by Orpwood (1985); Pereira (1985);
Ried (1981); Schwab (1978); and Walker (1971) was uséd as a
problem-solving strategy and for reciprocity to valldate my.
interpretations. These techniques led to the an |
understandling of how these children felt about school and

what they perceived as problems and solutions.
Description of Research Experiences

A hush fell over the two classes as forty-three of the
fifty-one sixth-grade students wrote autobiographies about
how they felt about school. The forty-three children who

had volunteered to share their perceptions of school

57
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appeared to be very interested in thelr task. Most of the
children began to write immediately and continued to write
furiously for about thirty mlnutes. Other children finlshed
in about ten minutes. Still others did not start for ten
minutes or more. Some children, upon completing their
stories, read their stories over; others hastily put their
pencils away; two students put their heads on their desks;
the others looked idly around the room.

All the children knew that some of the volunteers would
be Interviewed about how they felt about school and that‘
their autobiographies would be used as the source for these
interviews. They also knew that later, the interviewees
would have an opportunity to volunteer as "student
researchers." This knowledge brought about responses of
both enthusiasm and indifference. One student responded:
"I would really llke to help with this project."

Another student sald: "Belng a researcher sounds 1ike
fun, I would like to work with this project."

v Still another student simply replied, "I do not want to
‘help, I hate to write."

The autoblographies varled from four sentences to four
full handwritten pages. The children had been encouraged to
think about speciflc such things as: (a) the people who
work in school, (b) the things that they did in school, (¢
the boys and girls who attended schools and (d) the things
that they liked and disliked about school. The children

were told to think of thelr school experlences from
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klndergarten to the present tlme and were urged to let thelr
thoughts flow freely. They were reminded that the purpose
df this first step was to write as openly and as honestly as
possible about how they viewed school and how they felt
about thelr viewpoints.

The series of individual interviews followed this
experience. These Interviews, consisting of questlons
developed dlrectly from the chlldren’s indlvidual
autobiographies, allowed the children to extend, clarify,
validate, and corroborate thelr autobiographies. This
opportunity also allowed me (through open-ended questioning>
to probe more deeply into the children’s revelations and
meanings.

Eighteen children were Interviewed. Most of the
children appeared relaxed and excited about the interview
and responded boldly and fluently to the interview
questions. Several children, however, seemed tense and
anxious. One girl sat on the edge of her chair and
continued to move her hands nervously in her lap. Another
boy’s voice was barely audible and he had to be reminded to
speak louder so that hls volce would register on the |
cassette recorder. Generally, though, all the children
seemed interested, sincere, and serious.

The second interviews were more brief than the first
interviews. The children read transcriptions of the first
interviews and listened to recorded excerpts. Occasionally,

I would stop the recorder to clarify any 1nformation that
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was unclear. Except the girl described in the preceding
paragraph, the chlldren seemed even more at ease during the
second interviews. This girl remained tense, would not make
eye contact, and continued to display nervousness and
shyness. She had w:itten about how the children had not
accepted her and how she hoped to gain just "one friend" at
her new school. Pain etched her face as she told about her
experiences with children who were unkind.

Other Iinterviews were conducted by the children. By
this time, because of conflicts in activities and loss of
interest, eight children had decided to discontinue their
participation in the project. The remaining ten children,
armed with the autobiography and transcript of one other
student interviewed that student. The children developed
thelr own interview questions and wrote the responses
instead of recording them on the cassette as I héd done,
Children also held group interviews. Additional interview
quesitons were asked by members of the research team. (An
excerpt from the student conducted group Interview Is found
in Appendix B.) I was not present during any of the
interviews but could hear much giggling in the background.
This giggling suggested that the children were very relaxed
and were enJoylng‘the experlience.

These interviews began the second phase of this research
project. This phase, consisting of about fifteen hours of
student deliberations, involved (in addition to the

student-conducted Iintervliews) several problem-solving
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skills. The children, now called "the student research
team" reviewed data, identified and listed problems, argued
their positions, made decisions, and developed a plan of
action. The children felt a strong sense of responsibility
and accompl ishment as they went about their tasks. One
student expressed this sentiment: "It was fun being a
student researcher. We think that more children should be
asked about school. We have our own ideas about school,
whereas adults have thelrs. Maybe our ldeas can help
adults."

Everyone on the research team was asked to participate
in the last phase of this study--a written account of the
- research experlence. Three of the ten chlldren had made .
prior commitments and could not continue with this project.
Four of the children were not interested in continuing the
project. The other three children seemed exclted about
completing the research project.

First, the children and I discussed a procedure for
facilitating this phase. One student suggested writing
individual stories. Another student suggested selecting one
student to record (in writing?> while the other two dictated
the story. After some consideration, these ideas were
discarded because the chlldren felt both would be too
laborious. Flnally, the children decided to outline the
data and to record, spontaneously, a story about the
research experlence on audlo-cassette. I was elected to

transcribe the cassette recording.
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Presentation of Data

The data In this study are organized according to the
four commonplaces of school: the learner, teacher, subject
and milieu, as suggested by Schwab (1970)>. The learner,
teacher, subject and milieu interact and continuously
influence one another and are considered by Schwab (1978) to

be the very essence of school.

Learners

Sixty percent of the chlldren in this story wrote about
the learner at school In their autobliographlies. Children |
defined the learner at school as a student, a peer, or a
friehd. The terms "learner," "student," and "peer;" were
all used synonymously. The designation "friend," however,
had a speclal meaning. Chlldren used the term "friend" when
they talked about a relationship which was based on
intimacy, trust, honesty, caring, and sharing.

Everyone liked their friends and valued friendships.
Friendships meant people to be with, to think with, to share
with, and to talk with. Friendships also provided.support
groups for the chlldren and created for chlldren a sense of
belonging. Many of the children said that they liked being
with their friends and that they thought of school as a
meeting place for friends. Chlldren described their friends

as being: (a) "super people," (b) "someone who is great to
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be with," (c¢) "someone who can be trusted," and (d) "someone
who iIs lots of fun."

On the other hand, only a few children made positive
comments about peers who were not considered as friends.
These few children, recounting a kind deed done by another
student, simply described some classmates as being njice.
"Nice" children were defined as children who did not
aggravate, tease, harass or abuse other children. "Nice"
children were also described as children who were kind to
teachers and caring about school.

Most children were very critical and negative toward
their peers. They perceived their peers as being arrogant,
mean, rude, bogsy, and trouble-makers. Several children
admitted that they liked some of their peers and disliked
others. "Some of the klds are great, but not all of them,"
wrote one boy.

One of the girls wrote, "There are a couple of people
that I Just can‘t hardly stand but they probably can‘t stand
me elther." |

Still another girl remarked, "I 1ike some of the kids,
but some I can’t stand."

The major concern of the children was the manner in
which they perceived being treated by their peers. Children
were accused, repeatedly, of being mean. Several children
stated that school would be a much better place If the
children were not so mean. One girl reported that children

did not want to stand by her in line and often "picked" on
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her by calling her names. She mentioned that she felt bad
when this happened. Another boy said that he liked everyone
in school except one boy who sometimes told lies on him and
kicked him when the teacher was not watching.

The children who labeled their peers as bossy reported
that some boys and girls seem to "act like the head person
of the school." One.girl stated that students often became
victims of verbal and physical abuse if they did not follow
the directlons of abusive students. Another student
remarked, "I think that the boys and girls at school should
be responsible for just themselves and not the other boys
and girls."

The possibility of flghts, both verbal and physical, was
clearly the most serious concern confronting the children.
Fights were caused by: (a) name-calling, (b) harassment, (c)
prejudicial thoughts and acts, (d) dlsrespect of the rights
of others, (e) spreading rumors and lies about each other,
and (f) bad attitudes. Harassment, disrespect énd bad
attitudes manifested themselves through launching spit wads,
tripping, pushing, and dirty looks.

The most frequent type of fight was the verbal flght,
Verbal fights often led to physical fights. One student
remarked: "Most students, Including myself and my frlends,
have a strong battle of words and sometimes that causes
fights., I do not like to fight in any way, and I get scared
in a fight. We need stricter rules against the problems

that cause flghts.,"
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Children who were percelved as belng popular set the
standard for the other children. Popular children were
persistently self-confident, dressed fashionably, and played
sports well. Many children admitted emulating and envying
children who were thought of as popular.

The children‘also had deflinlte oplnlons about the
learner in an academic sense. They felt that the learner
should be allowed to make more cholces In school, especlally
in the selections of subjects and the activities that they
participated in. One student remarked: "We’re the people
that have to come to school and study and take the subjects
you want us to take. I think that for once teachers should
let us make up our own minds and stop making them up for
us."

Some learners were considered as "learners with
problems." The children assumed that children who copied
assignments from their classmates and who talked and
disrupted class also had problems learning. The children
felt that students would be more successful 1f they tried
harder and listened more carefully. Peer tutoring was
recommended as a solution for helping children who were not
experlencing success.

Children knew that learnlng was happening at school.
This knowledge was based on (a) the grades that were
awarded, (b> comments sometimes overheard in the classroom

such as: "I never knew that," and (¢> the enthusiasm and
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interest that was shown during class both by teachers and
learners.

The children also felt that the learner should (a) do
better In school, (b) llisten more carefully, and (c¢) take
better care of the equipment and school building. One
student remarked: "We need to clean up when we mess things
up. We also need to clean up things even If these things
belong to someone else. If someone else leaves something
around--just pick it up for the school." Finally, children
believed that the teachers felt good about the learner and
that teachers liked students better than the students liked

themsel ves.

Teachers

Twenty-nine of the forty-three children commented about
teachers in‘their autobiographies. Children’s perceptions
of teachers varied as reflected in the following exempfary
sentences: (a) "I llke school because of my teachers, they
are nice and they don‘’t give you homework every day.

(b)Y "I do not like school because of some Qf my teachers,
teachers are mean." (c¢> "I feel good In school when
teachers say nice things about me." (d> "I feel bad when my
teacher vells at me for not having my homework," and (e) "I
l1ike school when my teachers are happy. Happy teachers make
me happy."

Forty-eight percent of the twenty-nine students
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characterlzed teachers as nlce, fun, helpful. and friepndly.
Most of the children simply said that thelr teachers were
"nice." Others made more precise statements such as: cad
"I like my teachers because they are friendly and they
really care about teaching"; (b> "The thing I like best
about school Is the teachers, they don’t give you

homework every day"; (¢) "Teachers are nice, if you need
help Jjust ask the teacher and the teacher will help you";
and (d) "My teachers give me warm feelings about school."'

During the interviews, it was discovered that "nice
teachers" were perceived as teachers who (a) helped children
when they did not understand thelr asslignments, (b) cared
about thelr students, (c¢) let children do their work over
so that they can make better grades, (d) were friendly and
kind, (e) let children play games in class, (f) provided
free time for thelr students, and (g) made children feel
good about being in school.

The chlldren revealed several ways in which nice
teachers are compensated. "Nice teachers make nicer boys
and girls," claimed one student.

Another student observed, "Students tend to be more
attentive for teachers who have nice personalities. When
teachers are too serious then kids tend to be a little

afraid."

Stil11 another student sald, "Nlce teachers make you want

to learn."
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The students acknowledged that children sometimes took
advantage of nice teachers by not doing their assignments or
by being disrespectful. Consequently, the children felt
that many teachers were afrald to be "too nice" and would
react in a mean and angry manner instead.

The types of teachers that the chlldren 1llked best were:
(a) teachers who were fun, (b) teachers who told neat
stories, (c¢) teachers who made work interesting and fun, and
(d) teachers who cared. These kinds of teachers made
children feel comfortable and accepted In school. These
teachers also made school interesting and caused children to
be enthusiastic about their work.

Several chlldren emphasized that the type of teacher
that they preferred most was the "strict teacher." The
strict teacher, unlike the nice teacher who was described as
"sometimes too lenlent," was characterized as firm and
consistent. The strict teacher set forth rules and enforced
them. The students knew what to expect and performéd
accordingly most of the time. One girl stated that her
grades and attltude about school Improved when she had
"strict teachers." She said, "I used to not like school
because my teachers were not strict. They did not get mad
or anythlng if I did not turn papers In. I llke school best
when it Is strict and the teachers help me. School is good
for me and I know it."

Although the degrees of strictness were not established,

one student dld cautlon agalnst excessive strictness, “"If
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teachers are too strict," he warned, "klds wlll rebel just
to see how far they can go." This student went on to
suggest tempering strlictness with the characterlstics of
niceness.

Children spoke appreciatively of teachers who were:
(a) fair, (b)) enthusiastic, and (c¢) patient. Teachers with
these characteristics were percelved to be ideal teachers.
The teacher who was percelved as fair was not expected to
have favorites or teacher’s pets. Teachers’ pets (usually
smart glrls)> ran the errands, were called on more
frequently, received the teacher’s compliments and made the
‘better grades. Teachers’ pets were resented and sometimes
shunned by the group. Still, children vied to become the
teacher’s pet by ralsing thelr hands frequently, bringlng
the teacher small gifts, writing notes to the teacher,
drawing pictures for the teacher, and trying to please the
teacher. The chlldren belleved that most teachers have
favoritesf

The concept of prejudice surfaced as the children
dliscussed "fairness" durlng the group interviews. The
children felt that teachers sometimes singled out black
studepts for admonishment during a group offense. This act
was perceived not only as being unfair but as being
prejudicial as well. Perceptions of prejudice were not
limited to differences in race and nationality. Children

felt that teachers who treated children'differently because
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of appearance, mannerisms, habits, and past academic and
behavior records, were also prejudiced and unfair.

Teachers who the children perceived to be enthusiastic
helped their students to be enthusiastic. Enthusiastic
teachers, according to the children, were "lively and full
of joy." The children criticized teachers who resorted to
lecture or reading from the text as their major mode of
subject delivery. They also criticlzed, adamantly, those
teachers whose dominant teaching style was lectures or
reading from the text and included few activities and
experiences. These teachers were labeled as boring. "It is
not the subject that is boring, it is the teacher,"
interjected one student.

Patient teachers were greatly lauded. Chlldren, during
the group interview praised teachers who did not raise their
volces or become angry when the student had to seek help
- several times.

An attitude of ambivalence was expressed by twenty-four
percent of the twenty-nine students making comments about
teachers in their autobiographies. Examples of these
cqmments were: "I like most of my teachers most of the
time,”"” and "Some of my teachers are nlce, but sometimes they
are mean." Ambivalent feelings were followed with
explanations such as: "This gne teacher always talks about
how we dress and how we talk," or "QOpne of my teachers is
very nosey." Still another example was: "I have gne teacher

who does not believe me when I say that I am sick."
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In contrast to the seventy-two percent of the children
who expressed elther positive or ambivalent feelings about
their teachers in their autobiographies, twenty-eight
percent of the children expressed negative thoughts,
exclusively. These eight children commented that they
thdUght that teachers were (a) prejudiced, (b) boring, (¢
nosey, (d> nerve-wracking, or (e) mean. Three of the
students claimed that certain teachers sometimes falsely
accused them. Another students attributed his dislike of
teachers to the fact that teachers gave him too much work to
do. Still another student complained that his teacher
expected too much of him.

"Mean," like the term "nice," had several different
definitions. These definltlons becamé clearer durlng the
group interview, especially during the unsupervised
interviews which the children conducted themselves. "Mean"
teachers, according to chlldren, were teachers who (a’
raised their voices, (b) gave additionél and unreasonable
assignments, (¢) punished the entire class for the aétions
of a few, (d) ridiculed, harassed and embarrassed students,
(f> falsely accused students without just cause and (e)
became unjustifiably angry with the class. Although mean
teachers got results, children often retaliated by rebelling
and writing obscene things about the teacher on the sidewalk
or school bullding.

Thirty-three percent of the children stated in definite

terms that they "llked all]l teachers." In contrast, none
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of the children expressed a complete aversion to teachers.
One boy did express doubt as he said "I think I do not like
my teachers and sometimes I do not like my principal, but
this is not unusual."

Several children complained that teachers became angry
when children did not do as they were told. Feelings about
this practice differed among the children. One child
complained that teachers did not become angry enough,
especially when the students did not finish their
asslgnments or when the chlildren were disrespectful. Most
children, however, were concerned about the teacher who did
become angry and classified these teachers as "mean."

Children’s perceptions of teachers made a distinct
difference in how children felt about school. "You know
that it is going to be a good day when the teacher comes in‘
and smiles at you." This statement, made during a group
interview, underscored both the difference and the
significance of the teacher in the life of the learner.
Other examples of the teachers’ influence emerged as the
children wrote these comments in thelr autobiographies:

(a) "I like school because of some of my teachers," (b) "I
do not like school because of some of my teachers, (¢l "I
feel good in school when teachers say nice things about me,"
(d> "I feel bad when my teacher yells at me for not haviﬁg
my homework," and (e)> "I like it when my teachers are

happy."
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Chlildren reafflrmed thelr admiratlion, respect and
appreciation for teachers throughout their autobiographies
and during the Interviews. They also expressed frustration
and dissatlisfaction with teachers who they percelved to be
unfair, prejudiced and uncaring. "Some teachers," said one
student, "make you feel happy inside. They care and don‘t
glve up on you. Other teachers just teach because It Is a
Job, they don’t séem to care what happens to you."

- Teachers, both caring and uncaring were portrayed as the
plvots which:make life different for each boy and girl

within the c¢lassroom.
Subjects

Chlldren’s perceptions about the subjects In school
varied from fun, interegsting, and easy to boring, tirlng,‘
and too hard. Most of the remarks about subjects in school
were limited to favorite and least favorite subjects. Math
and physical education were clted most often as favorite
subjecté. Math, according to the children, was challenging
and fun. Worklng with numbers, computers and self-pacling
were especially appealing. The children believed that math
would be beneficial eventually and that successful life
skills included a good foundation in math.

Boys, more frequently than glrls, chose physlcal
education as their favorlte subject. They felt that

physical education provided freedom, variety and an
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opportunity to release energy. Basketball and soccer were
named as the children’s favorite games.

The third most popular subject was science. Children’s
interest In science was Insplired by their visions of
becoming doctors and scientists. The chlildren belleved,
unanimously, that science would be more interesting if
teachers would provide more experiments and activities.

Readlng and soclial studies were the least liked
subjects. Both subjects were descrlbed as being boring or
as including too much reading. Workbooks and worksheets
were thought of as busy work. One student suggested that
reading classes would improve 1f teachers would allow
students to choose their own reading materials. The
children felt that some of the boredom that they experienced
in social studies would be eliminated if teachers would use
current events, student reports, lively discussions,
dramatizations and resource people during the class
presentations.

Music was the third least favorite subject. Children
thought that many of the songs and activities used in music
classes were Immature and borlng. Children clalmed that
they did not enjoy singing and felt that thelr attendance in
music classes should be optional.

The same subject was perceived differently by different
students. For example, some students thought that reading
was "fun" while most of the students who were unhappy with

reading felt that reading was "boring," "tiring" and "hard."
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Social studies was labeled as both "interesting" and’
"boring." Math was thought of as both "hard" and "fun."
Several children felt there were not enough opportunities to
participate in art classes. BA few students mentioned that
they did not like certain subjects, such as math and reading
because they did not understand these subjects.

Besides boredom, the most frequent complaints voiced
about school subjects were: (a) too much reading, (b) too
much homework, and (¢) too much writing. One boy wrote "I
don‘t like English or reading classes because the teachers
make us write too much. Math is easy because I don’t have
to write so much. 1 llke Math because I am not copying
sentences from a book. I llke wrlting my own sentences and
hate copying them from the reading and English books.
Copying sentences makes me hate school.'

Sixty-percent of the students chose to write about their
perceptions of subjects in their autobiographies. "School
is a place where you have easy subjects and hard ones, fun
one and boring ones. Lots of times when you are spending
all your time with a hard subject your easy subjects become
hard and your fun ones become boring," remarked one student.
This point of view seemed to have summarized the group’s

feelings about school subjects.

Mili

Some -other facets of school life that the children wrote

about included: (a) the physical appearance of the school,
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(b) text books (c¢) punishment, (d)> the lunch period,
(e) recess, and (f) grades.

The chlldren saw the physical appearance of the school
as a reflection of the pride and care shown by the people
within the school. Perceptions of an attractive school
facility included bright colors, flowers and trees.

Although custodians were recognlzed for thelr roles in

- keeping schools clean, children felt that students should
take better care of the school’s equipment and facilities.
Torn textbococks and textbooks with incorrectly handwritten
answers posed’a problem for some children. Children
contended thét children wrote incorrect answers in textbook
intentionally. This was perceived as a malicious act worthy
of punishment.

Punishment was mentioned in only a few instances.
Children did feel that punishment was appropriate when
children misbehaved but express adamant feelings against
punishing the entire class for the acts of a few or for the
acts of others.

Many complaints were registered about the lunch period.
The lunch period met with disdaln because of the standard of
behavior and degree of "quietness" that most teachers
expected In the cafeteria. The children felt that they
should be able to talk freely with out any restraints. They
Judged the practice of demanding absolute silence in the
cafeteria qnfair and impractical. "If the cafeteria is too

nolsy, then only those chlldren who are belng too loud
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should be made to be qulet not the whole cafeterla," sald
one girl.

The only complaint about recess was the consensus that
It was too short. Recess was often cited as the favorite
activity of the day. Statements such as (a) "free to move
around," (b)) "a chance to talk to my friends," and
(c) "a time to play" were‘frequently used to describe
recess, Children felt that recess should be at least ten,
fifteen or thirty minutes longer. Longer and more fregquent
recesses would enable children to do better in the
classroom.

Reactions to school work varied. Some children thought
that school was a "neat" place because of the work that was
required there. They stated that they enjoyed the work and
found It to be fun. One boy even stated that he wished
there was more time for work, especially math. Tﬁe children
accepted the responsibility for doing school work as a "fact
of life." "Sometimes school work is hard, but you just
have to learn to hang with it," remarked one boy. Several
children thought that teachers gave too much work,
especially homework. Children felt that schoolwork should
be done in school and not at home. They saw this as an
invasion of freedom. One boy :emarked: "I hate school
because it is like a trap. We come to school to dé work and
then we have to take work héme to do too. There 1s no time

to play and to be free.,"
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Grades were not mentioned very often. Several children
felt that grades were important and indicated that they
wanted to make "good grades." The relatlonshlp between
doing good work and getting good grades was established.
Factors such as concentration, completing school work,
strict teachers, and teachers who are caring and helpful
were all attributed to the probability of getting "good
grades.,"

Children spoke boldly about their feeling, perceptions
and beliefs about school. Goodlad (1984) stated:

Students may be rather reliable indicators of

classroom dynamics not readily observed or

sensed by visitors to c¢lassrooms. And why not?

They are at the heart of the process and

undoubtedly have insight into what is going on.

We have tended to overlook this rich source of

intimate experlence in seeking to know what goes

on in classroom (p.101)>.

The data in this section illustrated some of the

Intimacies experienced by children in everyday school life.
Deliberations

Five sessions of dellberation were conducted with the
children. Parts of these sessions were unsupervised, but
recorded on the cassette player. A summary of each session

is in this section.
S ion —

The purpose of Session One was to identify problems

which the children perceived as existing within the four
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commonplaces of school. This session began with a review of
the process of deliberation and the recall of data collected
earlier. After this introduction, the children identified
school problems which had surfaced during the interviews and
introduced new problems as well. These problems were
classified under the categorles of learner, teacher, subject
and milieu. The problems that were identified by the

children are listed in TABLE I.

The categories and problems listed in Session One were
reviewed and clarified in Session Two. Bullying, cursing,
spreading rumors, name-calling, and prejudging students were
perceived as being symptomatic of a larger problem--that of
prejudice. Prejudice, In turn, was perceived as being the
major cause of fights and poor student relationships.
Definitions of prejudice were not limited to racial
situations but were broadened to include anyone who treated
others dlfferently. Student prejudice was defined as
prejudice directed by students toward other students.

Disobedient children, students who did not care, and
student who were dlsrespectful were classlfled as rude and
labeled as known trouble-makers. .

The next discussion was from the category of the
teacher. Many of the meanings listed under this category
were clearly understood by the group. Other meanings in

thls category needed clarification. Bothersome and nosey
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PROBLEMS AT SCHOOL
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Learner  Teacher Subject  Milieu
bullies nosey subjects not torn
taught right books
cursing having pets incomplete report
assignments cards
fights do not explain boring detention
racial careless too many keeping a

prejudice

CUmors
discipline

name—-calling

Judging
others

picking
on others

prejudice

students who
don’t care

students who
don’t get
along

disobedient
children

poor student

relationships

teachers who
ridicule

teachers who

treat kids like

babies

assignments

not enough

assignments

bothersome teachers

teachers who embarrass

you

prejudice

teachers who don‘t

care

teachers who give too
much or too little work

teachers who talk too much

clean
building

reports
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teachers asked personal questions and interrupted and
interfered in private conversations. Teachers who were
conceited and talkative talked a lot about their children
and themselves. Teacher who were described as being
careless were teachers who misplaced assignments and graded
papers incorrectly.

The only item needing to be clarified under the category
of subject was subject areas. Subject areas referred to
specific subjects which were perceived to be boring or hard.
Many dlsagreements occurred durlng thls discussion.
Perceived problems for some children were not accepted as
problems for others.

The item drugs was eliminated as a problem from the
category of milieu since no one reported first-hand
experiences with drugs or had knowledge of drugs or drug use
at school. The person who listed this as a problem
clarified his intentions by stating that it was the fear of
drugs that posed the problem. Controversy stirred over
whether bad report cards should be listed as a problem at
school. The contention was that bad report cards were a
problem at home instead of at school. Discipline slips were
identifled as office referrals for disciplinary actlion.
Detention referred to being kept in after school.

The student’s assessment of this sesslon was a good one.
They felt that many problems had been shared and they now
realized that they were not alone in experiencing some of

the problems mentioned.
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Session Three - Selectjon of Most
Eminent Problem

Children continued to discuss the symptoms and problems
listed in Sesslon One. Each of the ten students
Independently chose one problem that he or she thought
needed immediate attention. The student then Jjustified his
or her choice. All ten students chose problems from the
category of learner. Seven students chose prejudice as the
number one problem. The other three students chose: judging
others, fighting and starting rumors as the number one
problem., After much debate the three children who were in
the minority decided that Jjudging others and spreading
rumors were characteristic of prejudice and that prejudice
was the leading cause of fighting. These children, then,
agreed that prejudice was the problem that was worthy of
immediate action.

The children believed in their choices. Evidences of
student to student prejudice had been discussed during
several group interviews and in Session One of the
deliberations. "Attention, therefore, in this session was
focused on the consequences of prejudice. Children
believed: (a) that prejudice was the number one cause of
fighting, (b)> that because of prejudice, students feelings
were hurt, (c) that being victimized by prejudice interfered

with school work--victims could not concentrate on school
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work, and (d) victims of student prejudice did not feel good
about themselves,

The children remarked that this session was one of their
most interesting ones because they had an opportunity to
express their feelings and to air a problem that had caused

grave concern.

L0
|
-+

ocu

This sesslon focused primarily on student to student
prejudice, Student redefined the concept of student
prejudice as disllking someone because he or she is
different and judging others because of their quality.

During the unsupervised part of this session children
restated evidence of student prejudice. This evidence
included: name calling, harassment, and making unwarranted
Judgments. One student, in reference to judging others
said: "Kids judge you by your outside and not your iﬁside."

Examples of student prejudice were given in the

following examples:

1. "Like sometimes, if you are Black, then kids
will call you “blacklie’ or “charcoal” and

this may lead to a fight or something."

2. "When peoplie get good grades, then they
tease someone else because they don‘t have

good grades."
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3. "Students call kids with braces - “brace

face’. “chrome teeth’ and other things like

that."

The student confirmed thelr choice of student prejudice
as the number one problem. This confirmation was based on
the number of flghts that had happened and the apparent
causes of these fights.

The students reported that they felt that this session

had been fruitful and that a lot had been done.
5 . Five - P £ Act]

The purpose of this final session was to develop of plan
of action for reducing student prejudice. It began with an
assessment of prejudicial measures. These measures
included: appearance, dress, affluence, racial status,
nationallty, academic standing, and popularity.

The consequences of prejudicial acts were reviewed.
These consequences were: wounded feelings, fights, rumors,
poor self-concepts, and name calling.

The final part of this session focused on the
development of the plan of action. One student suggested
retaliation. He felt that prejudice would be eliminated if
the offender could also feel the sting of prejudice.

The formation of discussion groups designed to make
children aware of their preJudice, and to give children an

opportunity to talk about their feelings and their reasons
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for their prejudiclal acts was suggested by another student.

Another student suggested reducing the number of
children on the playground at recess. This student
contended that children sometimes committed prejudicial acts
as a way of "showing off." This student believed that fewer
students on the playground would result in a smaller
audience and less satisfaction of showing off.

Still another student suggested punishment as a
solution. This student recommended deprivation of recess or
after school defention as appropriate punishments. Children
who faced punishment, In this student’s opinion, would think
twice before committing prejudiclial acts. Isolating
offenders on the playground and having offenders to play
alone were viable solutlons suggested by several other
students.

All the plans above except the formation of discussion
groups were rejected. The children felt that retaliation
was ineffective. Retaliation, most times, leads to other
problems such as fightlng and getting into trouble.

Reducing the number of children on the playground at recess
time calls for extra recess perlods and would conseguently
cause scheduling problems. Punishment was also declared
ineffective. Punishment, in the children’s opinion, would
only enrage, embitter and encourage the offender.

In view of these objections, the children unanimously

chose the formation of group discussion as the accepted plan
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of action. These groups would consist of the offenders and
the victims of prejudice, a teacher with counseling skills,
and several open-minded students. Frequency of meetings,
time limits, and participants would be based on need.
Activitles during the group discussions would include role
playing and open and honest discussions about feelings.
Children would be expected to draw thelr own conclusion
instead of being told what to do.

In conclusion, the students listed the benefits of
effecting this plan of action. These benefits were:

(a) fewer fights, (b)) fewer rumors, (c¢) improved
relationships, (d) students who are sensitive about the
feelings of others, (e) better grades, (f) lmproved

sel f-concepts and confidence and (g) improved attitudes.

As one student stated, this solution may not completely
stop prejudice and fights but it surely would be a step in
reducing the vestiges of prejudice which have such
destructive consequences. After this session the children
discussed how they felt about all the session. They felt
that the experience had been interesting, revealing, and
rewarding. They all expressed a desire to participate in

other deliberations.



CHAPTER V

- THE CHILDREN’S OWN STORY
(EDITED>

Editor‘s Note

Three volunteers from the student research team recorded
this chapter on audio-tape. First, the group agreed to use
the headlngs: Introductlon, Learner, Teacher, Sublject,
Milleu, Dellberatlion and Summary as an outline to frame the
story. Then the group reviewed audlo-tapes and written
summar ies recorded by students durlng the group interviews
and student deliberations. Finally, the group recalled,
extended, lInterpreted, and synthesized this data
spontaneously; thus unravelling their account of the
research experlence. The speaker of each paragraph has hesn
fictltiously ldentifled wlthin the parenthesis. Those
paragraphs marked "group" consisted of comments from each of
the students.

Introduction

In this chapter, we [the volunteers from the student
research teaml] get a chance to tell our story about how we
feel about school, how other children feel about school, and
what school means to kids. We will talk about students,
teachers, subjects and everythlng about school, in general.
We will also discuss how kids react to some problems found
in school, llke prejudice, fighting, and name-calling and
other problems in thelr educational life. Our Job as
student researchers has helped us to wrlte this story

(Group).

87
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Our research experlences Included choosing one major
problem from the categorles of teacher, learner, subject and
milieu and through deliberations, we came up with a plan of
actlion. Dellilberation 1s choosing a subject, talking about
the pros and cons and argulng those pros and cons with a
group of people or sometimes just two people. 1In
deliberation you can find out what the major problem is and

how to solve that problem (Group).
Learners

We found that children had many different perceptions of
and feelings about "the learner" and the learner’s problems
in schoul. One problem which childeen complained aboul was
being falsely accused by teachers. This usually happens to
children who are known as trouble-makers. A lot of times
children around a trouble-maker will do something and the
trouble-maker will get blamed for it. Another example is
when the teachers come Into a nolsy class and blame the
children who usually do the talking. They may or may not be
the gullty ones; but the teacher usually looks stralght at
the trouble-makers as if they were the only ones dolng the
talking (Group>.

One time we used to have this thing about pulling chairs
out from under each other and one time a person who was not
known as a trouble- maker walked by énd pulled out another
student’s chalr and the teacher looked straight at the

person who sat behind the student whose chair was pulled
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out, Jjust because that person who sat behind this student
was real bad. The teacher never one consldered the student
who had Just walked by <Ann).

The kids on the research team found both negative and
positlive thlings to say about learners or peers. Some of the
negative things were that children are mean, they call you
names, they fight, they trick the teacher and they are rude
to each other (Group).

Children often talk about each other. For example,
there 1s this one glirl that nobody 1lkes who ls always
sayling things like: "Oooh, why do you wear your hair that
way?" or "You wear the same thling everyday" or "Why don‘t
you get some new Jeans or new shoes?" or even worse, |like
"Are you ever going to get your braces taken out?" All of
these things hurt (Kevin).

Children sometimes snub other chlldren and this Is rude.
Sometimes new children cannot make friends. I remember this
one new girl who had only one friend and the other children
stuck up thelr noses at the new girl Jjust because she looked
different (Shirl>.

One time I was talking and this one girl buttgd in and
sald "You aren’t supposed to talk about that. Other people
can say that but you can’t because you are not my friend."
Children just don‘’t get along. They show this by calling
each other names and picking on each other (Ann).

Another thing that we [research team] found out 1s that

a lot of children trick teachers. Most kids trick the
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teacher by pretending that they wefe not the ones that were
talking and then they brag about it (Kevin).

One of the blggest problem that we found among learners
is fighting; some fist fightling, but mostly name calling and
word fighting. There is a lot of pushing. We see some kind
of flghting golng on fifty percent of the time. I remember
one time when the teacher was out of the room, and two guys
began pushing each other one of the guys hit the other, but
when the teacher came back, no one said anything (Ann>.

There was one time when this boy pushed me agalnst the
wall and started hitting me In the stomach and when they saw
the teacher they went back to their seats as if nothing
happened (Kevin).

Kids fight a lot hecause they don’t like each other or
they are jealous. Sometimes it starts with someone calling
someone else a name or someone talking about someone else’s
mama llke "Oooh, your mama 1s so ugly (Ann)."

Kids are realfy not mad at each other; they are mad with
themselves. They feel like no one ilkes them and they can’t
figure out what they have done wrong, so they just get mad
with themselves and then they take their anger out on other
people. They are angry with themselves because of the way
they are treated or because they don‘t do well in school or
they have gotten In trouble because of bad report card. This
one boy got mad at himself because he got five A‘s and one B
and his dad made him stay in every night to study. Too much

pressure causes klds to be angry (Shirl).



21

Kilds pick on other klds by talklng about thelr looks.
They show bad attlitudes by cursing, trylng to start a fight,
calling names, being smart to the teacher, and aggravating
others by fllicklng klds’ ears and other things llke that
(Kevind.

Some positlive things that children have to say about
other students are that chlldren are nice, they have good
attitudes, they care about how school looks and they get
good grades. During the group interviews, we defined "nice"
children as those children who try to get along and don’t do
stuff to the teacher and don‘t fight, unless they have to.
defend themselves (Shirl).

Somet imes when someone different comes to school and no
one llkes the new person because of hls accent or the way he
dresses or smells or something like that, then a nice kid
wlll come along and llike that person anyway (Ann).

Actually, only about two out of ten kids are really
nice, the others are just putting up a front. The sltuation
though has a lot to do with it. Sometimes you are nice and
then sometimes you are not so nice. At home you can be real
nlce to that person, but mean to the same person at school
(Kevin).

There i3 one boy who i3 real nice to me when we are
alone, but when we are in a group, he is all mean and
things. It is reajly séary being a kid (Kevin>.

Another positive thing that we found out is that

children care about how the school looks. They want their
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school to look better than the other schools. You wlll find
kids plcking up the candy wrappers that other kids drop at
recess time and putting them in their pockets (Ann>.

We found that kids really do care about getting good
grades on thelr report cards. This lIs due mostly to the
fact that they don’t want to face thelr parents if they have
bad grades because they don’t want to get in trouble. Some
kids would care even If they did not have this pressure, but
half of the klds would not care (Shirl>.

We feel that children just don‘t have enough freedom in
school. We don’t get to chew gum or eat in class or bring
comic books. We don‘t get to choose our subjects or when we
want to have that subject. I would choose language last if
I had a choice because I don’t lilke language (Shirl).

I wouldn’t choose language at all and I would choose
math last, because I don’t 1ilke math. So you see we are all
different (Ann).

Kids think that they should do like in Junlior high.

Then we could choose the times when we would take a subject.
One teacher would teach the same subject all day and the
kids would choose when they would go to a particular
subject. If there are problems with too many kids for a
teacher then we could be chosen for classes, like in a
sweepstake (Kevin).

Another suggestion would be to have one teacher teach
the same subject all day for all grades lnstead of Just one

grade like in Junlor high. Then the sixth graders could
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have one period and the fifth graders could have another
perlod and the fourth graders could have another perlod
(Shirl>.

Some of us felt that chlldren should not be glven
choices. Some children are too immature. Cholices should be
limited to children choosing when they wanted to take the
subjects, but not to whether they take the subject or not
because some children would not take the subjects that they
really need and they would fall behind (Group).

One choice that we [the research team] thought chlldren
should have is whether they take PE and music. Some kids
don’t like PE just because they aré short [in sizel and are
embarrassed. The teachers should still oversee the
children’ choices, though (Group).

Some kids like school because they like talking to their
friends or they Jjust want to get away from thelr troubles at
home. Others, though, feel 1lke school is a prison and
their parents are just sending them to school because they
don’t want them at home (Ann>.

Some children who feel 1lke school Is a prison and who
really do not care about school may end up "bums" or “poor"
when they grow up and that’s really thelr fault because
they didn’t get a good school education. They will look
back and say "I should have gotten a good education
(Kevin>." |

Some children really like school because they think it

ls a place where they can have fun wlth thelr frliends and
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also goof off. Then some klds really like to do the work
because they like to work. A lol of kids, Lhough, do nol
llke to do the work and they do not do It well and get D’s
and F’s In school. Other kids are willing to sacrifice and
say "I rather not go out to play and work hard now, so that
I can get a good job when I grow up (Group)."

Children really cheat themselves out of a good
education. They cheat a lot. There Is one girl, for
example, who goes to the teacher’s desk to get tissues a
lot and as she throws the tissues away, she looks at the
answers on the teacher’s desk (AnnJ,.

Cheating does not help at all, because as children get
older they will not know anything, llke arlthmetic. If
children have not learned addition, subtraction and division
and they have to slgn up for a Job and they have to read or
to do any of the other things learned in school, then they
will not know how to do the Job (Kevin).

Children cheat because they do not know how to do the
assignments or they do not want to do the assignments.
Instead of cheating, children should learn to trust their
parents or teachers, who would be glad to help them (Ann).

Children really are not serious about school. They feel
that it is a place to goof off. They copy, throw spit
wads, shoot baskets by usling paper wads and the trash can.
They really waste tilme In school. Usually the teachers do
not know that these things are going on or they will just

lgnore them because these thlngs happen, so much, then some
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teachers feel like these things will wear off with time and
Just go away. At least elght children out of ten feel that
school is a place to goof off (Shirl).

Those chlildren who do not goof off usually just do not
l1ke goofing off, or they do not want to get In trouble.
Some chlldren also know what they are going to have to do in
life and they set their goals early. They know what they
are golng to strive for and they take school very serlously.
Very few chlldren, though, feel this way (Kevin).

Children come to school because they do not have a
cholce. They also come to school to soclalize, to meet
thelr frlends, and a few come to work. If teachers want to
change that then teachers need to make school more
interesting. Instead of having so much work, teacher could
have more actlvitles and more games. In soclal studles and
math, for example, the work could be in the form of games
and actlivities. Children will have fun and still learn a
lot about that subject. We need many more activities (Ann
and Shirl>.

We know that some children are learning at school
because they wlll say things llke "Oh I didn’t know that" or
"That’s neat" or after the teacher teaches the subject they
will ask questlons about what the teacher has sald (Shirl).

If children like the teacher tﬁey will usually like the
subject. If they have an Interesting teacher, then they

will want to learn more about that subject (Ann).
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Children also pay attentlon to teachers who are
humorous, Interestling, have good attltudes and good
personallities. If they are too humorous though, then there
Is sometimes a problem because kids don’t know whether the
teacher is maklng fun of them and then they end up not
liking that subject or that teacher (Shirl>. During Lhe
del iberatlions we talked about punishment in school. Some of
us thought that kids who misbehaved should be punished in
schools and some thought that chlldren Jjust shouldn‘t be
punished at all (Kevin).

One recommendation for punishing children would be to
make them sit still for thirty mlnutes and then for thirty
minutes write an essay on why they did It and 1f they had a
cholce of dolng 1t agaln, would they do it agaln (Ann>.

Another recommendation was that the teacher should
assign extra work to the kld who Is belng punished and
perhaps put them iIn lIsolation (Shirl).

Teachers need to be careful when putting children in
Isolatlon, though. In one Instance the lsolatlon room was
the same rooms where the teachers guldes were kept and this
one boy like to go to lsolation so that he could use the
teachers guldes. An Isolatlon room should have nothing in
it at all. No windows or nothing (Kevin).

Some klds thought that chlldren should not be éunished
because the punishments are not effective. As soon as the
chlld goes home then they get to look at TV and eat popcorn

and life Just goes on and they forget that they have even
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been punished. There are really no good punishments at
school (Ann).

There is really no such thing as "bad students." Some
children just have a lot of things bottled up Inslde them
like when they were young, something happened to them or
they don’t have any friends so they are just angry at
everybody; They are Just angry with the world (Shirl).

All chlldren want to learn but may not show it. All
children really wanl Lo be somclhing when Lhey grow up,  Lf
adults would talk more to chlldren it would really help.
Individual counseling would also help. Talking to parents
will not help as much because so many children just don’t
care about thelr parents and what their parents think. Some
parents don‘’t care about their children either. One girl
told me about a friend who said her parents don‘t care how
she gets home Jjust as long as she gets home. They don‘t
care 1f she hitchhikes or what (Ann).

There are several things teachers can do to help the
learner. Teachers can talk to children and try to get into
some of thelr feelings and then teachers can make school
more interesting by having more activities. These thing

would really improve our schools (Group)
Teachers

Children have dilfferent thoughts about teachers. Some

children think that teachers are helpful, some think that

teachers work because they are pald to do a Jjob (Kevin).



98

Teachers are helpful when teachers take students aslde
and work with them until they understand. Some teacher
-aren’t as helpful, though. About six out of ten teachers
are really helpful. The other four are Jjust dolng a Jjob
(Group?).

We can tell that teachers are Jjust doing a job when they
don‘t seem to care about our feellngs. They seem to say,
"It’s Jjust another day, who cares if they [the chlldren]
really don‘’t understand all of this (Ann)."

Really, there is no such thing as a "bad teacher."
There are some who are not as concerned as "good teachers"
but there are no "bad teachers (Shirl>."

A fun teacher teases a lot and sometimes this is all
right. A fun teacher Is also someone who communicates with
the children, laugh and really trles to teach us stuff and
they have lots of actlvities (Kevin & Shirl).

An example of a fun teacher is one who likes to play
games and let us play games. We learn more when the teacher
Is fun and Interesting (Ann).

An interesting teacher makes learning fun and answers
questlions truthfully wlthout glving us roundabout answers.
Interesting teachers also answer questions the best that
they know how, even if the students are just asking
questions to take up time. For example, if we ask "Why did
they glve Christopher Columbus the money to come to
America?" They may not really know but will answer the best

that they know how (Shirl).
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A nice teacher is many things. A nice teacher is one
who praises us verbally lnstead of glving us something

for being good (Shirl)>.

A nice teacher is someone who will love us and who is
also very concerned lf we get hurt. A nlce teacher
would do for us what she would do for her own kids

CAnn).

A nice teacher doesn‘’t care If we are not the smartest
person In the world. She will not say "Oh you are
stupid." Then they will Just teach us so that we will

be the smartest person in the world (Kevin).

A nice teacher will help |If we have troubles at home and
we need someone to conflde in we can turn to them

(Shirl).

A nice teacher tutors. If we don‘’t know how to add,
she’l]l teach us. Like if we go into the class and don‘t
know howvto add, when we come oul we will know how Lo

add (Kevin).

A nice teacher will give you a ride home if your Mom

does not come to plck you up (Shirl>.

A nice teacher sometimes get pushed over because she
keeps saylng over and over agaln "Don‘t do that." Llke
if one day she catches you chewing gum, she will say,

"Don‘t do that, Jackle," and the next day she catches
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you chewing gum agaln, she will say, "Now Jackle, I told
you not to chew gum." She Jjust keeps on belng nice. A
strict teacher Is better In that case because once she
tells you something, you do It or never do It again

(Ann).

If we do somethling wrong, a nice teacher will say,

"That’s okay (Keviny."
Let’s switch to "mean teachers" (Shirl).

A mean teacher is someone who, lnstead of praising us
verbally for doing good, will give us something for
belng good, and then the next time won’t give us
anything at all. Usually, then we will stop being gocd.

Then the next tlme they will glve us something (Shirl>.

AA mean teacher Is prejudiced. Once two kids who were
both different colors, one was white and one was black,
were talking in the cafeterlia. The whilte kld was

allowed to slide, the black kid had to go to the office
(Ann.

A mean teacher is one who assigns busy work (Kevin).

A mean teacher is one who explains the first two
problems and if we don‘’t understand the third and fourth
problems they will say, "I told you how to work the

first two, now you should know the rest (Shirl)."
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A mean teacher s a teacher who when we don’t understand
something and we go to him or her and he or she explains
It the very same way and we go to them agaln and they
wlll explaln It the same way agaln and we still don‘t

understand and then we end up makling an F (Ann>J.

A mean teachef'is one who vells at us when you ask a

guestion (Kevin).

A mean teacher traps you. For example, she may say stay
In your seat and 1f you have to sharpen your pencil you
get yelled at for being out of your seat; but 1f you try
to talk, in order to ask, then you get yelled at for

talking (Shirl).

A mean teacher says when we don‘’t understand, "Just read
the directlons; vyou all know how to read," and we read
the directions for about four times and we still don‘t

understand <(Ann).

A mean teacher makes us do the whole assignment over

instead of just the ones we missed (Kevinj.

Teachers vell at us about talking; about gelling oul of
our geats; and about accidentally breaking the pehcil
sharpener (Shirl). |

Not having a sharpener pencll]l really gets us In trouble.
The teacher sometimes glves us a real hard time and vells at

us if we have problems with our pencils (Ann).
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Some teachers become angry because we have to sharpen
our penclls and even If we have to go to the bathroom. If
one person does somethlng bad, then everyone gets fussed at
(Kevind.

Chlldren make teachers happy when they do good, when
they compliment the teacher, when they come to school with
all of our homework done, when the class iIs good, and when
they do well on thelr test (Shirl>.

A strict teacher won‘t let us get out of our.seats, not
even to sharpener our pencils. A strict»teacher also seems
to know Jjust who Is doing the talking. Strict teachers make
children do thelr work. Strict teachers also yell a lot.
Still, they expect more and are really nice (Group).

Children prefer teachers who don‘t try to bribe them.
Some teachers offer rewards for making good test scores.
There 1s thls one teacher who give a lollipop for every five
correct answer. This makes school Interesting and the
chlldren really try hard to get the rewards. Test averages
really go up. Our reading test average went up from 79 to
91 (Shirl & Kevin).

Although bribery worké and we are used to it, it really
Is not good for the student In the long run, because
children grow up expecting to receive something for
everything they do. At work, If the manager tells them to
do somethiﬁg, the person wants to know what‘s in for me and
If there Is no immediate reward, then they are not

interested in doing a good jobh (Kevin).
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Some chlldren try hard because they want the reward, but
when they grow up they are not golng to try as hard on the
Job because they know they are not golng to get anything
except your pay, of course, but then that Is not something
that you will get right then and there (Shirl).

Teachers are not always fair with rewards. Instead of
giving the Individual student a reward which ls usually
candy, they will say "If the entire class does 80% or 90% or
better they will say you can go outside and then the class
does not make 1t and everyone has to suffer. It really
isn’t fair, because a lot of times the chlldren who do not
make it really try to do their best (Ann).

Another example 1s when the teacher gives us tickets and
promises a trip 6r something else special Tar each ssbochy
who has earned a certain amount of tickets for good behavior
(Shirl>.

One time most of the chlldren worked really hard to earn
the tickets and then a few goofed off and did not earn their
tickets but still got to go on the field trip. This was not
falr because everyone could have goofed'out at that rate
(Kévin).

Bribery or offering rewards is sometimes a good thing,
but sometlimes teachers use it too much. They also threaten
children with it too much. For example, the teacher may
say, "If you do not get all of your tickets, then you cannot
go on the trip,” but In the end everybody gets to go anyway.

That Jjust 13 not falr (Ahn).
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Chlldren prefer teachers who try to be nlce and those
teachers who they can trust. If we tell them something, we
know that they will help us (Ann>.

Children also prefer teachers who are fun at times but
who are also strict (Shirl>.

Teachers are not fair when they automatically blame kids
without even knowlng what iIs going on. They also aren’t
falr when they pick favorites (Kevin).

Lots of teachers have favorites. You know who ls the
teacher’s favorite because she always asks her favorite to
do everything, llke go to the offlice, or take this note to
Mrs. Jones (Shirl).

Teachers also use thelr favorites all the time as
examples. The teacher may say "You see Krisitl is really a
good person. She never does this or she never does that
CAnn>."

It’s hard to be a teacher’s favorite, though, because
the other kids won’t like you. They will say "0Oh, you are
the‘teacher’s pet. When you do something wrong, the teacher
lets It slide, but when we do something wrong, we get Into
trouble." They will also say, "You are always right in the
teacher’s eyes (Shirl)."

Teacher pets are under a lot of pressure from chlldren.
Sometimes kids won’t let them into their groups. There is
really no advantage In belng a teacher’s pet but some klds
try to be the teacher’s pet by always ralsing thelr hands

and always giving the teacher stuff (Kevin).
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Teachers are aware that they have pets. Those usually
choose kids who don’t do anything wrong and those kids who
get good grades, mostly glrls (Kevin).

Another time when teachers are unfalr Is when you are
the only one In the classroom with your hand up and the
teacher knows you know the answer, but the teacher won’t
call on you. Then another time you have your hand down and
don‘t know the answer but the teacher calls on you anyway
(Shirl)>.

We would recommend that teachers treat everyone equally,
no matter what they have done or whether they are good or
bad. We would also recommend that teachers only choose kids
who have their hands up to answer questions. Children don‘t
learn by being called on but by listening to other children
who know C(Ann).

A "good teacher" cares about her students and explains
things well before giving an assignment. She is also
strict, but fun and won‘t yell at you when you need help
even though you have asked three or four tilmes. A "good
teacher" teaches you instead of Just giving assignments or
the answers (Shirl).

We would also recommend that teachers take children
aside who don’t understand, and teach them by thémselves
until they do understand. Maybe they can have a small room

with several desks for tutoring ¢(Kevin).
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It would help to tape record the class each day. It
would help teachers evaluate themselves and would also help
the teacher to act better (Shirl).

We recommend study groups for prejudiced teachers. The
child should be able to go to someone llke a principal or an
asslstant principal and tell him or her about the whale
story and then that princlipal or asslstant would go to that
teacher and ask him or her about it (Ann).

Then, we recommend that teachers really be strict. If
they are not, then children will take advantage, especially
of substlitutes (Shirl).

One game that chlldren play with substlitutes iIs "sink
the sub." In that game you try to annoy the substitute as

much as poss)ble by switching names and things like that

(Keviny.
Subjects

Our research team did not talk much about how we feel
about subjects. Most klds on the research team chose PE as
thelr favorite subject bécause they get to run and have
funand talk. They get to play and choose what they want
(Shirl). |

A few kids chose science because quite a few kids want
to be sclentists or doctors. At the end of the year when
the teacher gave away books,‘most of the kids took the

sclence books (Ann),
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We felt that chlldren chose these subjects as favorlite
subjects not because of the subject but because of the way
the subject is taught. Klds just don‘t like borling subjects
(Kevinod.,

Dull teachers make boring subjects, they Jjust copy right
out of the book and don‘t glve examples or try to make the
subject fun or Interesting (Shirl).

The subject is also boring If you just don‘t like the
subject or»lf you don‘t llke the teacher. A lot of busy
work also makes subjects borlng (Ann».

Some of the children chose social studies because kids
like the world and what is happening. They like history and
people’s lives (Shirl).

Few chlildren chose reading as thelr favorite subject.
This is probably so because kids don‘t llke to read and
think that reading iIs for "smart kids" who like to carry
around books. Klds are also lazy about reading and don’t
like to admit that they like to reacd. Television has had a
big effect because kids figure if they can watch it, they
don‘t have to read it. Watching TV though, does not teach
children how to pronounce words (Group).

Spelling is a very easy subject. Other easy subjects
depends upon the student and the teacher. Math iIs almost
always hard. We feel that subjects should be adjusted to

the child’s ability. Children In Gifted and Talented should

have harder subjects, for instance (Group).
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SubJects for chlldren In Glfted and Talented classes
should be taught separately. When Gifted and Talented
students are taught with other students, the other students
slow down the pace of glfted and talented kids or the
teacher will Jjust give them a book and say "Go on and work
it." That’s not always falr because you don‘’t always
understand but the teacher will say "Oh go on you can do it
(Shirl>.*"

The subjects should be rotated, so that children would
not go to the same subject each day. Subjects for GT Kids
should end an hour early both in the morning and afternoon,
so that the GT kids could also take subjects with other klds
and even tutor them (Kevin).

Subjects for slow learners should also be dlfferent.
Slow learners though should just be In special classes no
more than two hours a day (Ann).

Subjects should be more Interesting. Soclal studies is
a real good area where teachers can provide more actlvitles
and games. Turning questions iInto a game activity makes the
children think they are having fun. They children are
saying "Oh, this is fun, I really like social studies" and

the teachers are savying "They are really learning something

(Kevin & Shirl)."
Another suggestion for soclial studies is to turn a
lesson Into a play and let the children play act the event.

A play on Christopher Columbus will teach the chlldren much
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more about Christopher Columbus then Just reading about it

C(Annd.
Milieu

Milieu was a new word for us. We learned that milieu is
anything that does not fall under the category of teacher,
learner and subjJect. It lIs anything else that deals with
school. One thing that we felt was needed under this
category was new books. This was Important because so many
of the books have been written iIn. Workbook type textbooks
that could be written in and taken home would be good. This
way we would have them In case we forget (Group).

Some of us did not think that it was important to keep
the school clean and others thought that it was. It is all
a matter of pride. Some kids like to compete with other
schools In looking good. Kids should help keep the school
clean and neat (Kevin).

We feel that schools need a varlety of things. For
example, more mirrors In the girls’ bathroom. These are
important because girls llke to do thelir halr in the mirrors
(Ann)d.

Schools also need longer recesses. These recesses need
to be organized. Fewer people need to be on the playground
at one time. If recesses are divided into play areas and
age groups, It would be better. Sixth graders don’t llke to

be around fourth graders, particularly (Group).
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Better recesses would help us to do better in school. A
ten o’clock snack time would also help because kids get
hungry while they are working during the day (Ann>.

All In all, school Is boring and sometimes fun and
always needed. School is a good place to learn. We just
did not talk as much about milieu or subjects because there
were not as many problems found In these areas as In other
areas (CGroup).

To improve school, we would recommend shorter class
perlods, dlifferent recess perlods for different ages, two
twenty minutes recesses. We feel that school glves an ldea

of what it iIs like to be In the world (Kevin).
Deliberation

We learned a problem solving method called deliberation.
We found many problems under each of the categories that we
talked about. Some of the problems under the learner were:
cursing, prejudice, bullles, calling names, Jjudging others
by their looks and most of all flghts. Some other problems
under the category of learner were cheating and talking
about people (GroupJ.

Some problems we have wlith some teachers are: teachers
who are prejudiced, teachers who pick on us, teachers who
are bothersome, teachers who glve too much work, and
teachers who treat us llke bables. Some other problems

with teachers are nosy teachers, teachers who do not explain
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things well and teachers who willl embarrass the students
(Group».

Other major problems with teacher are teachers who have
teacher pets, teachers who are concelted and teachers who
make fun of you. Some more problems with teachers are
teacher’s bad hablts, llke talklng too much. When teachers
talk too much you can’t do your work. Some teachers are
‘careless, they will glve us an assignment we have already
done, and when we tell them, they don’t belleve us and when
we show them they will say "Oh you must have done that with
the substitute, well Jjust do it over (Group).

Major problem found with subjects were subjects that
were not taught right, boring subjects and too many
assignments. But it is not the subject but the way it is
taught. Subjects should be taught seriously and the.teacher
should not just glve asslgnments (Shirl).

Problems found in the area of milieu lncluded the pink
slip, or a slip the teacher writes out when you are In
trouble. Lunch tickets are a problem because klds are
always leaving them on their desk or dropplng them, or
bending them and then they won‘t Qo into the machine. 1
think that k}ds should Just bring money for lunch.
Conferences with parents, getting name on the board,
discipline problems, the way the school looked and books
being written In, were also problems found under milleu.
Having klds to stay after school Is a problem because 1f a

kid has to stay for thirty minutes after school, then you
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don’t know who will be out there waiting on that kid
(Group?. |

Although all of problems that we ldentified during
deliberations were important, we felt that student prejudice
[prejudice shown among students] was the most serious.
Almost all of the children reported that fights were the
number one problem in school. As we looked at fights a
little closer though, we found that these fights were caused
by students Jjudging other students by the way they look,
how they talk, how many frlends they have or what kind of
grades they make and this is prejudice (Group).

People picklng on other people also cause fights. If
you are picked on you don‘t feel good about yourself or
anyone else. Rumors also lead to fights. All of these go
back to prejudice (Shicl).,

Prejudice leads to other things llke klds writing on the
walls, doors and sidewalk about other people and that mess
up the school (Ann).

Also, if you have been In a fight, then ydur work tends
to slack up because you are thinking about what happened
doing the fight (Kevin).

We came up with a plan of action which called for
forming discussion groups for klds who are prejudice or were
prejudice. Kids would talk about thelr prejudices and what
makes them feel bad. They will also feel more secure around
each other. Dlscusslon groups would help us to stop some of

the fights and problems at school (Group).
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We hope that thls solutlon stops some of the prejudlces
which exist and will also stop some of the fighting at
school., If thls does happen then chlldren would feel better
about themselves and do a much better job in school (Ann &

Shirl).
Conclusion

This chapter has glven yvyou an idea of how students feel
about school. We think that we have come up with some
solutlions to help with some of the problems that we have at
school. We hope that you will put some of these ideas and
solutions into a form of action. If you add some of your
solutlons to our sclutlions then school would be a much
better place (Ann).

Now that you are aware of the problems from our stand
boint of view, maybe you can help to make school a better
place. Our perceptions are just what we think. Adults have
their own perceptions. Putting these perceptions together
with adult perception will he]p you to understand school
better and will help you to know what chlldren think about
school. Thls chapter may also help you to understand why
children get into trouble at school (Shirl).

It was fun being a researcher; If we all had another
opportunity to be a researcher we would all be agaln. We
think that children should be asked about school and used as
researchers. Children have their own ideas about school,

whereas adults have adult ideas about school and these are
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sometimes different. Chlldren have ldeas about how they see
school pow. Adults have ldeas about school when they went
to school (Kevin).

Being a student researcher was really good because it Is
really the student who ls dealing with the problem at
school. Children can think about problems as children see
them and not as adults see them. All of this will help us

to have better schools (Group).



CHAPTER VI
INTERPRETATIONS AND RECOMMENDATIONS

The chlldren In this study enabled me to look at school
and its culture through children’s views of reality.
Culture, one of the most powerful Influences on how a school
conducts itself, iIs what people do and know. In addition,
culture is the means by which people make sense of their
setting (Heckman, QOakes, and Sirotnik, 1983; Spradley,
1980>. These definitions of culture provided a useful
perspective from which to view school and helped to frame a
picture of how children perceive and interpret the intended
meanings of others within the school setting. These
perceptions and interpretations, in turn, led me to a better
understanding of children at school and helped to establish
the basis for the recommendations which will be presented
later In this chapter.

School life is too complex to be viewed or talked about
from any single perspective. Therefore, I have chosen
several ways of Qnderstandlng school life as percelived by
children. This approach Is supported by Hunter‘s (1984) and
Jackson’s (1968) beliefs that many different ways of
understanding school exlist, and all possible ways must be

made avallable to fully understand what school is really
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like. The interpretations, implications, and
recommendations in this chapter, therefore, are based on the
cultural views of children, a varlety of theorles gathered
from various psychologists and educators, and my personal
and professional observations throughout twenty-one yvears of

experlence as an educator.
Interpretations

Three common themes that prevailed throughout the
children’s descriptions of thelr perceptions and
interpretations of school were: (a’> love and affection,

(b> the learning process, and (c) the observable features of
the physical and social environment. These themes, frémed
by Schwab’s (1978) contextual commonplace variables of
teacher, learner, subject and milieu, reflect children’s
belliefs, feellngs, and values about school.

The belliefs, feelings, and values that chlldren have
about school are based largely upon thelr perceptions of the
symbolic and vicarious experiences which occur at school.
These everyday experlences are important in children‘s lives
at school because they help to build reality for children as
they constantly think about and interpret their own
experiences.

Bandura (1977) explalned this theory by maintaining that
human behavior is a continuous reciprocal interaction
between cognitive, behavioral, and environmental

determinants. According to this conceptlion, childfen are
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nelther powerless objects controlled by environmental forces
nor are they free to become whate?er they choose. Instead,
children through the reciprocal interplay between cognitive,
behavlioral, and environmental determinants are actlve
interpreters of and interactors with the many facets of

their environment.

Love and Affectjon

The data collected iIn thls study clearly show that
children want to be loved, accepted, respected, and
appreciated by their frliends, peers, and teachers. Children
look for evidence of love and affection in a variety of
ways. Younger children seek physical signs of love, such as
belng touched, hugged, or held as proof of belng loved.
Older chlldren seek love and affection through (a) teachers’
displays of patience, kindness, understanding; (b> feelings
of acceptance and belohglng; (c) visible signs of warmth,
such as smiles, notes,zpralse, and recognltion; (db
emot ional support aﬁd éncouragement; and finally (e>
sensitivity to 1ndiv1dgal feelings and needs (Hymes, 1955).
Visible signs which moét often provided evidence of the
teacher’s love for the children In this study lncluded:
teachers’ smiles, complliments, care, concern, patience, and
display of interest in the'children’s néeds and interests.

Friends and peers provide another Important source of

love and affection for chlldren. Trust, sharing secrets,
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mutual respect, and loyalty are signs of peer affection and
acceptance. The love and affectlion gotten from friends,
peers, and teachers are Important to children’s successful
social and psychological adjustment in school.

All children need love to grow and develop. It is
evident from the data collected In thls study that not all
children feel loved and accepted. Instead, some children
teel deprived of love and affection and experience feelings
of hurt, inadequacy, and insecurity. These children are
easily distracted, are less able to relate to others
satisfactorily, and are more llkely to become uncooperative,
irrltable, unreasonable, or hostlile. Such reactions often
lead to violence, detachment, dependence, and disobedience
(Williams and Stith, 1974). |

The student research team used in this study held
several general bellefs about chlldren who feel deprived of
love. They believed that children who perceive themselves
as being unloved and unaccepted by their peers also have
trouble with l1iking themselves and others. The research
team further believed that children who feel unloved. and
unaccepted: (a’) have more difficulty with school work,
(b} are less successful wlth other school-related
activities, (c¢) are less popular, (d) are less effective,
(e) are more defensive, and (f)> lack self-confidence. These
Iimpoverished feellngs of love and affection are directly
related to theories of poor self-concepts. Children who are

beset wlth poor self-concepts often experience the same



119

feellngs of inadequaclies. 1In contrast, children who
maintaln positive self-concepts are more successful, more
confident, well-accepted, better achlevers, and are often
casﬁ In the role of leaders.

Self-concepts have a great effect on school achievement,
percelved social status among peers, perceptlions of peers
and teachers, student motivation, and self-directlion in
learning. Children with positive self-concepts will develop
a sense of self-worth, Independence, and self-conflidence.
These attributes lead to higher social acceptance and school
achlevement. Conversely, learners with poor self-concepts
perceive themselves as worthless and dependent (Beane,
Lipka, Ludewig, 1980; McCandless, 1967; Willlams & Stith,
1974>. McCandless (1967) described poor self-concepts as a
vicious circle. Children with poor self-images open
themselves to less soclal Interactlion, acceptance, respect
and success. These reactions, In turn, reinforce negative
self-concepts.

The student research team bullt a simplicitic and vyet
dynamic rationale for love and affectlion In school. They
maintained that some children come to school angry,
encumbered with feelings of loQ esteem, poor self concepts
and deprived of iove and affection. Other chlldren become
angry and develop poor concepts once they afrive. In
response to these observations, the research team proposed
that schools through awareness, sensitlivity, and effort

become a reservoir of love and affection.
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They belleved that teachers, friends and peers can and
do make a significance difference in how children feel about
themselves In school. Teachers, through respect, falrness,
sensitlvity, flexiblllty, love and affectlion, can help
learners to set and maintain high expectations, develop
sel f-respect, and enhance self-concept. Friends and peers
through acceptance, respect, love and affection can help to
fulfill the insatiable desire and need to belong. School
people, then, are an important source of love and affection.
These expresslions of love and affectlon may make school a
better place for children who need a place to thrive, grow
and develop or for children who simply need a better place
to be.

Still another rationale for love, affectlion and a
love-based elementary school was establ ished by Dobson and
Dobson (1976>. They contended that each person is his own
potentlal of energy and that love is the unlimlted reservoir
of this energy. They further contended that the elementary
school is committed to the release of human energy and must
therefore function with a iove base. Positive school
experlences formed from a love base lead to success,
recognition, acceptance, paftlcipatlon—involvement, Joy and
sharing. Negative school experiences, on the othér hand,
reflect expressions of fallure, punishment, rejection,
dlisruption and other painful experiences. In sum, love and
affection may act as a catalyst for the reallzation of human

potentlal through a love-based school.
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The Learning Process

A second theme which emerged during the children’s
descriptlions of school was the learning process. Toplcs
under this theme included: (a) the value of learning;

(b> the relationship of teaching styles, teachers behaviors,
and teachers’ personalities to student achievement,
c¢lassroom performance, and teacher effectiveness; and

(¢) subject preferences. Although children see school
primarily as a socializing agency where friends and peers
meet, they also recognlize the value of getting an education,.
They accept school as being good for them and assume most
teachers are doing their jobs effectively.

The children in this study were able to associate
speclfic teaching styles and teacher behaviors with
classroom performance and student achlevement. For example,
teachers who vary their teaching strategies to include
demonstratlons, hands-on actlvitles, teachlng games, and
classroom discussions effect classroom performance and
student achievement. Also, teachers who offer individual
help often effect classroom performance and student
achievement. Ausubel (1968) contended that styles of
teaching vary primarily because teachers’ personalities
vary.

The children In this study predicted that student
achlevement would be higher and classroom performance would
be better if teachers would place greater emphasis on

student activity, student participatlion, and student
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Involvement In settling course objectlves and determinlng
course content. Furthermore, the chlldren believed that
learners exposed to these types of teachling styles are more
attenﬁive, interested, and enthusliastic about learning than
learners who are subjected primarily to lectures, drills,
and content read from the textbook.

Effective teachers, according to the children in this
study, are carling, enthuslastic, patlent, creative, and
Interesting. Effective teachers also Insist on quality
performance, set high expectations and standards for their
. students, belleve In thelr students, are knowledgeable about
their subject matter and encourage chlldren to take personal
responsibility for thelr own learning.

The research team labeled effective teachers as (ad
"strict," (b> "helpful," and (d) "caring." They clearly
preferred these types of teachers to teachers who they
perceived as being overly permissive or mean. Children
believe that learners work harder and behave more positively
if the teacher creates and malntalns a positive classroom
climate characterized by effective teaching styles, teaching
behaviors, and personality traits. ‘ :

Haft (cited In Ausubel, 1968) also bellieved that
chllidren respond affectively to the personallity
characteristics and teaching styles of teéchers and that
these affectlive responses Influence chlidren’s Judgments of
teachers’ instructional effectiveness. Children admire

teachers who exhibit effedtive teaching skills, clarity,
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task orlentation, and good classroom control. Children are
also highly appreciative of falrness, Impartiality,
patience, cheerfulness, and sympathetic understanding as
well. In contrast, chlildren disllike favorltism, prejudice,
punishment, irritability, noisiness, and bribery. These

preferences and dislikes will be discussed next.

Observable Features of the Physical
And Social Envi

The environment conslsts of both physical and social
elements. The two physical aspects that concerned the
children in this study most were the physical appearance of
the school bullding and damaged textbooks. Chlldren want an
aesthetically pleasing school and are wllling to share the
responsibility of maintaining such an environment.
Attractlive schools reflect a sense of prlide and care.

Children are frustrated with damaged books. Torn and
worn books are unattractive and hard to read. Books which
do not show wear and tear often have lncorrect answers
written In them. These incorrect answers, sometimes
intentionally written, are confusing, misleading, and
frustrating. |

The soclial elements iIn the environment include people
and thelr patterns of actlvity Whlch are shaped by groups
and society in general (Hollander, 1981). One major social
environmental element whlch concerned the children in this

study was prejudice. Prejudice 1s manlfested through
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name-calling, flghtlng, and excluslon. Chlldren base thelr
prejudice on materialistic possessions, popularity,
scholastic achievement, and differences in dress,
_éppearance, and mannerisms. These imposed standards
function to produce an lnsider-outsider distinction among
peers. Usually, the insiders set the standards or make
rules which categorlize other lndlviduals as ocutsliders.
Knowledge, thoughf, or reason are ignored when forming
opinions or attitudes about outsiders. Consequently,
outsliders are not accepted as Indlviduals, instead, they are
rejected because of some preconceived feeling (Hollander,
1981; Williams and Stith, 1974).

Learners believe that teachers prejudge them by the
learner’s appearance, past conduct, motivation, and
scholastic achlevement. Teachers show their prejudice by
humiliating, ridiculing, offending, and excluding some
children, regularly. One group of chlldren who are often
subjected to vestiges of prejudice, for example, are
trouble-makers. Chlildren who have been labeled as
trouble-makers are often denied respect, approval and
acceptance from teachers. Trouble-makers are routinely
blamed for unresolved classrooms infractlions, are seldom
chosen to run errands and are often denied special
privileges which are extended to those children who are
thought of as being cooperative and congenial. They are
‘recognized less often, punished more:and severely, listened

to less, and are subject to more embarrassment, ridicule,
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and humillation. If these children react to these patterns
of rejection, then thelr attitudes are viewed as further
-evidence of thelr belng a trouble maker. These children
become very negative about school and perceive themselves as
being unloved and unaccepted.

The practice of choosling teacher favorites or teacher
pets further shows teacher prejudice. Trouble-makers, poor
achlevers, or chlldren who the teachers perceive as
socially, culturally, or economically Inferior are seldom if
ever chosen as teacher pets. Teacher pets run the errands,
are recognized more frequently, and get into less trouble.
Although children want the advantages that come with being a
teacher’s pet and often vle for this position, they do not
like the distinctions that it brings. Teacher pets are
disliked and are often ostracized and criticized by other
students. The chlldren in this study were opposed to the
favoritism and prejudice sometlimes shown by teachers and
recommended that teachers deal with students In terms of
their Individual qualities.

' Children also prejudge teachers. These prejudgments are
based on teachers’ reputétion, age, race, and sex. Parents’
aftitudes also influence children’s feelings toward their
teachers. Children show these prejudic¢es by belng hostile,
disrespectful, and malicious toward the teacher.

Chlldren are opposed to prejudice and lts consequences.
They see prejudice as a prevalent and global problem which

is rooted deeply iIn children’s upbringing. Recommendations
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from the research team which are designed to control
prejudice are given later In thls chapter.

Children’s feelings about punishment and rewards in
school surfaced frequently throughout the autobiographies,
interviews, and dellberations. Children reallze that a
minimal level of order and decorum is necessary for
efficlent school learning. The research team believed that
objectionable student behavior and student interference with
classroom learning should be limited or prevented. Rules,
regulations, standards, and expectations are needed to limit
classroom interference and maximlze student performance.
Punishment, when necessary, should be falr and reasonable.

Children’s perceptlions of falr and reasonable punlishment
include Investligating the situatlon carefully, welghing the
evidence, and finally awarding either a restriction or
detention. Many children In this study were in favor of
using counseling as an alternative to punishment when
seeking solutions to discipline problems. Effective
counsellng allows students to talk about theilr problems and
to reach viable solutions. This study shows that children
care about what happens to them in school and that children
are capable of and interested in solving problems.

Rewards are commonly used by teachers to encourage
positive behavior and inspire better classroom performance.
Children, however, assoclate reward systems with bribery.
While chlldren apprecliate and enjoy the common practice of

being offered rewards in turn for good work and good
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Pehavior they feel that teachers often abuse the use of
rewards. Rewards, in the children’s opinions, are given too
trequently, are used to threaten chlldren, and are awarded
Inappropriately and with improprliety. Children like rewards
but dislike being manlpulated by them.

This interpretation of the data collected from children
gives concrete meaning to children’s perceptions of school.
Both the data and iInterpretations presented In this study
confirm Shulman’s (1986) notion that children at school are
constantly discerning and reforming the meanings intended by
others withih the school culture, and are actively
contributing to new meanings as well. Children contribute
to the understanding of school. Gatherlng student
perceptions and holding student dellberations facillitate

this process.
Recommendations

First, I recommend conducting continuous research aimed
at solving practical problems and designed to process
practlical decislons at the local school slte. Input should
be gathered from a variety of sources within the school
setting. Traditionally, indlividuals at the local schooi
site have been considered the benefactors of research.
These Individuals, especlally students, must also be given
key roles in the research process.

Student input, as substantiated by this study, is

Important In effecting change within the school. Student
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Input allows others to understand the student’s structures,
behaviors, meanings, and bellef systems. Autoblographies,
interviews, and ongoing observations are all techniques
which facilitate the Incluslon and Involvement of students.

‘Schubert (1966) contended that guantitative methods have
dominated educational research for too long. Although
quantitative methods are needed for certaln klnds of
information and educatlonal decislons, more illustrative,
practical, and declsion-oriented research must be conducted.
Researchers who become intimately lnvolved in situational
dilemmas are more apt to see possibllities for decision and
action and aré better able to generate a greater range of
consequences as they dellberate and act than researchers who
ascribe meanings based on the researcher’s bolnt of view and
without the consideration of the viewpoint of those from
within.

“Another recommendatlon whlch evolves from the
Interpretations of children’s perceptions of school involves
developing a conscientlousness for and response to
children’s need for love and affection. The literature and
data collected in this study clearly suggest that children
have a strong ever-present need for love, affection, and a
sense of belonging and acceptance by their friends, peers,
and teachers (Dobson & Dobson 1976; Lane & Beauchamp 1955;
William and Stith 1974>. Some children believe, however,
that they are unloved and unaccepted. These children often

dislike school and sometimes get into trouble at.schodl
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because they act out in anger, rebelllon and defiance.
Often misunderstood or not understood, these children are
labeled as trouble-makers and the circle of behavioral
responses becomes vicious. That is, these children
misbehave because they are in trouble and they are in
trouble because they misbehave. Combs and Snygg (1959
explained this in part by asserting that reality, which is
derived from children’s perceptual flelds, Influences and
directs children’s behavior. Children, therefore, behave
according to to how they percelvé the situatlon at the
moment .

This thought leads to a third recommendation. This
recommendation Is to seek ways to know and to understand
children’s thoughts, perceptions and realities. Dobson,
Dobson, & Koettlng (1985) and Rogers (cited in Dobson et
al., 1985) admitted that no one except the individual can
truly know his or her prlvate world (reality?> or how a
certain experience is perceived. These realities and
perceptionsvare not always clear to that individuatl. Still;
by being aware of the realities and perceptions of others,
there is a potential for an understanding of an individual’s
realities and perceptions both by that Indlvidual and by
others.

| A fourth recommendation comes from children’s
perceptions of the learning process. Again, the data
clearly showed that chlldrén want to learn. Chlldren want

to become skllled. Educators sometlmes seem to forget,
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however, how chlildren learn. Children learn best when they
are actively involved in the learning process. Activity,
according to Hymes (1955) is a child’s trademark. Dobson
and Dobson (1976 contended that children are naturally
active--constantly seeking, setting, and striving to obtain
self-directed goals. I recommend, therefore, that teaching
strategies Include a varlety of actlvitles which allow
students to experiment, demonstrate, and explore.

The student researchers polnted out that children prefer
being active particlpants in the learning process. They
want to perform experiments, participate in demonstrations
and engage in learning games and éctivities. Dobson and
Dobson (1976) generallzed that chlldren experience a sense
of satisfaction, worthiness, pleasure, and stimulation from
sharing in meaningful, Interesting, challenging, and
group—oriénted experlences. Thls approach facllltates both
cognitive and affective growth of children.

Children also want to be Involved iIn choosing and
planning learning activities. Hymes (1955) asserted that
children have a burning curiosity and 1ike sponges, are
constantly soaking up knowledge. Being involved in choosing
and planning learning activities faps deeply into children’s
interests and enhances levels of motivation which, in turn,
increases the chances for student achievement and fessens
the chances for boredom. The explanation Is simple.
Chiidren must like their work and are mofe likely to give

optimum performance if they are involved in the planning
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process. A flfth recommendatlon, therefore, would be to
involve children in the planning of classroom activities.
This recommendation is supported by Dobson and Dobson’s
(1976> bellef that "children who are actively lnvolved in
planning thelr curriculum usually understand the purpose of
the tasks and have some preconceived notions of what the
outcomes will beJ (p.403.

Another recommendation which comes to mind while
reviewing children’s attitudes about the learning process
stems from the fact that children must feel successful.
Children try harder and are more productive when they are
meeting with success. I recommend that educators provide
for the success of thelr students. Factors which contribute
tg the success of the student Include: <(a) the student’s
readiness for the task, (b> the student’s ablility to handle
the task, (c¢) the support which is recelved from the
teacher.

Hymes (19555 pointed out that readiness is built by
growth instead of teachers. The‘teacher, however, is
responsible for establishing and maintaining a learning
environment which nurtures readiness. An environment which
nurtures readlness includes: (a) a positive and loving
classroom climate, and ¢(b) a curriculum and (¢> currlculum
materials designed to build readiness.

The second factor which contributes to the student’s
success is the student’s abllity to handle the expected

tasks. Tasks which are too difflcult lead to frustratlon



132

and eventually, a dlsllke of school. Tasks which are too
easy lead to boredom and disinterest. Observing and
monitorlng students’ classroom performance, attitude, and
behavior may lead to conclusions about the difficulty of
“expected learning tasks. Student assessment and test
information also offer invaluable Information about levels
of difficult. These tools help teachers to plan classroom
Iinstruction which Is developmentally appropriate for the
student.

The third factor which contributes significantly to
student success 1s the student’s feellng of support from the
teacher. Children in this study pointed out that some
teachefs, through thelr lmpatience or good lntentlons,
simply give answers. This préctice impedes student |
progress. On the other hand, those teachers who patiently
guide students toward understanding, facilitate learning.
Learners, through teachers’ SUpport, are encouraged and
insplred to tackle difficult and challenging tasks.

The final recommendation comes directly from the student
research team. After dellberating several problems which
they perceived as being eminent, the team concluded that the
major problems at school were caused by students prejudging
others and manifesting this prejudice through aggressive and
hostile acts. The research team recommended the initiation
of discusslon groups comprlsed of students who are both
victims and perpetrators of preJudice and a teacher leader.

These groups would discuss the problem and engage in role
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play to produce a wider awareness of the situation.
Students through group processes would be led toward
reexamining their feelings and attitudes toward others.
Children need others; they need to be liked by others in
order to develop a sense of adegquacy about themselves.
Implementation of the recommendation may help to imprgve

interpersonal relationships.
Conclusions

Two major conclusions evolved from this study. First,
the review of the lliterature on children’s perceptlions of
school and the insight about school as received from the
children in this study make it apparent that children and
their perceptions are valuable resources when assessing and
changing the school’s state of affairs. Firsthand knowledge
of children’s perceptions, descriptions, and interpretations
of the intefnal lifevof school brings about.a broader
understanding of the school’s actual state of affairs and
increases the chances of making meaningful decisions and
necessary changes.

Second, qualitative research approaches such as
observations, autobiographies, interviews, and
deliberations, offer operable alternatives to the
traditional statistical and‘scientific methods usually used

by quantitative researchers.  These alternatives enable
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researchers and educators to study school from within its
culture and to interact with the people inside a changing
context. Data gathered in this manner vield information
‘which is generalizable, and yet specifically meaningful and
significant to those at the local school site.
Most educational research is a search fgr
generalizations across an almost infinite

variety of teachers, students, and subjects. In

this search for general laws of learning,

researchers deliberately hold constant or rule

out the specific conditions in any particular

classroom. But what the classroom teacher

really wants to know is, What is happening in

my classroom, given my students and my subject

matter (Cross, 1987, p. 499)7?

If teachers are to understand what is happening in
their classrooms; if the purpose of studying schools is to
provide a basis for improving instruction and curriculum.
instead of placing blame; and if educators are to improve
the quality of student learning; then the reform must start
as close as possible to the scene of the action (Cross,

1987). Research practices such as those used in this study

provide a means to these ends.
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School is sometimes a real neat place to be. Sometimes

lt Is not so neat. Please write a story telllng how you

feel about school

You may want to think about:

. Your teacher, principal and other people who work in
your school

. The subjects that you study and the work that you do

. The other. things that you do

. The other hoys and girls at your school

. Things you llke and do not llke about school

. Things that make you feel good in school

. Things that make you feel bad In school

. Your favorile aclivilies in school

. Your least favorite activities

. How your school looks

There may be other things that you want to write about.

Relax, think a whlle and let your thoughts flow.
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Sample One

I feel that school Is sometimes fun and sometimes
boring. The fun thing about school 18 some of the subjects
we study, llke social studies, math and sclence.

I also like school because of some of my teachers,
especially my social studies teacher. I like my social
studies teacher because he is funny and he tells neat
storles. He also makes work fun and easler. I also llike my
music teacher. She is lively and full of joy.

The thing that I don‘t like about school Is reading. I
llke readling but I Just don’t enJoy readlng class. I flnd It
boring and very tiring.

My favorite activitles are when we play soccer and
basketball in the gym.

I think that your school looks ok, except that I think
we should get together one day and plant some flowers énd
some trees.

I guess I 1ike school pretty much. I like some of the

klds but some I Jjust can‘t stand.
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Sample Two

I feel good and sometimes I don’t feel good about
school. 1 feel bad because we pay a lot of money for our
lunch but we don’t get enough food at all. I think it’s bad
‘because you can’t‘even whisper at all ln the classes.

The good thing we have at this school is that we have
very good teachers and a nice princlpal. I also llke the
school because It is nice outside and Inside and is set up
nicely.

I like some of the boys and girls at school because most
of them are real nice but I don‘t llke the people that are
real mean.

I think the school needs new books because the books we
have are sometime rlpped or they are mostly written In.

I 1ike P.E. because you can move ardund freely, whisper,
and best of all play all kinds of games. I don‘t llke some
of the subjecle and I like a fow of them, 1 like scicnoe
and spellling because In sclence you can do activitles and
spelling is Jjust plain simple. 1 don’t like social studies,
language, math and reading because they are Jjust plain
boring.

I hate it when you have to go to the restroom but your
teacher says, "No!" My.very favorite activities are P.E. and

recess because you move around freely.
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(Interview Designed for Autoblography - Sample One Appendix

A

Interviewer:

Interviewee:

Interviewer:

You started your story off by saying that
sometimes school is fun and sometimes it is
boring. Talk to me about that. Tell me abut
some of the times that school iIs fun and when

It is boring.

I usually have fun when I do my math, because
I find it Interesting. I also like science
and social studies. My teacher helps out
because he Is fun. It helps a lot because
sometimes he makes Jokes and |t Just helps.
Sometimes during social studies I find out
about a lot of things I never knew about and I
asked my Mom if she knew about them and why
she never told me about them. And it science,
like now, we are studying the human bones and
I didn“t even know we had that many bones In

our body.

In your autoblography you talked about one of
your teachers belng funny. You said that
helped. Does thls kind of teacher help more

than a more serlous teacher?



Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:
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Sometimes, but then serious teachers help a
lot also. I had a serlious teacher who helped
out a lot. Sometimes she was nice in one way,

but then not so nlce in another.

What do mean by that?

Somet imes she would get real mad if you did
not have your assignments and would make you
stay in for recess and write sentences. I

hate writing sentences.

You mentlioned that one teacher was lively and

fun of Jjoy, how does that make a difference?

Thlis teacher makes you happy inside when you

are around her and that makes you 1like school.

Sample Two

(Interview Deslgned for Autoblography - Sample Two

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Appendix A.)

Tell me some more things that haépen in school

that make you day "not so good."
When I get In trouble and I didn’t do it.
Does that happen often?

No, not really.



Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:
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How do children get blame for things that they

didn’t do?

Well, you can Jjust be standling there, and
someone may trip you or something, and the

teacher thinks that you did it.

Are you able to explalin this to your teuacher?
A lot of times they Just don’t listen.

How does that make you feel?

Mad

What do you think can be done about that- how

can teachers improve this?
I don“t know.

You sald in your story, that you think it is
bad when you can‘’t even whisper in class - do

you think that school is too strict?

Yes, sometimes.

You seem to think that we have good teachers.

*“What make teachers nice?

They don‘t treat you bad.

What are some ways that teachers treat

children bad?



Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Response:

Interviewer:

Response:
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They give them more work as punishment.

You said that you like some of the boys and
girls at school. Tell me about the boys and

girls at school.

Some are real mean; some are nice.

What do they do when they are real mean?
They plck on you and call you names.

Tell me about the klds that are nice - what do

you mean?

They don’t trip you or call you names or be
mean to you and things like that.

Excerpts from Group Interview #1

Individually, you have written and sald many
interesting things different things about
school. Today we are going to review some of
the things that you sald indlividually. What do

you want to talk about flirst?
Teachers, they get on your nerves. (laughter)
Do you all agree and what did you mean?

1. I don‘’t not all teachers get on your

nerves, some are nilce.



Interviewer:

Response:

Interviewer:

Response:

Interviewer:

Response:

Interviewer:

Response:
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2. Yes, but some teachers are nosey

3. They aren’t really nosey, they are Just
trylng to help.

4. 1 think that they are nosey, even with
each other, they are always trylng
find out what golng on with other

people.
How teachers get on your nerves?
They pick on you.

How?

1. They are always bugging you and wanting
you to work.

2. Isn’t that why we come to school (to
work>?

3. Not me - 1 like to play

Who iIs in support of teachers and

schools ?

(All but two of the ten children lndicated

that they were)

Jim, what’s wrong with teachers and

school ?

Too much work.



Interviewer:

Response:

Interviewer:

Response:

Interviewer:

Response:

Interviewer:

Response:

Interviewer:

Response:

Interviewer:
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Let’s talk more about some of the negative
things about teachers .Then we will discuss
some positive things. What are some negative

things?
They falsely accuse you
Give me an example.

One day, this boy threw a paper wad and the
teacher thought it was me and she got mad'
when I told It was not me and just sent me to

the office.
Why did she think 1t was you?

T guess hecause it came {rom by where T wasn

glttlng and no one would own up to it.
How did you feel?
I was mad.

Could the teacher not have made an honest

mistake?

I guerss =0, but they are always =saying things

without really checking them out.

What are some other negative things that you

have notliced about teachers.



Response:

Response:

Interviewer:
Response:
Interviewer:

Response:

Interviewer:
Response:

Interviewer:
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They treat different kids different - Like

if I would wear a muscle shirt then this
certain teacher would say vyou shouldn’t wear
that kind of shirt to school--it looks like
your underwear. But if let’s say Frank wore
a muscle shirt, then this teacher would say -
"000h Frank, what a pretty shirt you have on

(laughter>

All of the teachers like Frank.
(Note: Frank ls a member of the group and
appears to be somewhat uncomfortable at this

point)

Frank, do you mind if we talk about you.

No

Why do vou think that the teachers like Frank?

1. Probably because he never gets in
trouble and he always does his work

2. He is quiet too
Do you guys like Frank?
Yes

Then it seems like Frank is Jjust a nice guy.

Do you find that teachers usually have pets



Response:

Interviewer:

Response:

Interviewer:

Response:

Interviewer:

Response:

Interviewer:

Response:

Interviewer:

Response:

156

and is Francis a "pet"

Yes, teachers always have pets. Frank is not a

teacher’s pet though- he 1s a regular aquy.

What is a teacher’s pet?

Someone who is always doing stuff for the

teacher.

Who are usually the teacher’s pets?

Girls, smart girls

¥hy smart glirls?

Because they never do nothing except do their

work .

Do vyou think that kids want to be the teacher

pet?

No, because it ruins your reputation.

What do you mean?

The kids will say "You are the teacher’s pet,
you are the teacher’s pet, we aren‘t golng to
have anything to do with you" especially if it

is a boy.
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Interviewer: Let’s talk about some positive things
(silence) oh come on I know you can think of

some good things (laughter?

Response: 1. They let vyou talk and get a way with it.
2. They help you
3. When you finish your work, they let you

goof off.
Interviewer: Do you want to goof off?
Response: (an unanimous YES)

Interviewer: HNow, that’s not what you told me in your
individual Interviews - you told me that
school was a serious place, a place to learn,

a place NOT to goof off.
Response: Who sald that? (laughter?

Interviewer: Why do you come to school?

Response: 1. To make frliends
2. To be able to get a good job?
3. To learn
4. To be able to go to college

Interviewer:  How many people in this group do you Lhink cain

be a super star

Response: One
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Interviewer: What Would happen to the rest of you

Response: I guess we had better go to school (laughter)

Student Conducted Group Interview

Leader: Art

Members: Shlrl, Jim, Shay, Ann, Harry

Art:

Ann:

Shirl:

Jim:

Art:

Art:

Shirl:

Ann:

Harry:

Shay:

What do you like about teachers?

They let vou talk
They let us play games
I 1like teachers when they let you slide, sometimes

I llke teachers who help you wlth your work and who

care about you and your grades.
Let’s name some things we don’t like about teachers.

I don‘t llke teachers when they plick on kids who

‘have been bad in the past and they are always

yelling at them for things they didn‘t do.

When they are prejudice.

When they blame things on vyou and you didn’t do

nothling.

When they yell at the whole class.



Ann:

Jim:

Art:

Harry:

Ann:

Art:

Shirl:

Art:

Harry:

Art:

Ann:

Jim:

I don‘t like teachers when they punish the whole

class.

Some teachers are nosey, they get into your

business.

How do you know it“s going to be a good day.
The teacher smiles at you.

When teachers come in happy.

What are nlice teachers?

A nice teacher who gives you a few minutes to

yourself

What’s a mean teacher?

A teacher who always gets on your case
What do you think about flghtling?

I don‘t think it solves anything

Fightlng iIs wrong, it Just entertains other klds.
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Leader:

Keith:

Jim:
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On Tuesday we listed problems and symptoms of
problems within the four categories. Today, T want
us to come up with just one, that you think is very
important - important enough for us to spend the
next three days deliberating, or discussing and
coming up with a plan of action. Let’s review our
list of problems, then I want individually, without
talking to each other to come up with one thing. I
will ask you to defend your choice. We will not

take a vote, or will not necessarily go with the one
thing that most people want, one person may be able
to sway us, for example, Shirl may think that we
should settle on "keeping the school clean", no one
else may have chosen that. Shirl, however, may bhe
able to change your minds. Let’s take a few minutes
to think about our choices, then write them on a
piece of paper. You may list anything from our list
of problems or you might come up with a new problem.
(After a five minute recess - children will state

and defend their choice)

I think that prejudice between kids is the number
one problem, because if you stop some of the
prejudice, then you would stop some of the fighting

and other problems.

I think that the problem under the learner category

and 1is judging people by their looks- because when



Dan:

Harry:

Art:

Jim:

Londa:
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kids talk about each other and start talking about
the way you look, and the way you talk, and start

looking for differences, then that starts fights.

I think that the problem is fighting because 90% of
arguing turns into fighting and if we stop fighting

then we would get along better.

I think that the problem is prejudice because it
hurts people’s feelings and starts fights and it
interferes with your work because people make fun of
you and the way you look and you don’t feel like

doing your work.

I think that the problem is rumors, like people will
go around saying you like someone and you really

don‘t and that starts fights.

I think that It is prejudice, because we are all

different, but that shouldn‘t matter

I think that is prejudice - because prejudice causes

fights and it also keeps you from getting jobs

Leader: What would say about what Londa has said as far as

Jim:

keeping on task is concerned.

I think that she is probably talking about that |if
you get into a lot of fights your school work will

reflect it. If you don‘’t get along and are not |



163

happy, then you won’t feel much like doing a good

Job in school.

Keith: You will also have a bad attitude about school. Most
bad attitudes come from not getting along with
others or not feeling liked and if you don’t feel
that the teacher and other klids llke you, you don’t

do your work as well, because you don‘’t care.

Leader: Harry, Shirl, Keith, Jim, Ann, Londa, Shay, all
think that prejudice is the number one'problem. Do
any of you want to change to one of the other
problems? Are you convinced that student prejudice

is the number one problem?
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