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The full-year package of EXPLORING CHILDHOOD materials includes
items selected from each module of the course. Important
materials from this unit which are not included in the full-
year selection are: "Around the Way with Kareema," "At the

Doctor's,"

"Oscar at School," and "Seiko at School." Any of
these materials may be obtained separately and used with this

guide.
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Overview

The teacher's role in Beyond the Front
Door is to help students look for the
values and childrearing practices children
encounter beyond the front door, and to
consider the messages children receive
from people outside the family who care
for and interact with them. Students will
also examine the interrelationship between
the messages a child gets at home and the
messages he or she gets from beyond the
home.

At the fieldsites, students themselves

are important participants in the chil-
dren's early encounters. In interacting
with children, it is important for student
caregivers to take into account the values
and practices of a child's family, the
values and practices of the preschool, and
their own values and sense of what to do.

Goals

The goals of Beyond the Front Door are

to help students consider messages trans-
mitted by the people children encounter as
they begin to experience the world beyond
their immediate families; to give students
a look at the socializing influence of
these encounters; and to help students
gain insight into their own socializing
experiences outside their immediate fami-
lies.

Some of the materials in this unit and

in the final unit of Family and Society,

Children in Society, look at childrearing
practices in different cultures and under
a variety of circumstances. This diver-

sity is presented to help students:

- learn to respect the validity of dif-
ferent beliefs and practices, which
grow out of history and continuing
tradition as well as out of present
needs and circumstances;

- realize the complexity of another's
ways, and the difficulty of under-
standing them;

- consider one's own beliefs and prac-
tices in a new light.

Materials

The materials for the unit consist of
primary data from children's interactions
with the world beyond the front door:
films documenting interactions, autobio-
graphical accounts, a section from a
novel, and an anthropologist's and a
psychologist's observations of interac-
tions.

The student boecklet, Beyond the Front
Door, is arranged in magazine format.
Because it contains more reading material
than many EXPLORING CHILDHOOD booklets,
you might do the reading in a variety of
ways:

read in class, either silently or
aloud by you or student volunteers;

read in small groups;
assign for home reading;

- make into extra credit reading for
a few students.



If some of the reading is too difficult
for some students, you might select ex-
cerpts from these pieces or omit them
altogether.

Relation to
Other Materials

Beyond the Front Door relates strongly
to materials from both the Working with
Children module and the Seeing Development

module. Of particular interest will be
"Fieldsite Previews" (pp. 16-30 of Getting
Involved), What About Discipline?, A
Child's Eye View, and Making Connections.
You will also want to draw on other units
from the Family and Society module--in
particular, Children at Home, The In-
quirer, and Childhood Memories. Children
in Society will suggest to students ways
of answering questions and concerns which
these materials raise.

Values of Families and Schools

While preschools may be only one of

many early influences in a child's life,
schools and their socializing effects

will have particular interest to you as a
teacher, and to students who are both at-
tending and assisting in schools. Beyond
the Front Door focuses on the relationship
of a parent's values to the socializing
effects of schools. In addition to look-
ing at how effective schools are--or
should be--at carrying out a parent's
goals, the class may wish to look at other
roles schools play in socializing chil-
dren, keeping in mind that the effects of
all schools may not always be the same:

What roles do schools play in teaching
children socially accepted behavior?

What roles do schools play in deter-—
mining a student's future career and
future economic or social status?

How much effect do schools have in
relation to home and community?

SOCIALIZATION IN STUDENTS' LIVES

Socialization is not something that
affects only children. From time to time,
help students think about how they social-
ize and are socialized in their everyday
lives.

For example, informal discussions might
focus on aggression, dating, cheating,
and male and female roles. As a discus-
sion progresses, raise questions such as:

What do you feel is acceptable in this
area of behavior? What values lie bhe-
hind your idea of what is acceptable?

Where do these values come from? How
did you learn them?

Role-playing situations might include
dealings with:

- parents (using the car, getting your
curfew extended)

- teacher or school authority (changing
a grade, dropping a course, getting
released time)

- employer (getting hired, expressing
complaints, getting a raise, having
your hours or work assignment
changed)

friends (borrowing money, telling
unpleasant truths)

- fieldsite teachers (planning an
activity, discussing a child)

- children (interceding in an argument,
assisting in an activity)

Put individual situations on 3x5 cards.
After each brief role play, have the stu-
dents who watched discuss the ways in
which the participants behaved. Why did
the "actors" do what they did? What
understanding about roles and about the
other person did their behavior suggest?
What values were revealed in their
actions?



Fieldwork in the High School

In Beyond the Front Door, students are
encouraged to observe the educational
environment of a young child, both in
films and at the fieldsite. Students are
urged to think about two gquestions:

What are the goals and values held by
the preschool teachers in the films
and by the staff at the fieldsites
where students are working?

How are the stated goals and values
reflected in classroom practice?

You can apply these same questions to the
high school situation, to help students

examine their own educational experience.
Following are some suggestions for inter-
viewing and observing in order to take a
closer look at the values of your school.

Ask students to interview the superintend-
ent, principal, vice principal or other
administrator about his or her goals and
values for the school. They might make

up a brief list of questions, such as:

What are your goals for this school?

Where do you think the goals are most
successfully reflected?

What are you proudest of?

What do you think is the biggest prob-
lem in this school? Why?

Students can first try the questions out
on you and on other classmates, eliminat-
ing those that seem vague or too general
and adding others that refer to any con-
crete policies or innovations in your
particular school. (See The Inquirer,
Guideline #2 on interviewing.)

Several students can then make an appoint-
ment with the administrator and arrange
for some way to record the interview,
either by jotting down the responses or

by tape-recording the conversation.

Having asked administration and staff
members to articulate the school's values,
students might ask themselves how they
would expect these values to be reflected
in the behavior and routine of the school.
They might also interview a teacher about
his or her goals for a class before
observing the class. Afterward they can
consider the ways in which the teacher's
values were reflected in actual practice.

For example, one school's particular goal
might be that students learn to be respon-
sible for their own learning. One way to
measure how well this goal is being re-
alized in a classroom is to look for how
much the teacher controls interactions,
how much the teacher follows students'
initiative, and how much students talk to
and learn from each other.

Students might look for the following
interactions:

- the teacher talking to the class

- the teacher talking to an individual
student

- two students talking to each other
- a student talking to the teacher

Which kind of interchange happened most?
What values are reflected by the frequency
of certain kinds of interchanges?

Students might use the following form

in observing and analyzing one of the

school's classrooms. They should feel
free to add or delete questions, or to
make up their own form.



OBSERVATION FORM

Name of Observer

Date

Class

Name of Teacher

Number of Students

Grade

Time of Observation o'clock

to o'clock

Observation

In the first five minutes of your
observation sketch a floor plan of
the classroom.

Describe what was taking place during
your visit. (Were several things go-
ing on at once?)

List some of the materials and equip-
ment in the classroom.

Analysis

Did any of these activities demon-
strate the values of the school? in
what ways? (e.g., If a goal of the
school is flexibility in classes,

did any activity show students moving
around the room? If a goal is atten-
tion to individual needs, did any
activity offer options?)

What topic(s) were discussed?

What did you like best about the
classroom?

What did you like least about the
classroom?

Did you see anything that you weren't
expecting to see? What?

Variations

L

Two students could observe the same
class and compare their observations.

Arrange to visit a class in another
school. 1In what ways is it similar
to and different from your own?

THINKING ABOUT YOUR OWN SCHOOL

After comparing their observations, stu-
dents might discuss:

What are your goals for your own educa-
tion? What do you think are your
parents' goals for your education?

What do you value most in your current
high school experience?

How do your personal goals and values
compare with those of your teachers?

In your observations, what did you
think were the most positive aspects
of the classes you observed? How
would you change the classes?



Introduction:
oncentric Gircles

To help students think
about people beyond the
family who influenced
their own childhood.

Purposes:

To consider the impact of
such people on growing up.
Time: 2 classes.
Materials: Beyond the Front Door, p.
3; mural paper, drawing
paper, crayons, scissors,
glue, magazines, photo-
graphs and memorabilia.

INTRODUCING THE UNIT

After reading the description of the
spheres of people and experiences children
encounter as they develop, students might
list in their journals (and/or brainstorm
on the board) all of the people they can
remember meeting outside of their families
before they were six. Some examples of
memories might be:

the Riley girls next door, who played
house and hide-and-seek with me

Tom, my first "boyfriend," who played
trucks with me when we were five

- my baby-sitter, who let me wear my
braids loose when my mother was away

the kids in my cabin at camp, espe-
cially Mary, who was so homesick

my grown-up cousins, Harvey and Jack,
in Canada

If you choose to do the journal activity,
students might read their lists afterward,
in small groups. By sharing their lists,
students usually remember even more people
and events from their childhood, and add
to their lists.

Recalling specific incidents may help
students remember the people they knew

in those years. They can continue adding
to their lists during discussions and as
homework. They might look at old photo-
graphs or ask their parents to help them
remember.

Students might do the journal activity
described on page 3 of the student booklet
before or after the following "mapping"
activities.

MAPPING THE INFLUENCE OF PEOPLE

These exercises will help students con-
sider the effects of their childhood
encounters with people beyond the front
door, and to recognize that not all
acquaintances had an equal impact.

Instructions to students: Using letters
of the alphabet, label the people on your
list, top to bottom, a, b, ¢, etc. Then
list your immediate family and number
them: 1, 2, 3, etc. Next draw three con-
centric circles, filling a page of paper



people from beyond your immediate family,
writing those with strongest effect
closest to the inner circle.

in your journal. Label the small circle
at the center "ME."

MURAL ACTIVITY

Making a mural creates a composite repre-
sentation of the class's experience as
children with people "beyond their front
doors." Students might draw the people
listed, and the types of settings in which
they were encountered (stores, doctor's or
dentist's office, playground, neighborhood
streets, preschool, etc.). This work
could be done on drawing paper at desks,
cut out, and later glued to the mural,
while a few students work out a "map" on
the mural, following the circle pattern
(see p. 2, student booklet). Or students
could look for appropriate pictures in
magazines. Some students might have
photographs or souvenirs of their early
experiences, which can be added to the

Within the circle closest to ME, arrange
the numbers of the people in your immedi-
ate family according to who had the most
effect on you as a child. In the outer

circle, put the letters referring to

mural.

eabstun Lrue Pope

latroduction 3

What messages do people bayond a child's immediate family
give him or her?

What sense do children make of messages ransmitted ininter-
actlons with people bayond the fronl door?

How do chilgren respond to messages from people beyond
their immediate lamiies?

Introduction

Family is an early and power-
ful influence in a child’s life. It is
usually not lang. howaver,
before “oulsiders” begin to
enter into children's axperience.
communicating what alltudes
and behaviors are expectad of
nim of her. You migh! imagine a
child's growing social wotld 2s a
series of circles,

The three circles could be
dalined as follows

The first circle: the womb, A
controversial issue among ex-
perts s whether of not the
baby has behaviors, atiiudes,
interactions, and expariences
belore birth.

The second circla: the imme-
diale tamily, Who ls present
In this circle?

Third circla: a child's
immediate world beyond the
Iront door. Who may be
present in Ihis circle? Will
difterances in physical envi-
ronment also affoct A child's
behavicr and allitudes? In
what ways?

journal activily: the family circle

Let your memaries run Iree.
What do you think are some ol
the behaviars and allitudes you
learned from your immedale
family guring your first four or
live years? What were some of
the routines ol your home? Try
1o recall conversations or exper-
lences you had with your par-
anls and siblings and/or other
lamily mambers who were
Important in your early lile. You
need not wrile full sentences
Jusl put down the worda or
phrases that come to you as you
try lo mmember the sights,
sounds, smells and feelings of
the early years of your life,
discussion activities: the third
circlo

® In small groups, discuss: Who
was one ol the first people
outside your immedate famity
who had an efiecl on you?
What was the affect? Brain-
starm: Whal are some of the
differences in personal inter-
actions thal a child might en-
counter outside the imme-
diate family?

* Asaclass discuss: What new
greund rules do children need
1o lzarn for interacting with
people beyond their imme-
dale family?

film viewing:
“around the
way with
kareema”

This film shows some of the
weekend actvities ol a four-
year-old, both at home and in
her neighborthood. Kareema is
the youngest daughler in her
family. Her family is close, and
stil very central 1o her life. Her
three  older sisters, Debbie,
Celeste, and Felicia, help to take
care of her. Kareema, In turn,
has a rale in helping lo care for
tha littlz boys, Jamal, Hasib, and
Armin

As you take a glimpse at
Kareema's lite. look far
» the values and behaviors she

islearning In et family,
= the kinds of people she en-

counters bayond her family,
o what she may be leamning
fromihem.




FOCUSING ON THE EFFECTS

After doing the journal-writing activity
students might comment on why these scenes
stand out in their minds.

To discuss the "Third Circle" questions,
each student might choose one person from
the mural or concentric circles exercise
who had a memorable effect on him or her.
They should then explain in their journals
the ways in which that person affected
them, afterward sharing their memories in
small groups. Students should relate how
old they were at the time and who was
accompanying them.

They should discuss why they think the
encounter was significant. Groups might
then be asked to discuss similarities and
differences in values--those we learn
from our families and those we learn from
people beyond the front door.

To consider the "ground rules" they fol-
lowed for interacting with new people,
students in small groups might role play
their first childhood meeting with the
person they described as having had a
strong effect on them. Afterward they
could consider these questions:

How were they advised to address the
person? (Mr., Miss, Mrs., Dr.,
Reverend...)

What warnings were they given? ("Be
polite." "Don't talk to strangers.")

What cues about how to act did they
pick up from the person they were meet-
ing? from the person they were with?

Did the person they were meeting allow
them to do something that their parents
did not allow?

Did the person forbid something that
their parents did allow?

Did the person expect they were able
to do something that their parents
thought they were unable to do?

What effect do they remember having
on the other person, if any?

Film Viewing:
Around the Way with Kareema

To consider the encounters
of a child, Kareema, be-
yond her front door; how
she reacts to these en-
counters; and how these
encounters and reactions
relate to her life at home.

Purpose:

Time: 2 classes.
Materials: Film, "Around the Way with
Kareema" (20 min.); Beyond
the Front Door, p. 3.

Kareema is five years old. This film
shows some of her interactions with mem-
bers of her family, with children in her
neighborhood, and with people in two
stores--a neighborhood variety store and
a supermarket outside the neighborhood.

View the film all the way through to get
a general sense of it before viewing indi-
vidual segments more closely.

Kareema's parents discuss the values they
hold for rearing their children. In view-
ing the f£ilm, students should look for
instances that they think reflect the
family's influence on Kareema. The par-
ents feel that their primary task is to
build "a good foundation" for their chil-
dren to grow from. They also believe

that the family should be a cohesive unit.
Following are some of her parents' wvalues.

Responsibility: "Black families living

in the urban city have to, when they're
large, they have to be responsible to each
other, the big brother, the big sister,
the one next oldest, on down the line,

and you hand that down. Each one had

the responsibiilty to look out for each
other.... We try to give them the sense of
development by giving them responsibility
to the younger brother and sister...like
we give Kareema a little responsibility

at a time."



Independence of Choice: "With our kids,
we may express some of our values...but
as far as they're making the choice, they
should develop their own values."

Education: "We explain to them that they
go to school, that we're working on our...
education, to further our education, even
though we're adults...and to make our-
selves more skilled, to make a better life
for all of us.... Not just for them, for
everybody in the family. And that way, we
influence Kareema to learn. We tell her
to learn more so that she can develop very
early in her life."

Positive Ethnic Identity: "And black
identity. Yes, I buy them all the black
games and black books...black dolls, be-
cause they have to have something that
relates to them.... So they can learn
about black history.... If you want them
to have some background, some knowledge
of themselves, you have to start it at
home, and encourage them at home."

You and the class might look and listen
for other values expressed in the film--
e.g., economy and strength.

FILM TRANSCRIPT
Father: Kareema has three older sis-
ters--Deborah, who is 19;
Celeste, who is 18; Felicia,
who is 10. She has a younger
brother, Hasib, who is 18
months, and two nephews-—-
Jamal, who is three years old,
and Amin, who is one year old.

At Breakfast

Deborah: Sit down.

Kareema: Well, I got the same color you
got, boy.

Deborah: Here, you want this one?

Father: A black family that lives in

a city, they have to be re-
sponsible to each other. We

Mother:

Deborah:

Kareema:

have daughters; we try to give
them the sense of development
by giving them responsibility
to the younger brothers and
sisters.

She looks out for the little
boys and she takes good care
of them. She feels if she's
hungry then they must be
hungry. Every time she eats
she fixes something for them
to eat.

Get the door.

Who is it?

Going to Market

Mother:

Kareema:

Mother:

Deborah:

Mother:

Deborah:

Even though I might take a
cab, I still end up saving.
Because we are poor and I try
to get the most for my money.
At the store I go to, out, the
quality of service is better,
the quality of food is better,
than it is in the ghetto.

What's that for?

That's the price list, come
on.

At the community store on cer-
tain days of the month, the
prices are higher. At the
store that is out, the prices
are usually the same. And
maybe that's because it is
mostly an all-white neighbor-
hood.

No, no, you can't buy that
many -

Two, two.

You can't get that many. One
butter and one plain. Go get
a plain.

The plain is blue. Go get a
blue one. Take this one back.
Take two back and get a blue.



Mother: We can't afford to buy three.
Okay, now stop. I've spent
all the money. (To Kareema)
I know you can't carry it.

On the Block

Father: The girl across the street,
Michelle, of the Taylor fam-
ily, she plays with a great
deal. Lisa and Deede, they
live right in the same house
on the first floor of the
Taylor family.

Kareema: You can't have no company.
Stop, I'm not playing with
you, girl.

Children: Miss Sue, Miss Sue, Miss Sue,
Gimme A, B, C...

Father: And there's the twin Dicarta
girls. The smallest of the
two she plays with her mostly.

Mothex: I think she is just about the
youngest on the street.

Father: We worry that she doesn’t run
across the street, get hit by
a car. But we also tell her
to stay on the street. Do not
wander off. Don't take any
time up with any strange
people.

Mother: Not to accept...money or candy
from any strangers.

At the Corner Shop

Bill: You'll lose your job that way.
(Shopkeeper)

Assistant: You'll lose your job like
that, man.

Bill: You want money every night?
You don't get money every
night. You wait to payday.

Child: What day is payday?

Assistant: Every six days.

Child:

Children:

Bill:

Child:

Bill:

Kareema:

Bill:

Kareema:

Celeste:

Bill:

Celeste:

Bill:

Celeste:

Bill:

Child:

Bill:

Okay, in six days.
Hi, Bill.

Hi. Do you want something,
baby? What else?

Salt.
No salt, baby.

I want some of those and one
piece of gum.

This?

Yeah.

No, no, no, no, no.

What does she want? Don't
give me no jiving now. Out-

side, just go.

Come on, Kareema, tell him
what you want.

My woman quit me.

When? Which one, what's her
name? The one on Blume Way?

I don't know which one. What
does she want with this?

Bye.

Which one? Bye, now.

Playing a Game

Child:

Deborah:

Celeste:

Felicia:

Deborah:

Celeste:

No, I'm taking it.
Frederick Douglass.

Give me Martin Luther Xing,
give me Martin Luther King.

No, I want Martin Luther King.
I don't know that other man.

Okay, I'll take Joe Lewis
here.

"Benjamin Banniker, born 1731,
died 18 years early. A genius



Mother:

Celeste:

Deborah:

Celeste:

Deborah:

Felicia:

Deborah:

Celeste:

Deborah:

Mother:

Celeste:

Deborah:

of his day. Made first
American clock...."

I buy them black games and
black books, black dolls. Be-
cause they have to have some-
thing that relates to them.

So they can learn about black
history. Because it is only
since the late 60s that they
started getting black history
in school. Some schools still
don't have it.

"Dr. Charles Drew born 1904-
1950. Pioneered research in
bleood plasma...."

You have school history. Did
they tell you how Charles Drew
died?

No.

How did he die, Felicia?
I don't know.

Didn't I tell you?

I know, I know. No. He died
because he went to a white
hospital and they wouldn't
give him no blood. They told
him to go to the black hos-
pital that was across town.
By the time he got there it
was too late and he was dead.
And your time's up, Kareema.

That's not fair because you
started talking to her.

If you want them to have some
background and some knowledge
of themselves you have to
start it at home. Encourage
them at home. And that way
if you put the foundation they
can always build on it.

I won. Where's the prize?
Where's the prize? Where's
the prize?

Right there!

Celeste:

Deborah:

Father:

Mother:

Father:

Celeste:

Deborah:

Celeste:

Deborah:

Celeste:

Father:

Bedtime

Kareema:

Mother:

Where?
That knowledge on the table!

That's enough cutting, you
don't need more than that.

I don't have to be at work
until 5:00. I wanted a job
with those kinds of hours so
that I would be home when
Kareema got home from school.
Because she looks forward to
that. Most of the time I try
to cook before I leave. And
if T don't then Deborah cooks.
And then she's home for the
rest of the evening.

OK, take the gum out of your

mouth. ¥You can't eat your
dinner with gum. You know
that.

Just because she wants a pri-
vate secretary.

So?
So.

That's all you do is stay on
the phone anyhow.

Am I benefiting by calling the
driving school for you? BAm I
benefiting? How?

She knows that I go to school.
She knows that her mother goes
to school. We tell her why
we go to school, to make our-
selves more skilled--to make

a better 1life, for all of us.
That way we influence her to
learn and tell her to learn
more that she can develop very
early in her life.

Mommy. I have to tell you
something.

Oh gee, what do you have to
tell me, Kareema?



Kareema:

Mother:

Kareema:

Mother:

Kareema:

Mother:

Kareema:

Mother:

Father:

Mother:

Father:

Mother:

Father:

Mother:

Father:

Kareema:

Father:

Mother:

Father:

Kareema:

Mother:

I have to tell you.

Okay, you can come and tell
me.

Can you get me some birthday
hats on my birthday?

Yes, when your birthday comes.
It's not your birthday now,

is it?

No.

That's all you had to tell me?

No. I want some vitamins.

You don't need any vitamins
tonight. Come on, in the bed.

Be a good girl.

I think it's wrong for parents
to try and put their values on
their kids.

She has to have her own values
to please her, to make her
content. To make her func-
tion. Because her life goes
on. Because she's into the
future. I'm the past. I can
only hand down my wisdom or
her mother hand down her wis-
dom.

She's supposed to sleep in
her own bed.

Like you sleep in yours.
You're so silly tonight.
Goodbye, Kareema.

Play, Mom?

Goodbye, Kareema!

No, you can't.

Good night.

I want to sit with you.

No, you can't.
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Father:

Mother:

Kareema:

Mother:

Kareema:

Mother:

Kareema:

Mother:

Kareema:

Mother:

Kareema:

Mother:

Kareema

Mother:

Father:

Kareema:

Mother:

Kareema:

Mother:

Good night!

You've got to go to bed. And
get your rest. Otherwise
you'll be tired. Then you'll
fall asleep in school.

I want to put something on my
finger.

I don't see anything wrong
with that finger. I don't see
anything there. I don't see
anything on that finger at
all.

I know, but it hurts.

You must have smashed it in
the door or something because
you don't have a splinter or
anything in it.

Put a bandaid on.

I don't have another bandaid.
Let me see.

Go to bed, Kareema.

I saw one.

Go to bed, Kareema.

I saw one.

Come on, good night. Good

night.
Good night.

Wait. Fix my lunch.

You're not going to have one.
Kareema, get out of here and
go to bed.

Can I have a pear?

You can't have anything. You
never want to go to bed.

Most times the best jobs that
black people could get was
when I was looking, to be a
teacher, or you get a job in



the post office. But now it's
not a closed thing. Now there
are so many different avenues
open. They can go to college.

gonna be a dummy? Huh? Go
to bed now, I'll see you in
the morning.

They can go into a technical Kareema: My finger hurts.
school. They can set their
own goals. They see that life Mother: I don't see anything wrong
itself is a learning experi- with your finger, Kareema.
ence.
Kareema: It hurts.
Father: Their values will probably be
different than our values. Mother: It doesn't hurt. Go to bed.
Mother: Of course, because each gener- Kareema: My thumb's broke.
ation is different.
Mother: I don't see anything wrong
Father: The only value I have right with your thumb.
now as far as she's concerned
to grow up to be a strong, Kareema: Well, it still hurts. I want
beautiful black woman. to go to sleep now, cut the
lights. Cut off the lights.
Mother: Come on, big girls don't cry.
Come on, come on. It's time
for you to go to bed. 1It's The following incidents and sample ques-
eight o'clock. tions could provoke a discussion of the
family's influence on Kareema at home
Kareema: I don't want to go to school. and outside the home, the influence of
people beyond the family on Kareema, and
Mother: Well, you got to go. You Kareema's reactions and interactions.
INCIDENT SAMPLE QUESTIONS

Kareema is having breakfast. One older
sister and the three little boys of the
family are present.

Kareema goes to a supermarket outside
her neighborhood with her mother and

one of her older sisters.

Kareema plays outdoors with her friends.

Kareema goes to a neighborhood store
with her sisters.

The family has dinner,
history game.

then plays a black

Kareema prepares for bed.

Is Kareema assuming responsibility for the
younger children? How does she respond to
each of them?

Who influences Kareema's learning in this
situation? What may she be learning?

How does Kareema respond to these two
girls? How is she like or unlike the way
she was at breakfast? at the supermarket?
Why? How may the age of Kareema's com-—
panions affect her behavior?

How does she behave here?
learning?

What may she be

What might Kareema be learning in each
situation?

What messages might Kareema be receiving
from her mother? How is Kareema affecting
her mother? her father?
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We can assume that these incidents are not
unique, but are repeated often in similar
form during Kareema's early years.

How might such incidents contribute to
Kareema's "sense of self"?

How does she tailor her responses to
each situation and person? How do you
think she learns to do this?

When viewing the film a second time, you
might stop it after each incident to allow
students to add to their first impres-
sions. Use these questions, and others
you or students raise.

EXPANDING ACTIVITIES

Referring to the concentric circles (p.

2 of the student booklet) have the class
make a similar diagram for Kareema, show-
ing the people with whom she interacts.
What messages may Kareema be getting from
the people and situations that fall into
these different spheres? For example,
Kareema might get the following messages
in the neighborhood store:

From Celeste: I know that I can depend
on my sister to take me to the store,
but my choice of items is limited by
the amount of money we are able to
spend.

He will talk to
want to buy. If

From the proprietor:
me and ask me what I
I don't speak loudly and quickly he
will wait on someone else. He will
joke easily with my big sister. He's
the boss of his store and people don't
fool around with him.

From the girl next to Kareema in the
store: This girl decides what she
wants and doesn't wait for him to serve
me. She can go before me because she's
older, or maybe because she speaks up.

From the act of going to the store: I
know what items this store carries. My
selection must be one of those items.
The store is more personal than the
supermarket--the proprietor knows us
and jokes with us. We know the other
people in the store.
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Students may do this exercise in groups so
that they can pool resources and come up
with as many responses as possible. They
may want to look first at all the messages
Kareema receives and gives in the family,
then at the messages she receives and
gives outside of the family. Later, you
and the students might discuss similari-
ties and differences in the messages and
how messages from one sphere of experi-
ences—-at home--may influence another
sphere of experiences—--outside the home.
For example:

Can Kareema be dependent on her older
sisters both at home and outside?
Explain, giving examples from the film.

How does Kareema behave when she is the
oldest in the group? when she is the
youngest? Why? (Consider her at home,
at the supermarket, on the sidewalk or
her porch, at the corner store.)

How do various adults respond to

Kareema's questions? (Consider the
man stocking the milk cooler at the
supermarket, parents, sisters, and
the man at the neighborhood store.)

PARENT INTERVIEWS

The parents' narration in "Around the Way
with Kareema" was excerpted from a taped
interview in which the film maker asked

some of the following questions:

What are the children's responsibili-
ties?

With whom do the children usually play?
Where do they play?
Where can't they play?

Have they picked up any traits from
people outside of the family?

Is there anyone outside of the immedi-
ate family who has had a strong influ-
ence on the children's lives?

Do you have much to do with other fam-
ilies in the neighborhood? How are your
children involved in these interactions?



What kinds of questions do the children

ask about people? What kinds of things

do you tell them about other people?

Do you worry when they go outside?

About what?

Are there ways in which you encourage
them to be independent?

What worries do you have about their

growing up?

Have your values for your children
changed much from your parents' wvalues

for you?

for the changes?

If so, how do you account

Are there ways in which you try to

affect your children's future?

to in-

fluence their developing interests or

skills?

Can you think of ways in which your
children influence other people?

From whom do you get advice on rearing
your children?

Students might interview other parents of

preschoolers, using these questions and/
or their own, about values they hold for
their children and about how the chil-
dren's world outside their home affects

those values.

In the Park

Purposes:

Time:

Materials:

To sharpen students'

observation of what occurs
in interactions between

children and adults.

To help students recognize
and develop tolerance for
a range of childrearing

styles and practices.

1-2 classes.

Beyond the Front Door, pp.

4-8.

4 In the Park

areading &
observation

When childsen begin Lo fiave contact
with people outside theie homes, they
quickiy fearn how others expect them to

sidults and other ehildren;

strangen, acqusintances, and
fritnds;

o with possession, public property,
ard 1he environmen,

In short, by exposure to the
expectations of others, chiliren add 1o
theis senve of what is acceptable in theis
wxciety.

In & public place, Ihe & park, play.
ground, of supermarket, it is easy o ol
terve how people ralse their children for
life beyoad the front deor. About
twenity  years  ago,  anthropologist
Manhs Wolfensteie studied  French
Itearing practices in the parks of
5. Her obiervations and conclusions

were included in the book Cheldband in
Copterporary Cultures. As you resd
this sclection, keep thoe thoughts in
mind

s ‘Thechildren shom she watched may
now be parents themselves. Do you
imagine thoy are hehaving as thelr
pareets did?

What might encourage them 16 raiso
their children as they were rajsed !
What new influences might affect
them, and cauve them to act differ-
cntly® Whar kinds of differences
would yau expect (o vee?

french parents
take their
children to the
park*

In Parisian farilks i bs & reguler
souting ta take the chiid
This s a good dtastion
serve how Freach chikdren
relstions with one ansther and
wdults whi bring ihers t the park....

Foe the French each family circle s
peculiarly selfincloned, with the family

mensbers chosely bound to e another
and a feeling of extreme wariness about
intrytien from outwide. Thia feeling
carried over when parents take ther
children to play In the park. The chil-
dren do ot leave their parents o joi
ather children in 8 communal play area
In fact. there are fow commanal play
facilities—an occasional sand  pile,
some swings and carrousel, fo which
one munl pay admibion and to which
the chikdren are cvoueted by the parents.
The sl procedure is far the mother
for otber adult who brings the children
1o the park) 1o establish herelf on &
hench while the children squat directly
at her feet and play there in the wand of
the patk. Where there is 2 1and pile
children frequently Ml their buckets
there and then carry the sand 1o where
mother is sting and depemit i 3t ber
tent. ...

There seem to be & continual mild
anxbey that posssssions will get mixed
up in the park, Mothers are constantly
checking on the whereaboens of their
chiideen's tom and relurning toys 1o
ether mathers. One womin hands 8 toy
shavel wo another, saying: Cleat d vous,
imadarie? |15 this yours, madam?] Toys
seem 1o be reganded as the possessbons
of the parents, and mislaid ones are
usually restored (o them, While parents
are concemed 1o keep teack of thelr
awn <hild's toys, they seem particularly
apnet if thelr child has picked up some-
thing belonging (o aniber and are apt
ta slap the chikd for bt This happens re-
gardless of whether there has been any
dispute and where the owner may be
quite unaware that another child has
wicked up samething of k.

The folloxiog lacidents illusrate
these snitodes. A gid of abowt teo iy
bokting & cellaiond fish belmging 1o &

* Regwinted from Margaret Mead and
Marths Woffeanein,  Childbood in
Contemporary Cultures, by permirsion
wf the Univernty wf Chivaga Pres
Cogprigkt € (955 &y ihe University of
Chicogo

In the Park §

bay of about the same age. Though the
boy rakes no protnt, the siteadant of
the gird scoldingly telb ber to give it to
him, peshes her forsand, and after the
gitl has handed the foh o the boy,
hutles ber back 1o her own bench.

A girl of about fwo has picked up a
Veather strap from a nelghbwring groap.
Her nurse reproves her, takes het by the
hand, and returas the strap. A e la:
ter a boy of abost the vame age, befong-
ing to this neighboring family. plays
with the little giel. phes wp her pail,
and keeps it while the lnide girl is fed by
her purse. The boy's grandmother be-
comes aware that he has the pail, his
hire an the buttocks, scakly, and. taking
him by the hard, returm the pail o the
girl's nurse. In front of the nuric she re:
peatedly hits the bay abwut the hesd
and ears.....

Among American children isves of
awnership versas sharing tend fo arise
whes twa children dispate sboat the

et

wse of & toy, What is considernd dealr-
able s that tbe child should learn 1o
share hin plaphingy, which are his
property, with athers. French childrea
seem to bo taught samething quite dif-
ferent. Toys ate familial property, and
thous belonging to each family must be
kept separate. Just a5 the children with
their parents or other familial aduly
form & chose lintle circle in the park, so
their belongings should remain withis
the circle. The child who brings bnto
this chisle something from  cutside
seem (o be introdecing an intrisve ob-
Ject. which arouses all the negative sen-
timents feks. but from poliseress nod di-
rectly eapressed. tomard outikden. At
the sarne tiese it i an olfense to the oul-
siders, whane belongings are thus dis-
placed, and retitution and apologies to
them arc requined. Alio, as French
adalts are much preocsupied with prop-
erty and with increaving their own, they
have ta ward off the temptation fo da w0
by illegitimate meany. The child's easy
way of picking up others” things may
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Reading about childrearing practices

that are quite different from those gener-
ally observed in America can help students
understand that the way children are
trained varies greatly from one culture to
another. By discussing points from the
reading and doing an observation exercise
in their local area, students can think
about how childrearing practices vary, and
how the differences are partly determined
by cultural traditions.

PROCEDURE

You might begin by reading aloud the first
set of "Questions for Discussion" (p. 8,
student booklet) and asking students to
recall and reexperience through fantasy a
childhood scene in a park or playground.
(For an example of a teacher leading such
a fantasy activity, listen to the Module
IITI "Classroom Experiences" record, side
I, band 3.) Students might describe such
a memory in their journals. Another in-
troductory activity, "How Many of You...?,
is described on pages 16-18 of this guide.

Handling the Reading

Able readers might be asked to read the
article and note which of the French prac-
tices they would be surprised to see
occurring in parks in their own neighbor-
hoods. They might also note practices
that they would expect to see in parks
near them.

For students with reading difficulties,
select and read aloud several passages.
Ask them to discuss their reactions to
each of the practices you read about.
The reading might be done in six small
groups with each group reading material
under one subhead:

"French Parents Take Their Children
to the Park"

"Sacred Solidarity of Brothers"
"Acceptance of the Little Ones"

"Grownups Stop Children's Aggression"
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"Restraint in Motor Activity"
"Childhood Is Not for Fun"

Each group could then discuss how they
would handle these issues and compare
their ideas to those in the reading.

Then they could report to the class before
discussing together the remaining ques-
tions for discussion on page 8.

In considering the "French way" of han-
dling aggression, students should realize
that there are many theories on the
effects of suppressing anger in childhood.
These theories range from the belief that
the suppressed anger will emerge later in
the form of ulcers or hostility, to the
belief that habitually suppressing anger
will decrease angry feelings and behavior.

Recall "The Worst Thing" activity (p. 19,
Family and Society, Part One, Teacher's
Guide). What would the French consider
to be the worst thing a child could do in
the park? How does this compare to stu-
dents' own beliefs?

OBSERVATION ACTIVITY

Allow time for students to discuss where
they will go to make their own observa-
tions (p. 8, student booklet). It might
be interesting for students to observe in
pairs or teams so that they can compare
their observations and conclusions about
childrearing influences.

When students present their findings, ask
them to compare what they have seen to
what was described in the French reading,
looking for similarities and differences.
With this comparison in mind, students
might add common practices and "varia-
tions" in childrearing to the "Childrear-
ing Charts" (p. 20, Family and Society,
Part One, Teacher's Guide) begun earlier.

In conclusion, reread the last section of
Wolfenstein's report. Ask students to
hypothesize about the view of adulthood
that underlies the types of childrearing
practices they have read about and those
they have observed. Students might like
to discuss how they feel they have been



trained to function as adults in their own
The following gquestions might be

society.
posed during the discussion:

Do different societies have different
values for adulthood? What are they?

Are these differences reflected in the
ways in which each society trains its
children? How?

Or do different societies simply have

different theories about how to rear
the same kind of adult? Explain.

How Many of You...?*

To stimulate curiosity
about how one's own
behaviors and attitudes
developed.

Purposes:

To focus attention on
ordinary behaviors and
attitudes as products of
socialization.

To foster the realization
that others may view

and act with children in

patterns quite different

from one's own.

Time: 5 minutes warm-up.

PROCEDURE

This warm-up activity can be introduced
whenever you feel it would be a useful
way of launching a discussion. List six
to eight possible behaviors and attitudes
that relate to whatever situation the
class is about to discuss. For example,
the following was prepared for discussing
"In the Park."

*Our thanks to Sidney Simon and Howard
Kirschenbaum, from whose work we adapted

this strategy (cf., Values Clarification:

A Handbook of Practical Strategies for
Teachers and Students. Hart Publishing
Co., 1972).
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If you were a parent, how many of you
would :

- tell your children not to talk to
strangers?

- want your children to stay close to
you in a public place?

- tell your children not to touch other
children's toys?

- want your children not to get dirty
while they play?

want your children to be friends only
with children of your own friends?

- want your children to fight their own
battles?

- want to take advantage of every inci-
dent to teach your children something,
or to give them a task to perform?

Or, as children, how many of you:

played only with your own toys?

- played with children younger than
yourself?

- got in trouble for getting dirty while
playing?

were told not to talk to strangers?

were told not to play with certain
children?

- took care of younger children?

- had parents who intervened in a fight
or argument?

Here is another sample list, prepared for
use with the Children at Home films:

RULES

The following three rules should guide
any "How-Many-of-You" lists you make.

1. Keep the list short--no more than six
to eight items.



Do not discuss any items until after you
have gone through the entire list. During
the discussion following the "inventory,"
give students an opportunity to qualify
and explain their responses, and to con-
sider implicit issues in more depth.

2. Include some items that can lead to
issues related to the focus of the
lesson you have planned.

3. Vary the level of sensitivity of the
items: too many "heavy" issues may
distance students or overload discus-
sion. Each guestion could be taken in turn for

discussion, or students could be asked

individually to select one of the ques-
tions and give reactions to it. You can
also pose specific questions for discus-
sion arising from items on the list. For
instance, in discussing the first sample
list of items for "In the Park," students
might be asked where a particular belief
has come from--from agreement or disagree-
ment with their parents' practices? from

a tradition in our society?

How Many of You:
...eat your meals sitting on the floor?
...use napkins when eating?
...frequently read while eating meals?

...frequently watch TV while eating
meals?

The following samples may trigger ideas
for "How-Many-of-You" exercises for other
parts of Family and Society.

...wash your hands before eating?

...use chopsticks?

...eat at least one meal a day in the
company of your full family?

...adhere to a particular diet? (e.qg.,
vegetarian, kosher, fish on Fridays,
Lent, to lose weight?)

...talk about issues of importance
during mealtimes?

In class, read your items aloud, one at a
time. Students should indicate their re-
sponse to each with:

- a raised hand (affirmative response)

- a "thumbs-down" gesture (negative
response)

- folded arms (undecided)

- no action at all (do not wish to
respond)

To avoid influencing the students' re-
sponses, you should hold your own response
until after most students have taken a
position. Ask students to decide gquickly
--remind them that parents and caregivers
usually do not have time to ponder deci-
sions about their actions.

B In the Park

hard 1o caich the rings., Attenvion!
Regande ton trovail? Regende bien
chan-chan’ [Look out! Watch what you
are doing! Watch carefully, dearl] Au
milfiew, indicating with her finger the
misddle af the ring at which the child
should  aim.  Doucensent!  [Gentlyl]
When & child used his stick to beat time
instead of to catch rings, the old woman
scolded him for this frivafity. ... . Thus,
even on the carrousel, children have a
task fo perform. The elders direct, con-
mend, and rebuke them, They are not
there just for fun.

The paradox from the American
point of view ks that the Freach grow up
with a great capacity for enjoyment of
life. The adult enters fully into the
pleasures which have not been per-
mitted 10 the child. There seems 10 be &
sucsessful sealiation that plessure iy
ot taboo, but only postpaned. The
sang of Charles Trenet, Quand ftais
peeit [When | was little], ends with the
triumphant, On a'est pluy petit! [One is
ao longer little}—everything is now per-
mitted. It remains one of the puziles of
French culture how this cffect s
achieved: that the restraims o which
children arc subjected have only a tem-
porury influence and do not encumber
the adult with lasting inkibitions.

Il we compare Americam  and
French, it seems as though the relarion
between childhood and adulthoosd s al
mont campletely opposite ia the two cul-
turcs. In America we regard childhood
a3 @ very neatly ideal fime, a time for
enjoyment, an end in itself. &

questlons for discussion

# Think back to when yoo were four or
five. Who might have been the one fo
take you to a park or public place?
How would you have reacted 1o ofher
children? How would the perion
with you have encouraged you Ioact?

» How do you think the way that these
Freach sdults treated aggression in
their children affected them? How
do you try to handle the aggressian
ofchildren at your fieldsite?

@ How do French adults treal other

issues that arise “'al the park™? Haw
do you treat those Bsues? Why?
observation activily

Choase a place where parents {or
caregivers) and children are spending
time together in public—a park, a chil-
dren's shoe store, or & museum, for e1-
ample. Spead about half an hour
wazching what they do and what they
say ta ane anather. Try to jat down as
wnany deraiks aed incidents as you can,

Here are same thiogs to think about

while observing:

® What do the adulls enconrage?
How? What do they discourage?
How?

® Over what bsues do adults exert
contral?

* What kind of attention do children
try to get from adults?

& How much attention do children pay
to other children? Whar kind of
interactions oceur?

Childrearing  practices vary from
cauntry to coontry; for instance, Freach
and American children are raised some-
what differently, In the United States,
where many cultures hove come
together, such variations can be seen. If
passible, go ta another nelghborhood in
yemr city or tawn, or to an area where
you think childrearing attitudes and be-
haviars might be different from (hose
among peaple you know, and make a
second cbrervation. Choose & semting as
simmilar to your first one as possible—a
supermarket if yoo chose that the first
time, 3 playground i you chose that the
first time. Follaw exactly the same pro-
ceduse in doing your observation,

Share your observations with your class.
males. Then look back over the state-
ments Wolfenstein made aboul:

« what adults encouraged and dis-

couraged,

o children's behavior patterns.

As a clasy or individually, what general.
izations can you suggent aboat present-
day ckildrearing in yaur own nefghbor-
hood bazed on what you and your
classmates have observed?
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How Many of You: ...think the place of women is in the

home?
...are influenced by others in what
you wear? ...play a musical instrument?
...approve of parents spanking chil- ...have ever seen a dead body?

dren?

...think brides should wear white?
...play competitive sports?

... know someone who has stolen some-

...enjoy eating meals with your family? thing?

...use a car to get most places? ...think grades should be abolished?

...have lived in this town all your ...watch TV more than two hours a day?
life?

...go to a religious service regularly?

18



Growing
Sense of Seli

The Expectations
of Others

In "Mini-Dialogues"; the f£ilm, "At the
Doctor's"; and the reading "Big Enough
to Go Alone," doctors are examples of
people who probably have an influence on
the children they come in contact with.

Purposes: To consider the messages
destructive of one's self-
image that children may
encounter outside the

family.

To examine young chil-
dren's reactions to
prejudice.

To look at the ways in
which parents try to help
their children cope with
such messages.

Time: 4 classes.

Materials: Beyond the Front Door,

pp. 8-17; film, "At the
Doctor's."

Suggested
Speakers:

People with professional
responsibility for chil-
dren.

In the Park §

From the pecple around them,
chilgren recaive messag:
them who they are and wh
expact 1o graw up 1o be. As
nomé af these mass
of rejec h

The Expectations of Others

“There are many people outside of the
family who know children in

¥ childhood. Children know
i their ious capacitics—rel s
neighbar, babrsltter, starekeeper,
clergyman. etc.—and learn what bebav:
lor each expects of them. In the pext
three selections, ehildren are capomed 1o
the expectations of doctory.

As you meet these doctons, conibder
the following question:

® What kinds of childrearing practices

eapest fram the chil-

fcarsgivers?

and anticudes do they
enpect from the children?

= How do the children react 1o the dos-
tors and 1o the mesiages they trans-
mil? What sense do the children
make of the messages?

® What behay

mini-dialogues

In the fallowing reading.® wriften in
1971, an American mother describes
her threeyear-old's experience with
doctors in France

*Freew @ lener by Jane MiMobon
Kennady
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Three overall questions are suggested in
the student materials (p. 9). It might

be useful to refer back to these, as stu-
dents acquaint themselves with each of the
three readings to see whether students can
expand on their ideas with each additional
exposure to portraits of doctors.

CLASSROOM SPEAKERS

You might invite a pediatrician, family
doctor, or school nurse to class, to talk
about their own behaviors and attitudes
toward children. People in other pro-
fessions that affect children--school
principal, social worker, child psycholo-
gist, or divorce lawyer--might also be
invited. The questions mentioned above
could be used as guidelines for formulat-
ing questions to ask the wvisiting pro-
fessional. In addition, ask:

What impact do you believe your work
has on children?

Mini-Dialogues

After students have read this brief report
by Mona's mother, ask them to recall (or
ask their parents about) their own early
experiences with a doctor. Was the doctor
friendly, humorous, trying to put them

at ease? What do they recall most about
their doctors? Do they recall the doc-
tor's suggestions about their own behavior
--comments about thumb-sucking, toilet
training, food and sleep patterns? Do
they remember any instances of the doctor
giving advice to the children themselves?
to the adult who brought the child to the
doctor? Were they ever sick away from
home, and seen by an unfamiliar doctor?
How did they react to this person?

Film Viewing: At the Doctor’s

In this film, a family doctor demonstrates
a good deal of general interest in the
development of the children. During the
course of the film, he gives clear mes-
sages to the mother and children about the
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film viewing: [ he Reinforcement Theory
“at the Pychaloght 8 F. Skinzer believes
o that people’s behavior is shaped by
doctor's positive seinforement (prase and re
ward] and negative reinforcement
(blame and punishment), Children |
A child's semse of self grows out af | learn ata very eatly age that other pea.
Three awarenesses! ple are a source of such encouragement
o individualicy—1 am mysell, different | and discouragement, and their sense of
and separate from others, sell is by thee respotses 1o
« similarity—Bat who elsc um | like, | theirbehndor.
and in what waps? & What ceamples of pasitive 286 nega
s cipectations of cthen—Hos do tive reipforcement can you find in
athers see me and what o they the film " At the Doctor'y™?
expectaf me? * Can you ghe an example of frin-
As jou watch this film, look fur forcement that you have given a
instances in’ whick the adults define chilid ar your fiekdsite? Whar effeet
their vitkans of each of the chikdren, and did it have?
sateh the ways in which the children re ® Can yeu think of any reinforcement
spond ta the adults’ view of them, vou have seen children give cuch
E cther? Whit happened?
questions for discussion
& What qualitics doey the doctor sec in
Mark? iz FlI? What meisages da
you see Atm giving esch child !
o How docs Mark reapond 1o menages
shout himsell?  Which does he

secept? How doss 11 handle mes-
)
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way he sees the children's personalities
developing.

Before showing the film, discuss the first
paragraph in the student booklet (p. 9)
about a child's sense of self. BAsk stu-
dents to supply examples of such messages
and suggest that they look for similar
examples in the film, as well as at their
fieldsites.

FILM TRANSCRIPT
Mother: My children do not like to hear
her cry. So whenever she cries
during the night I hear the
pitter-patter of little feet com-
ing across the hall and, "Why is
she crying?" And, "Is it neces-
sary?" and so forth and so on.
Doctor: As you say my children, you look
at one child. 1Is that right?

Jill: She wakes me up a lot.




Mother:
Doctor:

Mother:

Doctor:

Mark:

Doctor:

Mark:

Jill:

Doctor:

Jill:

Doctor:

Fo o 1 I

Mark:

Doctor:

Mother:

Doctor:

Mother:
Doctor:

Mother:

Yes, Jill. Doctor:

I think it's one child. Mother:
Mark can pretty well weather the
storm.

Mark puts up with a lot of
things, don't you, Mark? Is
this baby going to be like you?

Doctor:

Oh yeah.

You'd like her to be, wouldn't
you? T would too. Mother:
But I hope she doesn't cry any-
more. Doctor:
She woke me up last night.

Doing what, crying? Why don't
you like to hear her cry?

Because I like to get sleep.

You do. Jill, that's news. You
never used to like to get sleep.
Why do you like to get sleep now?

Because I won't be tired in the
daytime.

Mark:
Like, if she wakes up four times,
1'11 wake up about twice. Doctor:
Oh Mark. It's nice to have that
kind of regulator. Is he like
his daddy?

Yes, his daddy is quite even-
tempered and easy-going; and he
can take most anything in his
stride.

(to Mark)
them off.
be neat.

Why don't you take
Would yvou? That would
Great!

Mark is quite helpful. Mark:

Mark is helpful?

Doctor:

And so is Jill.
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I bet Jill is.

They do quite a lot. They get
diapers for me. And they help
change. And they watch her if I
have to leave the room. They are
really quite helpful.

It's really the payoff, having
children old enough when you get
a baby, isn't it? Because they
really can participate. Does
Jill do things for her?

Oh yes. She helps feed her.
Don't you, Jill?

Mark, you're great. I don't know
whether it showed on the film but
you see him take her fingers out
so0 he didn't hurt them. He's
very gentle with her. That's
pretty hard to do, isn't it?
Mark, you're really neat. Mark's
learned a lot about babies with
this one, haven't you? See how
he picks her up, he puts his hand
right under her head. Up under
her neck and her shoulders, so he
doesn't let her head flop. Does
she ever smile at you?

Uh huh.

See if you can make her smile.
You know a lot about her, Mark,
because you sort of know how to
pace yourself. Do you know what
I mean by that? You sort of wait
until she's ready to get active
and you hold her hand when she's
free like this and looking at
you while you let her go and you
don't intrude. Then when she
seems to need something you lean
down toward her and talk to her,
which is awful nice. And obvi-
ously you're thinking about her.

Don't start crying, don't start
crying.

(to Jill) Can you feel her pull-
ing on the bottle when you put it
in her mouth? As you see, a baby



Jill:

Doctor:

Jill:

Doctor:

Mark:

Jill:

Doctor:

Jill:

Mother:

has to adjust pretty rapidly to
lots of changes when her sister's
giving her the bottle.

Sometimes she lets you know when
she doesn't want any more milk.

How does she do that, Jill?
She doesn't open her mouth.

If you've watched the baby learn-
ing, having to manage the nipple
while Jill's giving it to her,
she's had about three different
postures with her mouth. And the
marvelous thing about a newborn
baby is that they can do this.
They can shift from one position
to another and keep right on go-
ing, with something they care
about, like sucking on the nipple.
And this baby now is getting a
real experience with her sister.
She's learning a lot about her
sister. And she's learning a

lot about how to adjust to the
nipple. So this is what I think
of anyway as infant learning.
What do you think she's going to
be like when she's a big person?

When she gets bigger she'll prob-
ably be good in kick ball because
we could feel my mother's stomach
and she kept on kicking and kick-
ing.

She would be good in handling
fights.

Yeah, what would you like for her
to be when she grows up?

A mother.

During my pregnancy Jill espe-
cially noticed the enlargement
of the abdomen and wanted to know
why and when would the baby be
here and how much bigger did I
have to get before the baby would
come. And then when she started
moving, I let them feel the baby,
the activity, which they enjoyed
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Doctor:

Jill:

Doctor:

Jill:

Doctor:

Jill:

Doctor:

T

Doctor:

Jill:

Doctor:

Jill:

Doctor:

Jill:

Doctor:

Mark:

Doctor:

quite a bit. And at different
times we could point out the
extremities of the baby which
they thought was quite interest-
ing.

Really. You could feel him in-
side your mommy's stomach. How
do you think it felt to your

mommy when she was in her tummy?

Bad.

Bad.

She had awful pains. And cramps.
What do you think about that?

A mommy having pains when she

has a baby.

I just hope I don't have one.

You hope you don't have a baby?
Because it really hurts.

But you just said you wanted her
to grow up and have a baby, I
thought you would like to grow
up and have a baby, too.

Oh, no.

You wouldn't?

I'd have to go all through that
trouble.

Do you think it's worth it oxr
not?
Well, I think it's worth it.
Well, I don't think you do think
it's worth it, though. You don't
sound like it. Do you think your
mommy thinks it's worth it to get
another baby?

One more!
No. I bet you wanted a baby boy.

Don't you want her to have an-
other one?



Mark:

Jill:

Doctor:

Jill:

Doctor:

Mark:

Doctor:

Jill:

Doctor:

Jill:

Mark:

Doctor:

Mark:

Doctor:

Mark:

Doctor:

Mark:

Doctor:

Yeah, yeah.

Then you might take your chances
and it may be another girl.

That's true.
worth it.

It might not be

Everybody says to Mommy, "I hope
she has twins," and she says,
Iloh. n

Oh, how would you like to have
twins?

I would. A boy and a girl. One
for Jill and one for me. Double
the trouble.

Double the trouble.

I'm not going to get married when
I grow up.

Why? Why not?
I don't like getting married.

I'm going to live with my cousin
when I grow up.

Is your cousin a boy or a girl?

A boy.

So you don't have to get married
and have babies. And things like

that?

I'd rather have animal babies
than baby babies.

Why is that, Mark?

Because they're more easier. And
they don't cry or anything like
that.

And they don't make you have
fights.

How about your husband, how is he
adjusting to the baby?

Mother:

Doctor:

Mother:

Doctor:

Jill:

Doctor:

Mother:

Doctor:

Mother:

Doctor:

Mother:
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Well, he's working quite a bit
but somehow he has taken more in-
terest in this child. When Mark
was younger he could do anything
for Mark that I could do. And
then when Jill came along he kind
of lost all his interest in the
baby, as babies themselves. Now,
when she got a little bit older--
she was small--but when she got a
little bit older he would handle
her. But he didn't want to
handle her.

Was this because she was so dif-
ficult?

Yes, yes. With Mark he did any-
thing for Mark that I could do.

Really.

My grandmother was holding me
and while she was holding me my
brother was sitting next to her
and so he snatched me out of her
hand.

Your brother did? He started
fighting pretty early, didn't he?
Well, tell me this. Does he like
Jill being as active and as wvital
and as exciting as she is now?

Yes.
I bet he does. What is he like?

I don't know him very well. Is
he like Mark or is he like Jill?

He's like Mark. He's a big
fellow. He's 6'l" and he weighs
225 1bs.

Wow!!

He likes to romp and play with
the children. But he is quite
even—tempered, easy-going. Well,
very easy to get along with
actually.



After the film, discuss the questions on
page 11. If time permits, show the film
a second time and observe in depth the
individual personalities. Suggest that
each student choose one person to watch
closely, noting what the people say,
their body movements, and their facial
expressions. Afterward, ask students to
make some journal notes about what they
observed on the second viewing that they
missed on the first.

Alternately, the second viewing could

be silent, with students considering

what their chosen person on the screen

is thinking: What messages is the person
receiving? How do his or her silent
messages differ from what he or she ac-
tually says? (See "Silent Viewing," p.
58, Family and Society, Part One, Teach-
er's Guide.)

THE REINFORCEMENT THEORY

B. F. Skinner is one psychologist who has
worked on the assumption that behavior
can be shaped. He has explored this shap-
ing process, which he calls "conditioned
learning," by experimenting with pigeons
and other nonhuman subjects. His theory
on how learning takes place has been
widely applied to advice for parents, de-
sign of textbooks, and therapy for mental
patients. Underlying Skinner's theory of
conditioned learning is the process of
providing positive or negative reinforce-
ment; this process is briefly outlined in
the student materials.

If students are confused by the meaning

of positive reinforcement, they might
consider the physical definition of re-
inforcement: the addition of material to
support and strengthen a structure so that
it better serves the purpose you have in
mind for it.

What does it mean to reinforce a
sagging beam? a seam on a dress?
the binding of a book?

What are some ways that people can
support and strengthen behavior in
others? (Positive reinforcement)
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What are some ways that people can
weaken and discourage behavior in
others? (Negative reinforcement)

Feeling Reinforcement

Ask students who observed and took the
roles of different people in the film to
consider:

Who encouraged or discouraged you?
In what ways? How did you feel?

Whom did you encourage or discourage?
In what ways? How did they seem to
react?

Students might discuss these questions
in small groups, one for each person in
the £ilm. Each group could then report
to the rest of the class.

Examples of positive reinforcement in the
film might include the doctor praising
Mark's maturity for not being a nuisance
over the baby's c¢rying, the mother saying
that both children have been helpful with
the new baby. Jill receives almost no
reinforcement of her attitudes toward the
baby, or only negative reinforcement. She
is told that she is making her mother's
sleep more difficult. The mother keeps
readjusting the way Jill holds the baby's
bottle. Is Jill's self-image as a fighter
reinforced in any way? How?

Students might also like to consider the
ways in which their behavior has been/is
being reinforced by others.

How did/do your parents encourage and/
or discourage behavior in you? vyour
teachers? vyour peers? others?

How does what people encourage or dis-
courage in you affect your sense of
who vou are?

ACTIVITY

Ask each student to make two lists of
behaviors in a particular child at their
fieldsite: one list of behaviors that



they would like to support, one of
behaviors they would like to discourage.
Next to each list, individually brain-
storm ways of supporting or discouraging
those behaviors (cf., "Ways of Encourag-
ing or Discouraging," p. 24, Family

and Society, Part One, Teacher's Guide).
In small groups, students might share
their lists and discuss:

Big Enough to Go Alone

In this reading, students meet a very
different doctor, and a nurse who echoes
his opinions. The children's mother
suspects that the children will have a
difficult experience; yet she cannot bring
herself to go with them. Students may
wish to consider how the situation might

How are the lists of desirable and have changed if the mother had been along.

undesirable behaviors different for

different children? To Francie, the doctor was an outsider

who sized her up at a glance, categorizing
her as poor, dirty, and ignorant. How
did she handle these statements from an
awesome stranger?

In what ways are behaviors reinforced
for different children? for different
students?

Ask students to reminisce about their own
childhood. Were there times when people
sized them up by their appearance or by
the circumstances in which they were
found? Students might also try to recall
incidents in which people's (or their own)

How do the methods students suggest
compare with Skinner's reinforcement
theory?

12 The Expectations of Others

“big enough to
go alone"*

Chitdren  encounter many  people
beyomd the fzani door. Some they know
peoemally, like neighbors or family
dictors. Others they cunter only
briefly. yet brief ewounters can also
leave their mark

In the folioming episode,® two chils
dren from an Irish family lving in New
York City i the 19300 meet & public
health doctor and narse, and the vacel-
mation scar is not all they receive.

1ix. Katie had held Francie back
withing bath children 1o enter school
together so that they could protest sach
olber sgainyt the older chilifren. On a
dreadful Saturday in August, she
stopped in the bedroom fa speak to
Ihem before she went off (o work. She
swakenad them and gave [estructions

“Now when yoa et up. wath your-
wehves good and when it gets (o be eleven
wielock, go around the corer 1o the
public health place, tell them o vacei-
nate you because you're geing to schoal
i September "

Francie began o tremble Neeley
bard into tean.

"You coming with e, Mama®
Francie pleaded

“I've got o ga 1o work, Whe's going
1o do my work if Tdon't?"" acked Katle
covering up her consclonce  with
indignation

Francie sald notklag mose Katie
kaew that she was letting them dewn.
But she coukde’s belp it ahe just
coubln't belp it. Yes. ahe thould go with
ther s lerdd the comfort and authosity
of her preserce. but ahe knew she
coubdn't stand the ordeal. Yet. they had
to be vaceinated. Her being with them
ot somewhere elie couldn't take that
tact wway. 5o why ghouldn't one of the
thtee be spared? Beside, she said 1o
her conscience, s 3 hard and bitter
world. They've gar 10 Lve in it Let them
et hardened young to take care of
themuelyes.

"Papa’s going with ue then sauf
Francie hopefally

“Papa’s at Headiquarters walticg for
3 job. He wor't be home all day. You're
b cnmugh 10 go abone. Bevilss, It won't
hurt.”

Neeley wailed on a higher key. Kalie
could hardly stand that. She loved the
boy so much; Part of her re:
poing with them was that
bear 1o see the boy hurt . .
& pin prick. Almmt she deckdad 10 yo
with them. But po. If she went she'd
Tose half & day’s work and she'd have 1o
make it up an Sunday moreing, fe
sides. sho'd be sick afterwants. They'd
manage somehow without her. She
hurried ofT to ber work,

Francie iried 10 console the terrifiad
Necley, § akder boys had fald him
that they cut yoer arm off when they got
you in the Health Ceeter. To take his
mind off the thing. Francie tsok hin
dasn into the yard and they made mad
ples, They guite forgot to wah ay
marma had told them to.

I hey almost forgot aboui eleven
a'chock, the mud pic making was
s beguiling. Their haeds arad arma goo
very disty playing in the muad. At fen 1o
elmven, M. Gaddis hung out the win
dow and yelled dosn that theis muher
had told her to remind thee whe it
was near oleven o'clock. Necley finlslod
aff his last mud pie, watering it with his

slaw dragging steps the children walked
around the corner.

They took their place on 3 banch
Bekind the frosted giass doar where the
ng tasiness was going an, there
teady bawling punciuated y &

ing and then a pale chikd sould cone
out with & strip of pare white yaure

SAbridged from pp. 120125 in A Treo
Grows in Brooklyn by Hete Smith
Copyeight 1943, 1997 by Zey Smith
Ay permission of Harper & Row,
Publishers. Inc
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about Bis left asm, His mother would
rush and grab bim ard with » foreign
curse and a thaken fiv at the frosted
door, barny M oat of the tortare
chaniber,

Francic went in trembling. She had
never seen a doctor or a nurse in all of
her small life. The whiteness of the .
furm, the shiny eruel instruments laid
oul on a napkin on a tray, the smell of
antisepeics, and capecially the clowdy
sterilizer with its bloody red cross filled
her with tongue-tied [right,

The rurse pulled up her deeve and
swabbed 3 vpot clean on her left arm.
Francie saw ke white doctor coming
towards ker with the cruelly-poised
necdie. He foomed larger and larger un
til he seemed to blerd into a great
needle. She clowd her eves waiting o
diz. Nothing happened, she felt noth
Ing. She opened her exes slomly, hardly
daring to hope that it was all aver, She
found ta her agany, that the doctor wan
still there, puised needie and all, He was
staring at her arm i distaste, Francie
Inaked too. She saw a small white arca
on a dirty dark brown arm. She heard
the doctor talking ro the nurse,

“Filth, filth, filth, from moening to
night. 1 knea they're poor bet they
could wash. Water is free and sasp is
cheap. Just look at that ares, purie”

The nurse lovked and clucked in kor.
et Francie stood there with the hot
Damepaint of shame  berning  her
face. .

A!m the doctor’s outburst,
Francic stood hanging her bead.

She was a dirty girl. That's shat the
doctor meam. He was falking mor_
qaietly naw asking the nine bat

kind of people could servive; that it
would be a better world if they were all
sterilized and cobldn’t breed anymare

Did that mean he wanted her to die?
Wanild be dosomething to nake hee die
because her hands and arms were dirty
from the mod ples?

She looked at the nune. To France,
all women were mamas like her gwn

mother and Aunt Sissy and Aunt Eyvy
She thaaght the nurse might Ly some
thing Lke:

4 play in dist”* But
be numse actually sald ws,
UL ki, Bsn't i terrible® [ sympathize
with you, Doctor. There i no excuse for
thete peaple iving in flth, ",

When (he pesdle jahbed, Francic
never felt it. The waves of hurt started
Iny the doctor’s words weze racking het
body and drove out all other |
While the nurse was capertly 1
strip of gauze around her aer and
doctne way putting bis instrument In the
sterilirer and taking aut a fresh needle,
Francie spoke up.

“My brocher is sext. His arm It just
a1 dirty as mine 30 don’t be surprisad
And you don’t have 1o tell him, You
told me.* They stared at this bit of
Bumanity who had became so strangely
articulate. Francie's voice went rgged

i 1 him,

on't do no good. He's & by
't caze if he is dirty.” She
turned, stumblal 3 Ettke and walked
ot of the room. As the door chnad, the
heand the doctor's surpeised voice

U1 ohad no ides she'd umdertand
what | was saying." Ske heard the nurse
say. “Oh, well,” on a sighing note. i

auestions lor discussen

o What mesoges did thes hter
actions con

* mesages from the
i

nures expectations?
Francic expect of the rurse and why*

o What docs Francie expect of el (1
Win*
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first impressions of children (and/or
adults) were mistaken, based on snap judg-
ments or stereotypes.

Why might the doctor and nurse in the
reading have assumed Francie didn't
understand?

The class might discuss some ways in which
adults can prepare children for the people
they are likely to meet "beyond the front
door."

How is this issue handled by adults in
the Childhood Memories autobiographies?
in the selections "Learning About Dis-
crimination" and "The People to Be
Like"?

Questions for Discussion

As students discuss the questions on page
13, they may wish to talk in terms of what
people expect of others. Francie expected
the nurse to be sympathetic. Why? Ask

students to list people from whom they ex-

pect certain behavior: e.g., bus driver,
police officer, youth group leader.

What did they expect of these people?
Where did these expectations come from?

Once students have described the expecta-
tions displayed by people in the incident,
they should discuss the effect of these
expectations and messages on Francie's
sense of self. Students might consider
each of the four doctors who are presented
in the unit (mini-dialcgues, film, and
story) in terms of what they seem to ex-
pect from their young patients. Students
could write in their journals how they
think they might have felt about each
doctor's messages.

Learning About Discrimination
and The People to Be Like

These readings are adult recollections of
childhood experiences involving coping
with negative messages. Reading the inci-

14 As Good As Anyone

* s Hremd - Mo

In the twvo readings that follow,
adulis recall carly experiences thal
affected their sense of personal worth,
Like France, they felt “labeled™ by
people wham they encountered aulside
the protection of their familis.

As you rtead, try o answer (he
following questions:

« How did the writers feel 2t the time
about themsehes?

» How did they feel about the peaple
from whom they recelved  these
messages?

w How did they respond ?

learning about
discrimination™

While | was will too young for school.
1 had already fearned something about
diserimination. For theee or four vears
my irseparable playmates had been two
white boss whose parents ran a store
acrosy fhe street from cur home in
Atlanta, Then somethiag began 1o hap-
pen. Whea 1 went across the sireet 10
get them, their parents would say that
they caukin’t play, They weren't untile:
they fust made excunes. Finally, | asked
my mother about it

Every pareal al some time faces the
problem of explaining the lacts of lifo w0
his chitd, Just as incvitably, for the
Negro parent., the monent comes when
he must explain to his offspring the

facts ol segregation. My mother 100k
me on ber lap and began by telling me
about slavery snd how it had ended
with the Civil War. She teied to explain
the divided aystem of the South—the
segregated sshook, Testaurants, the
ateny, housing: the white and colored
signs on drinking fourtainy, waiting
roam, lavatoriey—as 4 tocial condition
rather than @ natural ovdes. Then she
saiil the words that almost every Negro
nears before he can yer understand the
injustice that makes them necessary:
“You are us good as anyone."

My mather, as the daughter ofa sue-
cessful minister. had grown ap is com

*Reprinted frovn Martin L
Stride Towsnd Freedor
Harper & HRow, Py 1986
Copyright © 1358 by Martiv Luther
K. dv.

At Good As Anyone 15

parative cambart. She haid boen sent 1o

t available school and college
and kad. in general, bees pr
frem the worst blights of d
ination. But my father, 2 sha

manded attention.

1remenibered @ trip W dovntosn
ahoestoce with Father when 1 was still
small. We had sat down in the tine
emply seats at the front of the stare. A
yourg white elerk came up and mur-
mured politely

Tl b Basgapy o wait on you if yad W
st mene 10 thase seans in the eear.”
“Thers's
nothing wrong with these seati. We're
rtble heee”

My father  answernd,

£ sald b clerk, Ut penll
Fave fo move.""

wan't buy
he ook me by
@ store,

: ever seen
my fatber w0 angrs. | il romember
the street bedk i
re how long 1
rer, 1wl pever

And De rover hase | oremenibersd
viding with him anoter day when be
accidentally drove paat o stop sign. A
policeman pulled up to the car and
saiil

My father
por by~ Thy i e s i
abay, I'm a ma il yon call me
ame, Dwill not fisten 1o you.*

The policeman was s shocked that

he wiote the fisker ap nervonsly, and
Ieft the scenc as qulckly as possible s
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dents aloud may give students an oppor-
tunity to hear the various ways hurtful
messages may be transmitted. The messages
can be loud and direct, or subtle and low
in tone. The situations should be exam-
ined both in terms of the incident and in
terms of the roles and responses of the
individuals involved.

Role Play Activity

It may help students to empathize with the
characters and to put themselves into the
situation if they are asked to reread the
selection with a role-playing assignment
in mind.

You might take the role of the negative
message-giver and have the child role
(Martin or Ruth) taken by a student. The
child can then relate the incident to his
or her parent, another student, who can
then respond to the child.

to the
effect

Observing students might then react
parent's method of response and its

on the child. The role players can dis-
cuss how they felt while playing the role
--as a child experiencing a situation, as
a parent attempting to help the child deal
with the situation, as an outsider giving
the message.

NOTING THE ADULT RESPONSES

Students should note the methods that the
adults in these readings used to prepare
children for negative encounters with
people beyond the front door.

In "Learning About Discrimination':

Martin Luther King's mother used the
incident to "teach" her child about
discrimination. Her explanation dealt
with history and current events and was
not specific to that particular con-
text.

The father's language and manner trans-—
mitted his feelings about racial dis-
crimination to his son.

16 As Good As Anyone
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the people to
be like*

Exery time they sas each etber
Augant — st
aften, since we Lved around ner
from each ather — my grardmother
and mother discassed whether 1o buy or
1 ks the dress, 1 was finally desided

week

that ey mother would make the dress
herself 50 that it would be just what they
wanted for me to wear that first day of
kindergarten.

It wans s hnportant to them — how |
Tooked — and they Felt it would make a
preat deal of difference 1o a teacher —

especially for a litthe girl with an lalian
name. They s wanted ber to think wel)
of me,

[T —

my waiting
mother and grandmother? They would

asked ws w do wmething, | owan s But what could | el

3 .
My wosher dropped e ol at te oy rc w1 ecilkd skgm b that 1

front door of the great, audere brick

builiing that morning. she said, *“Re-
membet, Ruthic. be a good
canctly what the tzacher says.” How !
wishied | were buck {n my lving room
with my wide-eyed sounger sistors, who
were probably by this fime having 3 cup
of tea with grardma.

1 tried 1o skt carefully in the circle so
23 not to mess the pew dress which the
teacher hadn't noticed yet, but which |
hoped she would acknowledge in some
wity. | didn't want her to think § wac
just anothes one of those Ttalian kids 1'd
heard about who didn't amount 1o
much in school, 1 was 50 shy — 1
cauldn’t think of a wiy 1o tell her all the
things stored in my head that 1 had
heard endiessdy repeated arvund family
cups of tea by my parents and sunts
anad uricles wha all fived chose by That
we may be Italian, but we were Protes-
tant after all, and didn't thal mean we
were almost like everybody elie? And
that my parents had been 1o schoal, too
— to college. But somchow if your
namie was ltalian, all those things dida't
matter, You will were not, well, nat like
the peaple 1o be like

But even though | couldn’t say any af
thow thing to the teacher, when she

was really able, that my family was re-
spectable, and that 1 was like those
other people whose houses  looked
different from ours — just kind of plam
and nice, nstead af with fussy gantens
in front, like ours.

The zeacher askad us each o place &
chair in front of us, and gave us each a
Tong, black shoclace. Ske had ux put it
around the chair back. and then tried to
teach us (o the @ bow, How struggled! |
was shaking and feit hot all over, While
1 was still irying hard, the ieacher said.
“Sorre of you have done beautifolly.
ALl of vt wha have done so wel) can
o down o the gymnasium to play, The
others of yau will have 1o stay liere 1o
practiee.” Such a little thing, it seemsin
retronpect, but how well Lremembier the
wave of shame that spread over mel
Already 1 had failed. The teacher was
calling aul the pames of those who
could po 1o the gym. 1 couldn’t make
my arms move, my fiegers 1y, Hat o
hard core of something rose in iy
throat and somehow spped the sab.
“Never,” | thought, "never again will 1
e caught thiy way. Next rime and every
time after that 1 il do it first. This
Bo way to g2t to be Like the people to be
lke.”

be o disappointed. | planned my firse
conscioae subterfuge that moment: |
el them pothing about the inci-

dent, | gues 1 never learned mose
during any school day after that than |
did during my fiest one there. =

Questions for discussion

® What messages did cach of these
children reseive from family mem-
bers? from  people cutside the
family? What feclings ang reactions
did each have?

» The experiences of Martin Luther
King, Ruth Creola. and Francie Mo-
lan occurred earlicr in this centary.
Do you know of any experiences
similar w0 these that have happened
to present-day children?

» How can a pasent or person working
with young children help them
understand wich experisnces?

« How can you help teach young chil-
deen aot w label or look down on
others?

* A memory retoid by Ruth Cresle.
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In "The People to Be Like":

What image of herself does Ruth get
from her family? How does her family
transmit this image? What may have
influenced her family's ideas?

What do you think were the teacher's

goals? Might Ruth's experience have
been avoided? In what way?

In the Student's Own Experience

Depending on the willingness of the class,
a discussion of experiences occurring
today could include things happening to
other adolescents, or to themselves, in-
cluding supportive reactions.

Where might children you know run into
negative messages like those received
by Francie and these two authors?

How are these destructive messages re-
ceived by the child? How can you tell?

How can an adult provide positive sup-
port for a child?

Consider also instances in which the mes-
sage received by the child is different
from the message intended.

CLASSROOM DEBATE

At this point the class might like to con-
sider how parents can best prepare their
children for the outside world. You might
present the following opposing theories:

Many people, feeling that the outside
world can be chaotic, uncaring, and
unresponsive, hold the theory that
children should experience unrespon-
siveness in their homes in order to be
prepared for it in the outside world.
For example, a father who wanted to
teach his son a lesson asked him to
jump from a table into his arms. When
the child jumped, the father didn't
catch him and let him fall. His reason
for doing so was to teach his son to
be wary.
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Another theory, reflected in the verse
"Children Learn What They Live," on
page 17 of Beyond the Front Door, holds
that being responsive at home and £ill-
ing a child with love and a good self-
image will help him or her to be strong
in future situations.

What do students think? You might ask
them to write their opinions in their
journals, then divide the class into
sides for a formal debate on the issue.
The class could debate for and against
the resolution that parents should prepare
their children for the worst in the world
by sometimes acting unresponsive and un-
caring at home. A moderator can run the
debate, calling alternately on supporters
of and dissenters from the resolution.

Peer Influence

To consider how children
influence and are influ-
enced by their peers, i.e.,
children they associate
with from other families.

Purpose:

Time: 1 class.

Materials: Beyond the Front Door,

pp. 18-19.

The quotations on pages 18 and 19 are a
collection of children's own statements.
As a class, consider:

What causes one person to become a
friend, and another not to be a friend?

What role do friendships play for chil-
dren? (Consider "Rachel at School" and
the Martin Luther King and Ruth Creola
readings, as well as fieldsite observa-
tions.)

Are there different types of friend-
ships at different ages? (Refer back




to what students learned about develop-
ment. Recall at which ages children
experience parallel but independent
play, and at which ages they begin to
interact with each other. Then ask
students to try to remember their own
first friends.)

Do children's friendships seem differ-
ent from your own? How?

Recalling the reading, "In the Park," and
the film, "Around the Way with Kareema,"
ask students to look for instances of
friendships between older and younger
children at their fieldsites, or to remem-
ber such friendships from their own child-
hood.

FIELDSITE ACTIVITY

Students might like to ask children to
tell them what they think a friend is.
These responses might be recorded on tape,
or noted in the students' journals. Stu-
dents could also write each child's def-
inition across the top edge of a piece of

drawing paper, and then ask the child to
illustrate his or her definition with
pencil, crayons, or paint. These pictures
could then be arranged on a bulletin board
in the classroom, to get an idea of the
range of ideas that occur to little chil-
dren when they think of "friend."

Using Childhood
Memories

The following questions for use with the
Childhood Memories autobiographies could
provide further insights into the mix be-
tween family learnings and experiences
beyond the front door. (See Family and
Society, Part One, Teacher's Guide, pp.
77-80 for further information.)

How is affection expressed in this
family?

What constitutes disobedience? How is
discipline handled?

18 Peer Influence
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Peer Influence

Around age lour of five, otk
tant inlluence in a child
many messages aboul themsalves,
whial to value

& What ¢o you think it means 1o & sma'l child 1o have a friend?

childran begin 1o bacome an imper-
im their friends, children receive
about how to behave, about

what is a friend?

Here are some children's delinitions of "a Iriend.” As you read each
one, ask yoursell

« Wnat does this child expect Irom a frien

= What sense of sell does the definition suggest?
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children fogether? How important it is different from friendships be-
acliviles do these friendships seem to be o tween children close in age? Explain.
the children involved? o Rt By b B Bt
Chowse ore such friendship (o ob: minntes ta-your. omal try torrecall

serve closely for a few weeks, What

a3 mary details as you can about one
of yaur carfisst frends. Share your

meuags can you detest being ex-
charged? What influeness do they
wem to have on one another? on
otber chikren?

reconder.

» Dbservatdons: Ill M ke s chart of
the friendship. re ob

ross of frieadship
arges chikdrea
child play in
Da you think

paragraphs sbout what jou now
think about that carly fricadthip.

your feksite. lkc_nr-( several of
them. What seemt 10 hase drawn

of frieadship?

29




Who is the most powerful figure in the
child's 1life? Does the same person
fill this role throughout the narra-
tive?

What do the family members want the
child to learn? What skills and
lessons does the child learn? From
whom?

What is most hurtful or upsetting to
the child? How is the child's distress
treated by others?

30

What does the account tell you about
male and female roles: Do young boys
and girls have the same experiences in
this family? What is each sex exposed
to? protected from? expected to do
and learn?

What role does the physical environment
play in the narrator's life?

What role do religious beliefs, rituals,
and myths play in the child's life?

How do they affect his or her view of
the world? How does the child learn

of spiritual matters?



Children at School

Purposes: To examine messages about
behaviors and attitudes
transmitted to children
at school by adults and
other children.

To consider how these
messages affect children
(in films and at field-
sites).

To consider how messages
transmitted by families
and schools might com-
plement or conflict with
one another.

Time: 5 classes.

Materials: Films "Oscar at School"

(time 6 min.), "Howie at
School" (time 7 min.),
"Rachel at School" (time
11 min.), and "Seiko at
School" (time 7 min.);
"Commentaries" record,
Side 2, Band 4; Beyond the
Front Door, pp. 20-22.

Suggested Invite parents of pre-
Vigitors: school children to view
one of the films.

Our national evaluation of EXPLORING
CHILDHOOD students' attitudes and under-
standing after studying the Seeing Devel-
opment module and working in their field-
sites revealed an exaggerated view of the
role of the preschool in learning compared
to the role of the home.
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Students tended to see the teachers as
available, rather than "going off and do-
ing housework." Parents "work all night
and day" and "aren't around to 'correct'
a child's mistakes." If a babysitter
takes care of the child, he or she will
not correct the child either. Generally,
"teachers take more time with the child.™

These attitudes reflect lack of awareness
on the part of students concerning the
power of home and societal socialization
and its importance to all aspects of a
child's development. The formal "educa-
tional" aspects of school seem to dwarf
student recognition of how children learn.

Have students consider the "at home" and
"at school" films, their own experience,
and that of young children they know. Ask
them to develop lists of ways in which
home experience contributes to children's
development. They might do this in four
small brainstorming groups, each group
drawing up a list for one of the four
areas of development (intellectual, physi-
cal, social, emotional).

Glimpses Through Film
and A Longer Look

The children in these four films can also
be seen in the "Children at Home" film
series. Film-viewing techniques discussed
in Family and Society, Part One, Teacher's
Guide offer several procedures appropriate
here. These films do not present models
of behavior but simply examples of real
behaviors that can provoke analysis and



discussion. We feel it is important to
offer several examples of school behavior
in order to reflect reality and varia-
tions.

Begin by having students look at the film
without any special instructions for view-
ing and then discuss their spontaneous
feelings and thoughts. (See "First Im-
pressions" and "Noting Feelings," pp. 57-
58, Teaching and Evaluation Strategies.)

What do students think it would be like
to be at that school?

How do they think the child feels about
the school? about his or her other
peers? about him- or herself?

THE SECOND VIEWING

The following activities will extend stu-
dents' awareness of messages at school
and of children's responses to the school
setting.

1. Divide the class into three observing
groups: one for the child, one for the
teacher (whether actually appearing on
screen or not), and one for the other
children. (In the case of "Rachel," addi-
tional groups can observe the father,
Jessie, and Kara.) Ask each group to read
through the "Questions for Discussion" on
page 20 of the student booklet before mak-
ing their observations.

How do the people they are observing
affect Howie, Oscar, Seiko, or Rachel?
How are those people affected by the
children?

Consider also how each child is affected

by messages he or she receives from others.

2. Students might then discuss the ques-
tions on page 20 in small groups that
include students who observed each charac-
ter. In the course of this discussion,
they might reenact an incident in the

film with students playing the parts of
the people they observed. In the case of
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"Rachel," a partial transcript is included
in the student booklet. Such role playing
can help students recall the details of an
incident and empathize with the feelings
of the person whose role they take.

A recorder should take notes, which can
be put up on the board or read aloud that
day or during the next class. The entire
class might then discuss differences or
similarities in perceptions, and even take
another look at the film.

3. Another way to discuss a film would be
to group together people who observed the
same character in each film. Each group
could go over the questions on page 20
locking for similarities and differences
in their perceptions of the child's reac-
tions to and effects on others.

4. The class as a whole might make a list
for each of the following categories:

school's expectations of child
child's expectations of school

- messages from other children and
teacher

responses of child
self-image encouraged

- values fostered by school

- behaviors fostered by school

Ask students to tell what evidence they
find for items they list.

Surveying these lists, students might
then look for discrepancies and similari-
ties between what seems to be expected by
a school and how a child responds. In ex-—
plaining discrepancies, students can con-
sider how children develop as individuals
and how they are influenced by their
families.

5. Students might view a film to see what
differences and similarities they find in
the way Howie, Oscar, Seiko, or Rachel act



larities,
of the conditions of the school:
racial and cultural mixture of children
as well as the values and
expectations transmitted by words, be-

havior, and activities.
Messages."

and teachers,

at home and at school.
dent booklet.)

(See p. 21 of stu-

Students might make a list of differ-

ences and similarities.
to review the relevant "at home" film.)

(They may want

What values did students feel were
transmitted by the home, and how does

the school reinforce or undermine those

values?

What differences and similarities do

students see between home and school in
behaviors expected of the child and the

child's expectations of what adults

will do?

How do they explain these differences?

To explain these differences and simi-
students need to consider all

(cf.,
How do children feel/cope

the

"Matching

when their home and their school treat
them differently or expect different
things from them?) Students also need
to consider how being a member of a group
of four-year-olds differs from being the
only four-year-old in a family.

Students might write a journal assign-
ment about how and why they act differ-
ently at home than at school.

6. After viewing a film, one way of ex-
ploring the process of socialization in
the children's lives is to recall with
students each of the incidents presented
in the film. "Howie at School," "Seiko
at School," and "Oscar at School" are
particularly suited to this technique.
Each of these three films is summarized
here. While none of these incidents are
especially memorable, they represent the
small everyday events that make up major
socializing factors in our lives. Oppo-
site each incident, sample questions
suggest some ways of eliciting student
response about the socializing that stu-
dents may discern in each situation.

20 Children it School

Children at Schoal 21

howiz at sehool

Children at School

Sohoal is a special place for chidren, quite dilforant from
ather situalions Ihal they have encountered Al home, at the
docter's, or with people they meet, childron are being
secialized as Individuals, Atschool, childien are

being socialized as part of a group

glimpses
through film

Presented in two shart films, “Owar
at Schoal™ and “Huwie at School,” are
aztions and activitics that ars typical of
the children's interactions az their pre-
1chools. Theye are real gimpses of the
childrea, skown in ke ssquence b
which they occurred one day. While
vizwizg these films, look at the inci-
dents a5 3 serien of soclalizing experi-
ences that the children go through
Lock at the boyy’ actions and interac-

tions 10-sez bow they are affected by the
peopke around ther, and bos they, in
turn, affect others

questions for discussion

o What b expectad of each child ot
wheol? What daes each sipeet af
othen?

® What message does cach gt from
Eis peera? from his teaches?

o How does esch respond 10 the
various menagal What elfimage
da any of these incidents seem to
encourage?

& What values and behaviors does the
school foster? How?

alonger look

The tilm “Rachel at School” alkews you
t folloe @ child's interpersanal rela-
tiomhips during 3 morning &t her
preschool. By secalling “Rachel at
Home,” you can coeaider how this
child's experisnce 3t home iy o may
not inflaence bes interactions a1 heol

Before viewing the film. you might
discuss the following questions

oscarat schog!

® How much i 3 child the same o Try to trace the interastions betwren Kam: 110 tell my Mumma you bit
different in @ new context (outside of  tho thiee girls that begin orer use of the me.
hume]? macks Jessies T want o gel through, ool
® What kinds of interaction does cach Kara: L won't let you come to my
activiey area of a feldsite offer for so “t would be mare nicer” house snymiore. Just et
cial kearning? e Stephen and, ummm, Jake
® 1o what extent can a fieldsite reflect That's all. Not you two.
the values of a child's hame? Jewie! Rackel:  Well, thea, I'm pot gaing w0
Alter viewing the flm, cansider: In Rachel: let you come to my house for
this film. Hachel respords to the pre. Jeble Lwant 1o go. She's nat betting 86 weeks.
senge of her pesry amd adults. Do you e ga 12 ket me go. Jessizn Lcan't come throegh
she acts differently with them  Rachel:  Kara, cu please let  Kara:  I'm going to move away from
her famvly? fewsica go? If you bit ree, I'm wou
e ditferest® In what ging 1o bt yoa. Kara's mat denie Good. then | can go through
ways s she the same? letliag Jewsica go though  Rachel: Well thee I'm peing to
and 1 just tried 1o get het to wreck the track
Read through a portion of the do It but imtead she hit me  Joaie: | wantro go through
transcript from the film, which follows, and | trisd 1o it her hack Kara: I'm poing totake that away,
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Film Summaries

Howie at School

INCIDENT

Howie hangs upside down, then climbs
the jungle gym equipment.

Howie gets on the "bouncing board,"
then off again; steps very carefully
over the board.

Howie pushes a girl on swing; goes
to sandbox; responds to a call and
pushes another girl.

Howie and other boys improvise a sort
of chasing game under the jungle gym.

Teacher helps Howie with his shoe,
saying: "It sounds like you got sand
in your throat, too. Do you want a
drink?...You do and you don't. You
don't know what you want, do you?"
Then later, "I didn't hear anything.
What do I hear?"

Howie asks another boy to swing with
him.

In class, children are given back
corsages they made on a previous day.
One of his classmates responds un-
favorably to Howie's corsage.

Teacher tells Howie to write his name
on his bag. Howie wants to pin the
corsage on himself.

All the children are gathered to play
"Farmer—-in-the-Dell."

SAMPLE QUESTIONS

For Howie here, "Play is a chance to..."?

Why might Howie have left this activity so
quickly? What messages might have been
exchanged between him and the girl who
stayed on the board?

What role is Howie choosing to play with
children? Why might he do this? Why
might the other children call him?

What are the "rules" of this game? Where
did the rules come from? (cf., "All in the
Game.") What role does Howie play in it?
leader? follower? How does this compare
with his play in previous incidents?

How is the teacher's help the same or
different from Howie's mother's help in
dressing? What messages is the teacher
giving Howie? How does he seem to react?

How does this piece of equipment encourage
the children to interact? Think about
playground equipment in this film and at
your site; then list those that allow one,
two, and more people to play. What role
does Howie play in initiating and con-
tinuing this incident?

How does Howie respond? What learnings
might the corsage activity offer children?

What messages about self do you think Howie
is given in each of these exchanges?

What does this game teach? What does it
teach about roles appropriate for girls and
boys? What role does an adult play in this
situation and why?

What other kinds of group-movement games do
children play? What might they get out of
each?
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Oscar at School

INCIDENT

Oscar climbs to the top of the jungle
gym and surveys the scene below.

Oscar runs across the play yard to
watch a small group of children
playing in the dirt.

The Spanish-American preschool

teacher (speaking English and Spanish)
distributes snacks. Children say what
they want; eat at place mats.

Teacher, speaking English, instructs
students in Sombrero activity: "Who
wears sombreros? Mexicanos wear som-—
breros." "Y'all still didn't tell me
what this is." "“A band." "A band?"

Oscar asks for help, then staples his
paper. "Okay, now I want you to write
your name on top."

Children help gather tinker toys and
get in line. "Let's get in line--
Alex, now we're acting like a clown."

Teacher calls each child's name and
distributes the children's work.

SAMPLE QUESTIONS

What feelings might Oscar be having?

Why might Oscar choose to stand and watch?
How do the children respond to his arrival?

Does this happen at your site?
anything?

Do you do

What might children be learning by having
snack time this way? What is being en-
couraged?

What differences or similarities do you see
between what happens at snack time in this
situation and what happens at Oscar's house?
In what ways is it similar or different
from your site?

What do you think the children may be learn-
ing from this activity? What effect might
language differences have on the relation-
ships between teachers and students?

How does Oscar ask for help? What might he
learn from the way the teacher helps him?

What messages do these activities seem to
you to convey?

How do the children react? What other
adults are present? What role do they play?

What do you think might be the teacher's
reasons for concluding the day in this way?

How does Oscar react when his name is
called? when he receives his work?

How would you characterize how Oscar re-
lates to his peers? How might you explain
his style (or behavior) at school?
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Seiko at School

INCIDENT
Passing out napkins and cups.
Teachers prepare the table for

finger painting and children
begin.

Seiko circulates in the playground.
"Can I play with you guys?"

"Teacher, I got a hurt."

Seiko shows her bandaid to a teacher.

"You got a bandaid on it, huh? Now
it's gonna be all right."

Seiko resumes play in the play-
ground.

SAMPLE QUESTIONS

What do the children do during this
waiting time?

What decisions do children make for
themselves in participating in this
activity? What decisions do the
teachers make?

What rules seem to apply?

Make a list of everything the
children may be learning.

How does Seiko use her outdoor free
play period?

How do the teachers respond to
Seiko's "hurt"?

With whom does Seiko seem to inter-

act most comfortably?

What seems to influence Seiko's
choice of how to use this time?
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Transcript for Rachel at School

Before using the questions for discussion
following the transcript of the incident
between Rachel, Jessie, and Kara, you
might first check out perceptions of the
facts of the incident of conflict (the
transcript in the student booklet will be
helpful) by asking these questions:

How does the conflict get started?

What words and actions do the children
use to convey their displeasure? to
try to get what they want?

What is the role of each child in the
conflict?

When discussing how the events might con-
tribute to each girl's sense of self, you
might refer to the definition of "sense
of self" given on page 9 of the student
booklet.

The Role of Adults

Teachers and aides: One has to observe
closely to note adults' roles in rela-
tion to the children. For example, Kara
and Jessie vie for the seat beside Rachel.
Kara gets the chair and Jessie is dis-
pleased. A teacher puts a chair for
Jessie between Kara and Rachel. Jessie
moves the chair so that she is sitting
beside Rachel but not beside Kara.

How else might an adult have inter-
vened?

Did the chair and the popcorn serve as
a distraction, or did this situation
offer the children a means of recon-
ciliation? Explain.

How do you decide when and how to in-
tervene at the fieldsite in children's
arguments?

Parents: Rachel's parents chose this pre-
school for their daughter. An important
theme of this unit is how parents' expec-
tations of their children relate to the
expectations of the school.
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"Rachel at School" takes a glimpse at some
of Rachel's experiences during her half-
day session at preschool. In recalling
"Rachel at Home" you may want to think in
terms of how a child's interactions at
home may or may not influence her inter-
actions at school. During this viewing,
you might stop the film at intervals, as
you did with "Rachel at Home."

Arriving with her father, Rachel is re-
luctant to leave him. She successfully
delays his departure for a short time.
Stop the film and consider:

Have students observed how parents at
their sites leave their children?

How is Rachel able to stall her father?
How might her behavior here grow out
of her relationship with her father at

home?

How does her father get Rachel to let
him leave?

11 Chiklren at School

Rachel

Jeauie

Kara

l'want her near me
Rachel i

sence and shape the
Come on. Jewnica. | ikt

ks The teachen and
en vinihle

Kara

Rachel

Kara

Rachel

Jeviie
Rachel

Iewsie
Rachel:

Jensie:

can't play. 1 am going 10 play
by eyl

Well then, we'se non going 1o
fer you play with ws over
agsin in the heusckeeplng
comer,

s cverybody sharing 1t's
evervbody's toys to share. VIl
be your Fiend if you fe me
o

Kara, you can

right!

Yes. she can. She’s our
friend from now on

She's not going to be our
(GETIR

Shie's always going 1o be near
me.

But remember, Kara, our
loekers are near each other,

friend.

Yoz, But we're not, right?
lam,

Anyway, 50 am 1, Where's
anather stick?

Ldon't know, Jessie, I've lwir
of therm.

Why don't we share?

One each, when I'm finished
Ot | semell popeorn’

Jewie:
Rachel.
Texie:

Rachel:
Jeie:
Rachel:
Jesshe

questions lor discussion

« How docs cach child cope with the
situation?

« What ddo they expect of each wilier?
of aduls?

® How do vou think this experience
might have contribuicd 1o cach
child's sense ol self?

through the lens of the camera, but thes
are directly of inditectly resomiiie for
the children's classroom.

& What woles did adults seem 1o play at
this preschoal? IF you have had a
similar experience at your fieldsite,
share it with the class and explain
the role that you playad,

The valses children bave been

* What valees did you see being
encouraged in this film*

® To what extent dies Rachel's sehoal
experience seem to refloct values you
saw in her home lide?

rachel at school




FILM TRANSCRIPT

Father:

Rachel:

Father:

Rachel:

Father:

Rachel:

Father:

Rachel:

You're showing off a little bit,
aren't you?

Stay up on my daddy all day.
I'm going to go now, Rachel.
No.

No? Jessie is here. Why don't
you bring Jessie over? Let's
kiss bye-bye. Okay? Bring
Jessie over and show her all
these contraptions, okay?

I can eat you up.

I can eat you up. Hi, Jessie.
Show Jessie how these things

work.

I'll eat you up. I'll just eat
your coat.

In the Housekeeping Corner

Jessie:

Rachel:

Mil mil mil, mil mil mil.

Yesterday after school, we went
to a place that sells children's
toys and my mommy lek me play on
some of things that people were
selling, but we didn't buy it.
Hey wait, I can't hold on to you
(tossed doll on bed). You're the
oldest. Jennifer's the youngest.
(Toss on floor) Hey Jennifer,
yvou stay there for a minute.

At the Trains

Jessie:

Rachel:

Jessie:

Rachel:

I want to go.
Here, Jess.

I want to go. She's not letting
me go. Tell her to let me go.

Kara, will you please let Jessica
go? If you hit me, I'm going
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Kara:

Jessie:

Kara:

Rachel:

Jessie:

Kara:

Jessie:

Rachel:

Jessie:

Kara:

Rachel:

Jessie:

Kara:

Rachel:

Kara:

Rachel:

Jessie:

to hit you. Xara's not letting
Jessica go through and I just
tried to get her to do it but in-
stead she hit me and I tried to
hit her back.

I'll tell my Mumma you hit me.

I want to get through, oocooh.

I won't let you come to my house
anymore. Just let Stephen and,
ummm, Jake. That's all. Not
you two.

Well, then, I'm not going to
let you come to my house for 86
weeks.

I can't come through.

I'm going to move away from you.

Good, then I can go through.

Well, then I'm going to wreck the
track.

I want to go through.
I'm going to take that away.
You better not.

See what you just did. I'm angry
at you now, Rachel.

I got the track first. You can't
play. I am going to play by my-
self.

Well then, we're not going to let
you play with us ever again in
the housekeeping corner.

It's everybody sharing. 1It's
everybody's toys to share. I'll

be your friend if you let me
play.

Come on, Kara, you can play, too.

But not with us, right?



Rachel: Yes, she can. She's our friend

from now on.

Jessie: She's not going to be our friend.

Rachel: She's always going to be near me.

Jessie: But remember, Kara, our lockers
are near each other.

Kara: I want her near me, Jessie.

Rachel: Come on, Jessica. It would be
more nicer if we be her friend.

Jessie: Yes, but we're not, right?

Rachel: I am.

Jessie: Anyway, so am I. Where's another
stick?

Rachel: I don't know, Jessie. I've two
of them.

Jessie: Why don't we share?

Rachel: One each, when I'm finished.

Jessie: Ooooh, I smell popcorn!

Using “A Longer Look”
with Parents

Since an important goal of the unit is to
help students be sensitive to the wvalues
families transmit to their children, this
is a good time to ask the parents of a
few preschool children (ideally parents
of children at the students' fieldsites)
to visit class.

Good issues to discuss with parents when
they visit the class might be:

What values, skills, and behaviors do
they consider most important for their
children to learn?

How do they prepare their children to
cope with school? How do they say
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goodbye when they leave them at (or
send them to) school?

What role do they hope the school will
play in encouraging these values?

Parents might first describe what they try
to teach their children at home--perhaps
by doing the "Ideal Child" or "Rank Order-
ing of Behavior Traits" exercises from
Unit 1 with the class. Or you might view
"Rachel at Home," and ask parents and stu-
dents to list the wvalues they see communi-
cated to Rachel, giving examples of how
those values are made evident in behavior.
Parents might then compare these values
with their own. You might stop the film
at various points (e.g., when Rachel mixes
the eqgg, cuts her toast, drops Jenny,
brushes teeth) to ask parents what they
would do in that situation and, later, how
they feel about what Rachel's parents did.

At this point, the group can view "Rachel
at School" and compare Rachel's preschool
with what they would like in a preschool.

At school Rachel is afforded an oppor-
tunity to develop relationships with other
children. ©Note from the film the inter-
actions that go on, and the materials,
activities, and areas in the classroom
that help bring about this interaction.

After the film, encourage parents to ex-
press their feelings about what happened
and about the relationship of both
Rachel's school and home to the incident.
Discuss:

What values do they see in the play
that occurs?

How would they want their children to
handle an argument?

What role would they like a teacher to
play in an argument?



Matching
Messages

reflected in the school setting.

They

should use information provided in the

letters from Mona's mother,
servations of "In the Park,

in the ob-

" and in the

further incidents described by Mona's

mother, which you might read to the class.

To consider the behaviors

and attitudes that parents
hope their children's pre-
school will foster.

Purposes:

To consider what behaviors
and attitudes specific
preschools try to foster.

To consider how children
deal with these two sets
of expectations.

To consider conflicts be-
tween expectations of home
and school.

Time: 2 classes.

Materials: Beyond the Front Door, pp.
23-25; films, "Howie at
School," "Oscar at School,"
"Seiko at School," and
"Rachel at School."

Suggested
Visitors:

Parents of young children
and of students.

Maiching Message 13

As chidren are absorbing
values and patterns ol behavier
al home, outside their nomes
they are esposed 1o new
massages about how Io behave
whal 1o expect from others, and
wno they are Some of these

Matching

Messages

massages confirm and strength-

mast powerful new scurce of
social  messages. In  the
lellowing lelter from  Mona's
mather, you will read about
Mona's list days in her Frencn
nursery school As you read,
look for what seem (o be some
ol the mother's values and ex-

en |he messages of home.
Others iniroduge the child 1o
new ideas and possiviliies, or
may evan confradicl the values
and expeclations ol the cnild's
family,

pectations for her cnild Com-
pare them to what seem lo be
some of Ihe values and expecia-
tions of the schaol

mona goes
to school*

* From u letter by Jane McMahon
) Kenwedy
Life at school is often a child s

7 ™

Diz France, children are expected to be in school at a very early age. a
policy encouraged both by general opinion and by pavernment policy. At
rwo und a kaif. Mona seemed o be looking forward happily 1o her first
day of schoal. She kad fantasies ehour slides and swings, and seemed to
think that Marie (my close friend! and I, as well as five-yeer-old Jucques
(Mona’s only close friend, but a dear onel would ail be "in schaol” with
her,

When ! enrofted her, the “Directrice” firmly cold me that | was 1o
Jeave Mona ar the door of the school, regardless of her reaction. But I was
worried that this merhod of “separation” would be traumatic for Manu at
Jfirst—she would suddendy be withowt me. alang with thirty other children,

Ssame or afl of wham might be crying. So 1 followed the example of a
friend who planaed 16 postpone the first day jor her twa small boys, The
day before school was to start | left a message ar the school that Mona
would start a week late, offering the kalfvalid excuse that Mona had pust
returned from Spain with us and needed some time to adjust to the
French language uguin.

On the duy when school was starting for the other children, I ratked
with the Directrice, an imposing woman in her mid-fifties, whose deter-
mined voice end guit are somewhat frightening even to adults. She firmiy
dismissed miy fears, and told me to bring Mona the follawing morning. |
nteekly ugreed, parily because | was afraid of the Directrice, and partly
because | wanted ta make sure Mona got a warm welcome at the school.

1 asked, “"What if she cries?” The Dircctrice replicd, “They alf cry
the first day, " I questioned. Do they cry all the first day?” She answered,
“Never, of course not.”

When § huppily commented that there were only 27 children in
Mona’s class, she guickly assured me that there would be 60 by the end of
the year, and seemed pleased about that!

When children go to school, time is spent
separating them from their parents. This
separation does not involve breaking ties
with the family, but it does demand that

children learn some principles of conduct
different from those of their family, and
some of the "rules" that apply to settings
outside the family with nonfamily members.

Mona Goes to School

From what Mona's mother says, do you
think Mona's expectations about school
were changed by the fact that neither
her mother, her mother's friend Marie,
nor her own friend Jacques could be in
her classroom with her?

In looking at Mona's first day at school,
students should assess the walues and
expectations of the French culture as

40

Students can also collect (by tape record-
ing or taking notes) parents' recollec-
tions of their child's first day at pre-
school. (They might also ask their own
parents to describe their [the students']
first days at school.)

Students could then use these "first-day"
recollections. If they had observed first
days of children at their fieldsites, they
may draw upon these too.

FURTHER INCIDENTS FROM MONA'S SCHOOL

Madame la Directrice, one of the nursery
school teachers, and I were chatting in

a classroom full of late four-year-olds.
while explaining what nursery schools

were like in the United States, I happened
to mention that my brother had taught in




a nursery school last year. A look of
astonishment crossed over their faces and,
not trying terribly hard to conceal their
amazement, they did concede that, after
all, there was no reason why men shouldn't
teach preschoolers. A ripple of laughter
passed between them, though, as one of
them said, "Then we would call the nursery
schools the Ecoles Paternelles instead of
Ecoles Maternelles.*"

A few minutes later I asked the teacher
of the three-year-olds whether the chil-
dren called her "tu" or "vous'" when they
addressed her. In French, "tu" (trans-
lated "you," singular) is the form gener-
ally used when addressing another member
of the family, a close friend, or a child.
"Vous" (translated "you," also singular
sense though plural form) is used when
addressing mere acquaintances, older
people, or people in authority, i.e., in

a more formal situation. The teacher
said, "Oh, '"tu,' of course," and explained
that since the écoles maternelles are sup-
posed to replace the home during school
hours, she thought that the use of the
familiar "tu" helped the child to think
of his or her teacher as a sympathetic
mother figure.

INTERVIEW ACTIVITY

Students might interview one or two
parents (preferably parents of children
at their fieldsites) to get their views
on what they expect preschools to do for
their children. Students could design
their own set of guestions as a class or
in small groups, or they could use the
following questions:

What skills do you hope your child is
learning at preschool?

Why did you choose this preschool?
What changes in behavior or attitudes

have you noticed in your child since
he or she entered preschool?

*French name for nursery schools. Fcole
paternelle translates into "paternal
school"; école maternelle, "maternal
school.™

What do you think caused each of the
changes?

How do you feel about the changes?

What do you do when you disagree with
a teacher's methods or values for your
child?

Caution: Impress students with the need
to remain in the interviewer role--i.e.,
to listen and encourage rather than argue
or agree. If they wish to get parents'
views, they must simply ask the guestions
they have planned and not enter into a
dialogue with the parents by giving their
own opinions.

After interviewing parents, students
should interview their fieldsite teacher,
using basically the same set of gues-
tions. Finally, students should compare
the parent and teacher expectations they
have recorded.

Are the expectations in total agree-
ment? If not, what are their differ-
ences?

If the interviewees are parents of chil-
dren at the students' fieldsite, students
could think carefully about how these
children act in that site. Now that they
have talked with the parents, do students
have greater insight into the behavior
and attitudes of some of the children?

When considering who else besides the pre-
school teacher and the parent has opinions
about how the child should act, students
should recall perscnal and fieldsite ex-
periences and "Rachel at School." (Pos-
sible answers include teenager, other
aides, custodian, lunch mother, other
parents, principal, or head of school.)

Students can make a list of such people--
their own experiences will furnish people
for the list. As they make the list,
they should think of the messages each of
the people gives to the young children,
and whether the messages are new or dif-
ferent from those the children received
from their parents or teachers.



When Messages Conflict

When the school exists under a different
culture from some of the homes of its
students, reconciliations must be made.
The commentary (on "Commentaries" record,
Side 2, Band 4; by Professor Guadalupe
Quintanilla, Direcitor of Mexican-American
Studies at the University of Texas, pro-
vides a basis for discussion on the ways
of reconciling such conflicts. (The fol-
lowing briefly summarized statements come
from Professor Quintanilla's conversation
with a community leader and staff members
of EXPLORING CHILDHOOD:

If you scold a child from a Mexican-
American home, the child will tend to look
down and the teacher doesn't understand
why. The child has been taught to respect
the person of authority and he would be
being disrespectful if he looked up.

(Band 4a)

Another thing that the teacher does not
understand many times is that the parents
of the child from a Mexican-American home
want him to stay home if someone is 1ill
in the family. If the whole family takes
a trip to go to see relatives someplace,
the child is absent from school and gets
penalized for being someplace else. But
we want to be together when something
happens at home. (Band 4b)

Because we love our children so much, we
tend to make them dependent on us, on the
elders--what grandmother says, what mother
says, what uncle says, what cousin says.
We tend to be dependent on each other.

On the other hand in the Anglo-American
household, they teach the child to be in-
dependent, dependent on his own abilities
only. In the Mexican-American household,
the child doesn't necessarily learn for
himself only because he is trying to con-
sider everyone else in the family, every-
one else's feelings. (Band 4c)

The teacher is the second parent; what the
teacher tells you goes. It is a shock to
the child when the mother tells him, "If
the teacher tells you something, it goes,"
and then the child finds that the teacher
is trying to destroy what he has learned
at home. He is confused. (Band 4d)
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Parents are afraid to question the
teacher. Many times the teacher doesn't
understand what to do with the child. If
you are going to be dealing with Mexican-—
American children, let the teacher be a
Mexican-American, who has had the exper-
tise and the background--because many
things you learn in life, and you feel;
and feelings are not learned in books.
(Band 4e)

DISCUSSION

Finally, students could meet in small
groups to try to find ways of handling an
issue that continues to trouble educators
and communities:

In those areas where parent and pre-
school expectations and values differ,
what do you think should be done?

After small groups have reported their

ideas to the whole class, students might
be asked to think about their own influ-
ence on the children with whom they work.

Maiching Messagrm 25
————— —— think cach of these might make a child \hose arcas_where parent and
questions for discussion feel? Why? preschool expectations and values
- B — “Loak at me when 1 1alk to you " differ? _—
Professor  Quintanilla  wrges  that
®» What values and expectations is

Maona esperiencing?
® How does sheseem to handle them?
» Can you remember any occasions in
your childhood when you encoun-

"We misted jyou yesterday, Did
you go away with your family?”

“*At your age you should be able o
buttan your boots.”

""Mavw, | want you to decide what you

teachers of minoeity children be trained
by people of that minority. She ex-
plains, ™. . . many things you learn in
life, and you feel, and feelings are not
learned in books.”

tered values or expectations different gt go 1oday.” ® Whai do you think of her recommen-
from thote you learned al hame? dation?
Whatdid you do?
interview activily
When Interview a few parents to get their
vigws an what they expest preschacls to
messages do for their chikdren. You might ask the
> following questions:
CQnﬂlCt » What social skills do they hape their
child will learn at school?
©n  the Commentaries recond, ® Whal changes in behaviors or ani-
Guadalupe  Quintanilla, Diroctor of tudes have they noticed in their child

Merican-American Studics at the Uni-
venity of Texss, suggests foar areas
where 3 child from & Mexican.
American home frequently experiences
canflicting valies and expestations

Fow 20 Sherw Respest: “1f you scold
child fram a Mexican-Amerkcan home,
the child will tend ta look down and the

since he o she started school?

o What do they think cawsed cach
change? How do they feel aboat the
changes?

You can then interview the children's
teacher. wing the same questions., that
you used for the parent interviews.
Compare the values spd expectations of

teacher doesn't anderstand ... " the children’s homes and school.
The Family 3s & Unit v, Rellable ® What agreements are there? What
Attendance: ** . . . The parents of the  Sifferences?
child from a Mexicen-American hame If the children are at your fieldsite,
want him 1o stay kome if someonc il ask yourself these questians
e want 10 b2 Who clsc besides the feacher and the
bt ¥ hAPPSY parent has apinions about how the
e child should ece? What messages do
Uependence v, Independence. they camvey?

In the Metican-American bouse-  » Which influences seem strongest for
hald, the child doesa’t necesaarily learn the child in » specific incident that
1o do for himself — only becaue he is you can reeall? s that influence
trying to consider creryone elic in the always strongest?
family. everyane else's feclings.” _

Teachen: ... Ifhe teacher tellyou  QUeSIiONs lor discussion
samething, it goes . .. . Then the child ~ ———————————————
finds thal the lcacher is toying 10 de- | g you remember any time when
steoy 'r“m he has lesrned ot home. Ne your goals for a child were in confllct
{o com{wpod. with thosc af the teacher or parent?
The following siatements might be What 8id you do?
made 10 & child 3t whool, How do you  » What do you 1hink can be done in




Do you remember any time when your
goals for a child were in conflict with
those of the teachers or of a parent?
What did you do?

MAKE A STORY BOARD

This might be a good time to create a
"Fieldsite Preview," as suggested on page
30 of Getting Involved.

Teens, Parents, and Schools

Thinking about how the wvalues of home and
school work together in influencing chil-
dren is bound to start students thinking
about the relationship between their own
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homes and school. They might discuss or
write in their journals, then discuss in
small groups such questions as the follow-
ing. (If students are interested, they
might also invite their parents to class
to join the discussion.)

What sort of life do students' parents
want for them?

How do their parents want school to
prepare them for life?

Do students think that the school is
meeting their parents' expectations?

Do they feel they are treated differ-
ently or the same by home and school?
Is different or similar behavior
expected of them by home and school?
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Observing in Depth

Purposes: To consider how observing
can help one person to
know another and to un-
derstand the wvalues and
childrearing practices of

others.

To consider how a family's

values and practices come

into conflict with some

beliefs held by people

outside of the family.
Materials: Beyond the Front Door, pp.
27-31.

Coles’ Method

The central question addressed by Robert
Coles in the description of his observing
"method" is how one person can come to
know another. When Coles "observes," he
does not consider himself as a detached,
uninvolved observer, but as someone who
desires really to "know...another." His
description of doing this through respect
for the individuality of the people he
observes and through a deep and personal
involvement over an extended period of
time might best be understood by students
after they have read some of his obser-
vations.

Then they might address the question of
how Coles came to know the Allen family
so well.

Why would they reveal so much about
themselves and how could Coles have
won their trust?

Ask students for homework to read Coles's
own introductory comments on page 27 about
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how he comes to know people. Then ask
them to rephrase his method in their own
words.

How do these ideas relate to students'
own relationships with children at
their sites?

An important question to address is why
Coles would want to know people this well.

Do students feel that he has intruded
in others' lives? Why?

Observing In Depth 17

“Somehow we must all learn to know one another.”
Observing in Depth

Thioughout this course you have been asked to observe chiidren
and wrile up what you see them do and how you see them grow.
You have probably discovered that there are many ways to obsatve

and wrile up behavior

Robart Coles is a ehild paychiatnist who has studied not only chil-
dran's illne@sses and problems, bul also people’s lives. He has devel-
oped a special way ol observing pecple. Here are soma of his
thoughls an his mathod of abservation

coles's method*

o when | sarted seoing particular
black ard white peaple caught up in a
phase of histarical change | aho be
came determined 1o do something e
as well: ... abnerve how people live and
conduct their affairs and i1y to make do
—those who live out from day to day
their awn vervion af history by trylng to
deal with particular burdens; histocical,
sacial, political. and awful econamic
burdens. ...

What sounds like & sérws of 1andom
and unrelited studics or explorations
has over a decade gained enough co-
herence for me 1o feel | can set down on
paper some deseriptions of particular
lives and some discussians and obiervas
tions that are tied 1o those lhves and
others very much like them. | have used
yeans of conversations and experiences
in many counties af many states. The
heart of the work has been the thirly
familics § have visited and worked with
and watched and come at times ta fes]
almest joined to — s a doctor. a com
panion in travel. a friend .

No family have | now, as | write.
Kniawn less than tix years; some | have
known over a deeade, and the great
majority from seven to ninc years. |
have. additionally, talked with many.
many others whase lies toueh upon
bear upan, connest up with, have to do
with the peaple in these thirty families
teachen, employers. merchants. county
officialy, sheriffs. so<alled community
oerganirers — and of course they range
from advocates to opponents. from
helpers 0 completely umsympathetic
anlookers .

1 have tried 1o be discreet: 1 have
tried 1o respect he desiies and attiudes
of the individual familics concerned. 1
have asked them lonly afier 1 hase
knewn them for months, | hasen 1o
add) whether | might recond some of
out 1alky, 30 that | can have them. as it
were, and keep them and go over
them

1 also take photographs of the people
1 vt . .t hold near me and help
guide my mind (and 1 hope my hean)
litle nearer to what | guess has 1o be
called the essence fwards simply fail
here) of particular lives. And there does
come & time. afier 3 few years of visits

and more visits, falks and more talks,
good talks and rather damal omes.
when  something  seems to hae
happened, “clicked,” . . . 1o that 3
mountainess can say: “Well, | guen |
knaw you & small Bit and you know me
the same, and | sure hope you go and
tell those people out aver beyond these
hills what we're really ke, But the
funny thing is. | don't believe | know
myselfl what ii s we're really like, and |
don't believe you'll ever knaw, either, 1
be frank with you "

The aim of all these trips and visits
can be put like this . . 10 approach, (o
describe. to transmit as directly and
sensibly s possible what has been seen
heard. grasped. felt by an observer nho
is also being comtantly obscrved him-
elf — not only by himself but by
others, who watch and doubt ard fear
and teseat him, and ako. yzs. show him
kindness and generoaity and tenderness
and affection . ..

Later, when it i time to sy good.
bye. there still may be plenty of “gaps”
around, a “cullural” gap. & “genera-
tional” one, a “mciceconomic” ane;
but there is also 1n visitor and visiled &
touch of wadness, a feeling that antach-
menis have taken place, that separa-
tians are painful

*Aeprinted from Children of Crivis.
Vol. 2 Migeants.  Sharecroppens
Mountzineers by Robert Cules by per
miusion of Little, Brown end Co. in
wrsaciation with The Alantic Monrhly
Press. Copyrighe © 1984 1955 1958
1987 by Rabert Cudes.
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an appalachian
family

The "Allens” were one of the
famnilies who shared their lives
with Dr. Coles. These brief ex-
cerpts rom Volume |l of Chig-
ren of Crigis ilustrate how Colas
shares with us whal he has
learned  through nis  work
Learning a fittle about the Allens
may alsa help you te understand
more about how the world be-
yond the front door affects what
families teacn their children. As
you read, ask yoursell:

@ Whao are some of the people
beyond the Allens’ front door?

« What values, expectalions, or
attiludes toward them do you
think the Allen chidren may
be learning?

Mr. Allem: Alot of cars come riding
through here, you know. Eviryone
wants to look at the hills, and the bigger
the waterfall you have 1o show. the
better. They'll stop their driving and
ask you directions to things, if you're
down there on the main road, and | al.
ways try to help. You we. we're not
against those people. 11's beautiful hiere,
right beawiful. You couldn’t make it
better if you could sit down and try to
start all over and do anything you want
If they come here from clear acrous the
country and tell you how they love what
they've seen and they wart 1o sce more
P ready to help them. and [ always act
as polite as | can, and sodo they, for the
most part. The ones | don't like one bit
are different, They don’t want to look
wnd enjoy your land. like you do your-
sell; no sir, they want to come and sif
down and tell you how sorry you are,
real sorry, and if something tsn't done
soon, you're going 1o “die out.” that's
whatane af themaaid ...

A year ago | heard someone talk the
very same. He came to ihe church and we
all listened. He said we should have a
program here, and the kids should go to
it befare they start school. He said the
government would pay for i from
Wahington. He said they'd be feaching
the kidy 2 lot, and checking up oo their
health. and it would be the best thing in
the world. Weil, | didn't see anything
wrang with the idea. (t soemed fike &
good idea ta me But 1 didn’t ke the
way he kept repeating how had off our
Kids are, and how they need one thing
and another thing, Fimally | was about
ready to tell bim to go home, mhier,
and leave us alone. because our kidi are
way better than you'll ever know, and
we don't need you and your kind
around here with nothing good to 1ay,
and all the bad names we're gecting
calied. 1 didn’t say & word, though, Na.
| sat through ta the end, and | went
home. | was tao shy 10 talk & the
meeting, and so were & lot of the otbers.
Our minbier was there, and he kept on
telling w3 to give the man & break,
because he'd come to help g3 Now, I'ns
the first (o admit we could stand some
help around here, but I'm not going 1o

hare someone jast coming sround here
and looklng down on uy, that's all, just
platn looking down an s — and out
Kids, that's the worst of it when they
look down on your awn kids.

My Lids, they're good; each of them
is. They're good kids, and they don't
make for trauble, and you coukdn’t ask
for them any better. 11 he had atked me,
the man out of the Eair. Washington or
someplace, | would have told him that,
toa, We all would have. But he didn'y
want to aik us anything. All he wanted
wat 10 tell ut he bad this idea and this
maacy, and we should go abead and get
our lite kids together and they would
#0 to the church during the summer
and get their first leaming. and they
would be needing it becawe they're
bad off, that’s want he must have said »
hundeed times, how bad off our kids
are, and how the President of the United
States wants for them to get their teeth
fized and to we & doctor and to learn as
much a3 they can. You know what my
wile whispered 10 me? She said, he
doesn’t know what our kids have
learred, and still he's telling us they
haven't learned a thing and they won't.
And who does he think he b anyway?

Describing Mri. Allen. Dr. Coles
writer

She was thirty and, I thought. both
young and old. Her brown hair wa
heavily streaked with gray, and her skin
was more wrinkled than is the case with
many women wha are forty or even fifty,
let alone thirty. Mout noticeable were
her teeth; the ones keft were in ex-
tremely bad repair, and many had long
siree fallen oot — something that the i
quite willing to talk about, once her
guest has loat kis embarrassment and
asked her & question, like whether the
had ever seen a deatist about her teeth.
No. the had never done anyrhing like
that. What could a dentist do, but take
out one's teeth; and eventually they fall
out if they are really no good. Well, of
course, there are things a dentist cas do
— and she quickly says the knows there
must be, though ahe still isn’t quite wure
what they are, “those things.™ For a se-
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cond her tact deminates the toom,
which it one of two the cabin posseuses.
Then she demonstraies her seme of
humor, ber openness, her sutpridng
and almost awesome micture of modes-
1y and pride.

Mrs. Affen: M you want 1o keep your
teeth, you shouldn't have children. 1
know that from my life. | started losing
iy tecth when | started bringing chil-
dren into the workd. They take your
streegth, your babies do, while you're
carrying them, and thal's as it should
be. exzept if 1 had more strength beft for
myself alter the baby comes, | might be
more patient with them. 11 you're fired
you get sharp all the time with your
children . ..

I make com bread every day, and
that's filling, There's nothing 1 bate
more than a child crying at you and
crying ot you for food, and you stamding
there gid knewbng you can't give them
much of snything. for all their tears. It's

unnateral. That's what | say; it's just
unnatural for a mother to be standing
In her own house, and her children near
her, and they're hurgry and there isn't
the food 10 feed them. 1t's just not right.
It happens. though — and 171 1l you.
mow ihat you asked, my girl Sara, she's
& few times told me that if we all some-
how could eat more. then the woulda't
be having uouble like me with her
teeth, later on. That's what the teacher
told them, over there in the school

Well. 1 told Sara the only thing |
could tell er. | told hee that we o the
best we can, and that's all anyone pat
heee o this carth can ever do. . .

Now, If Sara’s daddy made half that
teacher's salary in cash every week, he'd
be a rich man, and I'd be able 10 do
plenty about more food, But Sara’s
daddy docsn't got n salary from no one,
no one, you hear! That's what | said io
ber, word for word It was, And sbe sal
wp anad took notles of me, 11 1ell you. |

‘madde sure she did. | looked her right in
the cres. and | rever stopped kooking
until | way through with what | had
say. Then the said, “Yes, ma‘am,” and
1 52id that 1 diztn’ want any grudges be
twezn us, and kt's go right back to
beirg fricnds, likz befare, but 1 wanted
her to know what the truth was, w the
bext of my knowledge and nething
maore. She xaid she krew, and that wai
all that was said between e,

Dr. Coles expiains In point of fuct
Mrs. Allen s wsually rather silent with
ber children. She alrost uncannily sig-
nals them with o ook on her face, a mo
tion of her hand, a gesture oe turn of
ber body, She dossn't seem to have 1o
talk, the way g0 many mothers clse
where do, particularly in our suburbs, Iy
W not that she is grim or glum or
morose or withdrawn or stern or un-
giving or austere; it s that she doen’t
need wards to give and acknawledge ihe
Teceipt of mesages. The messajges arc
constantly being sent. but the children,

Do they believe that sharing his ob-
servations will serve any purpose?

How?

READING LEVEL

Students for whom reading is difficult

Coles begins to offer some answers to
these questions in Mr. Allen's description
of the difficulties caused by the govern-
ment man and the teacher who did not know
the family well.

What good do students see in "observ-
ing" children in Coles's way?

With whom do the students share their
observations and understandings? What
purpose does their sharing serve?

Reading a second time, students can con-
sider the "Questions for Discussion" by
taking notes on: the values the Allens
express for their children; the ways (ver-
bal and nonverbal) that they encourage
these values; and the "matches" between
these values and messages encountered be-
yvond the front door. Students might then
share and discuss their perceptions in
small groups.
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could feel defeated when faced with this
reading. For such students you might
select passages to read aloud. Or you
might ask other adults to read passages
onto a tape recorder to play in class-—-
this approach could help students follow
the parts of the reading you select and
also bring to life the people whose views
are expressed.

Cole’s Method and
Your Work with Children

One way to summarize learning in this unit
would be for each student to look through
his or her journal, underlining examples
of interactions between children that show
values being expressed (such as sharing,
telling the truth, being friends, waiting
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rather like their mother, do things in &
testrained, bushed manner — with
amiles or frawms, or if necessary, laughs
and groans daing the service of words.

The Allens sprak eloguently of where
they five.

Mr. Allen: | was out of here, this
county, anly once, and it was the longest
three years of my life, They ook me
aver to Asheville, and then to Atlanta,
Geargia, and then (o Fort Benning, and
then to Korea. Now, that was the worst
time 1 ever had. and when | came back,
1l el you what | did. 1 swore on my
Hible to my mother and my father, in
front of both of them, that never again
would | leave this county, and maybe
not even this hollow ...,

When you ask me to say it, what we
have here that you can't find anyplace
else, | can't find the words, When I'd be
in Georgia and over in Korea my
buddies would always be aiking me why

I was more homesick than cveryons in
the whaole Armay put together, [ couldn’t
really answer them, but | tried. [ told
them we kave the best people In the
world here, ané they'd claim evervane
says thar about his homewown folks.
Then I'd tell them we take care of cach
ather, and we've been here from as far
back almost as the country, and we
know every inch of the hollow, and it's
the greatest place in the world, with the
hills and the streams and the fish you
can gel. And anyane who cared to cone
and visit #s weuld see what 1 mean, be-
cause we'd be friendly and they'd eat
until they're full, even if we had 1o go
hungry, and they'd never stop lwoking
around, and especially up to the hills
over there, and soan they'd take to
wishing they could have been borned
here,toa ..

And Cales telis abour some ways in
which the parents pass on these fecitngs
ta their children: His children love the

holiow, and maybe they too will never
really be able to leave. They are unmis-
takably poor childrea, and they need all
sorts of things, from medical and dental
care to better and mere food; but they
kive the land near theis cabin, and they
know that land almest inch by inch. la-
deed, from the first days of life many of
the Agpalachian children | have abi-
served  are  plmost symbalically or
ritualistically given over ta the land.
One morning 1 watched Mrs. Allen
come out fram the cabin in order. pre-
sumably, 1o enjoy the sun and the
warm, clear air of a May day. Her boy
had just been breast-fed and was in her
arms. Suddenly the mother put the
child down en the groued, and gently
fondled him and moved him a bit with
her feet, which ate not usually covered
with shoes or socks, The child did not
cry. The mather seemed 10 have almost
exquisite control over her toes, 11 all
scemed very nice, but [ had no idea
what Mrs. Allen really had in mind un-
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til she leaned over and spoks very
gravely o her chilid: “This bs your lard.
and it's about time you startad getting
o know i

What am | 10 make of that? Not tog
much, | hope. | was. though, secing how
a paricular mother played with her
child, haw from the very start she began
to make the autside sworld part of her
little boy's experience. What sie did
and sald one tune she has done and said
again and again in that way and in
other ways

She loves her children and she loves
her property. When she holds an infani
in Her arms she often will sing. She

some of the ways they encourage
these values?

& How much da these values seem ta
mateh some of the messages ihe
Allens encounter beyond their frant
dowr?

coles's methad and your work
witn children

Look back theough all your joureal
entries and all the materials you have
collected fram your ficld work. What
things do vou understand better as a re-
sult of the time you have spent at your
fieldsite? Tey writing a litte about what
you have learped.

dings songs about hunsing and fighting
and struggling, songs that almost in-
variably express the proud, defiant
spirit of peoplz who may lack many
things. bt krow very elearly what they
dum't lack

Mrs Ablens | orell the kids thee's
more ta Tk than having o lot of money
and & big brick house, like some of
them have down towards town , .. The
other day | was Irying to get my oldest
Loy to help me, and he was getting more
stubborn by the minute. I wanted him
to clean up same of the mess the chick-
ens make, and all be could tell me was
that they Il make the same mess again. |
teld him fo stop making up eveusss and
help me tight this minate. and he did.
While we were working, | told him that
the only thiny; we had was the honse and
the fand, and if we didn't learn (o tuke
care of what we have, we'd so0n have
mathing, and how would be like that. He
wont along with e, of coursé, But you
have (o keep after the child, until he
kmows what's important for im 10 do. 0

questicns for discussion

# Huw do you think Robert Coles’s
way of obicrving people over a long
period of Gime ean belp you under-
stand their lives and how they raise
theirchildren?

® What are some of the values which
the Allens seem to stress? What are

one's turn, being quiet, speaking up).
These might then be listed on the board.
Then discuss how the children are learning
these behaviors.

Students might then make three lists:
their own values (as they have been clar-
ifying them, as in the "Ideal Child"
activity in Family and Society, Part One,
Teacher's Guide); the fieldsite teacher's
values (learned from observations and in-
terviews); and parents' values (collected
from visits of parents to class or stu-
dent's interviews of fieldsite parents).
The class can then discuss:

What differences and similarities do
you see in these lists?

Has getting to know more about a
child's home life affected your ways
of helping the child?
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A WRITING ASSIGNMENT

Students are asked to write about some-
thing they understand better now that they
have spent an extended amount of time
with a particular child or children. By
combining their experiences and journal
entries concerning development and family
and community influences, their writing
might focus on how the values people hold
affect the children with whom they work.

For Students with Writing Hang-ups

Some students might offer their insights
in the form of a report from notes rather
then in a written report. Or students
working at the same fieldsite might work
together and prepare a brief statement
about how getting to know a child or chil-
dren better led to new understandings.
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Selected Reading

Beyond the Front Door asks students to
explore how children interact in the ex-
panded world beyond their homes:

What contacts do children have?

What values do children encounter among
people and institutions outside their
families?

For a moment let us turn specifically to
the school, one such influence. Children
spend a great many hours of their youth
here. As professionals, we work to create
relevant and worthwhile experiences for
children in school, but it is important
for us to consider the messages we some—
times unwittingly give to our students
through the rules we establish, the lan-
guage we use, our teaching techniques,
and the structures of our classrooms.

Through systematic and extensive classroom
observation, Philip Jackson has considered
those messages. He points to several
aspects of school life that he feels are
significant to children as they come to
grips with the facts and values of insti-
tutional-school 1life. Below are several
excerpts from his book, Life in Class-
rooms, which you may want to think about
as your students work with preschool
children at their fieldsites, and as you
work with adolescents in your classroom.

The daily aspects of classroom life that
he discusses--crowds, praise, and power—-
form what he calls a "hidden curriculum,"
which he feels students and teachers must
master 1f they are to make their way
satisfactorily through the school as it
is now structured.
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The Daily Grind*
Philip W. Jackson

The characteristics of school life to
which we now turn our attention are not
commonly mentioned by students, at least
not directly, nor are they apparent to
the casual observer. Yet they are as
real, in a sense, as the unfinished por-
trait of Washington that hangs above the
cloakroom door. They comprise three facts
of life with which even the youngest stu-
dent must learn to deal and may be intro-
duced by the key words: crowds, praise,
and power....

Crowds

In crowded situations where people are
forced to take turns in using limited re-
sources, some must stand by until others
have finished. When people are required
to move as a group toward a goal, the
speed of the group is, necessarily, the
speed of the slowest member. Almost in-
evitably, therefore, in such situations
some group members are waiting for the
others to catch up. Moreover, whenever
the future is thought to be more attrac-
tive than the present--a common perception
among school children--slow movement can
sometimes seem like no movement at all.

*From Life in Classrooms. New York:
Holt, Rinehart and Winston, Inc., 1968.
Copyright © 1968 by Holt, Rinehart and
Winston, Inc. Reprinted by permission
of the publisher.



All of these different kinds of delay are
commonplace in the classrooms. Indeed,
when we begin to examine the details of
classroom life carefully, it is surprising
to see how much of the students' time is
spent in waiting....

Nor does the waiting end when the line has
disappeared. Even when students are sit-
ting in their seats they are often in the
same position, psychologically, as if they
were members of a line....

Even in rooms where teachers do not operate
"by the numbers," as it were, the idea of
taking turns during discussion and reci-
tation periods is still present. After a
student has made a contribution in a more
informally run class the teacher is less
likely to call on him again, at least for

a brief period of time. Conversely, a
student who has said nothing all period is
more likely to have his raised hand recog-
nized than is a student who has partici-
pated several times in the lesson. Unusual
variations from this procedure would be
considered unfair by students and teachers
alike. Thus, even during so-called free
discussion invisible lines are formed.

In rooms where students have considerable
freedom to move about on their own during
seatwork and study periods, the teacher
himself often becomes the center of little
groups of waiting students. One of the
most typical social arrangements in such
settings is that in which the teacher is
chatting with one student or examining his
work while two or three others stand by,
books and papers in hand, waiting to have
the teacher evaluate their work, give them
further direction, answer their questions,
or in some other fashion enable them to
move along. At such moments it is not
unusual for one or two of the seated
students also to have their hands raised,
propped at the elbow, waiting patiently
for the teacher to get around to them....

A final example of the kinds of delay to

be observed in the classroom involves the
situation in which the group is given a
problem to solve or an exercise to complete
and some students complete the work long
before others. At such times the teacher
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may be heard to ask, "How many need more
time?" or to command, "Raise your hand when
you have finished." This type of delay
may only last a few seconds, but it occurs
very frequently in some classrooms....

Furthermore, delay is only one of the con-
sequences of living in a crowd and perhaps
not even the most important one from the
standpoint of constraining the individual.
Waiting is not so bad, and may even be
beneficial, when the things we are waiting
for come to pass. But waiting, as we all
know, can sometimes ke in vain.

The denial of desire is the ultimate out-
come of many of the delays occurring in
the classroom. The raised hand is some-
times ignored, the question to the teacher
is sometimes brushed aside, the permission
that is sought is sometimes refused. No
doubt things often have to be this way.

Not everyone who wants to speak can be
heard, not all of the student's queries
can be answered to his satisfaction, not
all of their regquests can be granted.

Also, it is probably true that most of
these denials are psychologically trivial
when considered individually. But when
considered cumulatively their significance
increases. And regardless of whether or
not they are justified, they make it clear
that part of learning how to live in school
involves learning how to give up desires
as well as how to wait for its fulfillment.

Interruptions of many sorts create a third
feature of classroom life that results,

at least in part, from the crowded social
conditions. During group sessions irrele-
vant comments, misbehavior, and outside
visitors bearing messages often disrupt
the continuity of the lesson. When the
teacher is working individually with a
student--a common arrangement in elemen-
tary classrooms--petty interruptions,
usually in the form of other students
coming to the teacher for advice, are the
rule rather than the exception. Thus,

the bubble of reality created during the
teaching session is punctured by count-
less trivial incidents and the teacher
must spend time patching up the holes.
Students are expected to ignore these
distractions or at least turn quickly



back to their studies after their atten-
tion has been momentarily drawn elsewhere.

Typically, things happen on time in school
and this fact creates interruptions of
another sort. Adherence to a time sched-
ule requires that activities often begin
before interest is aroused and terminate
before interest disappears. Thus students
are required to put away their arithmetic
book and take out their spellers even
though they want to continue with arith-
metic and ignore spelling. In the class-
room, work is often stopped before it is
finished. Questions are often left dan-
gling when the bell rings....

Another aspect of school life, related to
the general phenomena of distractions and
interruptions, is the recurring demand
that the student ignore those who are
around him. In elementary classrooms stu-
dents are frequently assigned seatwork on
which they are expected to focus their in-
dividual energies. During these seatwork
periods talking and other forms of commu-
nication between students are discouraged,
if not openly forbidden. The general
admonition in such situations is to do
your own work and leave others alone.

In a sense, then, students must try to
behave as if they were in solitude, when
in point of fact they are not. They must
keep their eyes on their paper when human
faces beckon. Indeed, in the early grades
it is not uncommon to find students facing
each other around a table while at the
same time being required not to communi-
cate with each other. These young people,
if they are to become successful students,
must learn how to be alone in a crowd....

Here then are four unpublicized features
of school life: delay, denial, interrup-
tion, and social distraction. Each is

produced, in part, by the crowded condi-
tions of the classrcom. When twenty or
thirty people must live and work together
within a limited space for five or six
hours a day most of the things that have
been discussed are inevitable. Therefore,
to decry the existence of these conditions
is probably futile, yet their pervasive-
ness and frequency make them too important
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to be ignored. One alternative is to
study the ways in which teachers and stu-
dents cope with these facts of life and
to seek to discover how that coping might
leave its mark on their reactions to the
world in general....

Returning to the situation in our schools,
we can see that if students are to face
the demands of classroom life with equa-
nimity they must learn to be patient.

This means that they must be able to dis-
engage, at least temporarily, their feel-
ings from their actions. It also means,
of course, that they must be able to re-
engage feelings and actions when condi-
tions are appropriate. In other words,
students must wait patiently for their
turn to come, but when it does they must
still be capable of zestful participation.
They must accept the fact of not being
called on during a group discussion, but
they must continue to volunteer.

Thus, the personal quality commonly de-
scribed as patience--an essential quality
when responding to the demands of the
classroom--represents a balance, and
sometimes a precarious one, between two
opposed tendencies. On the one hand is
the impulse to act on desire, to blurt out
the answer, to push to the front of the
line, or to express anger when interrupted.
On the other hand, is the impulse to give
up the desire itself, to stop participat-
ing in the discussion, to go without a
drink when the line is long, or to abandon
an interrupted activity....

Praise

Every child experiences the pain of fail-
ure and the joy of success long before he
reaches school age, but his achievements,
or lack of them, do not really become
official until he enters the classroom.
From then on, however, a semi-public
record of his progress gradually accumu-
lates, and as a student he must learn to
adapt to the continued and pervasive
spirit of ewvaluation that will dominate
his school years. Evaluation, then, is
another important fact of life in the
elementary classroom....



The most obvious difference between the
way evaluation occurs in school and the
way it occurs in other situations is that
tests are given in school more frequently
than elsewhere. Indeed, with the excep-
tion of examinations related to military
service or certain kinds of occupations
most people seldom encounter tests outside
of their school experience.l Tests are
as indigenous to the school environment
as are textbooks or pieces of chalk....

The dynamics of classroom evaluation are
difficult to describe, principally because
they are so complex. Evaluations derive
from more than one source, the conditions
of their communication may vary in several
different ways, they may have one or more
of several referents, and they may range
in quality from intensely positive to in-
tensely negative. Moreover, these varia-
tions refer only to cbjective, or imper-
sonal features of evaluation. When the
subjective or personal meanings of these
events are considered, the picture be-
comes even more complex. Fortunately,
purposes of the present discussion, we
need to focus only on the more objective
aspects of the student's evaluative ex-
periences.

for

The chief source of evaluation in the
classroom is obviously the teacher. He is
called upon continuously to make judgments
of students' work and behavior and to com-
municate that judgment to the students in
gquestion and to others. No one who has
observed an elementary classroom for any
length of time can have failed to be im-
pressed by the vast number of times the
teacher performs this function. Typically,
in most classrooms students come to know
when things are right or wrong, good or
bad, pretty or ugly, largely as a result
of what the teacher tells them.

lThere are, of course, the popular quizzes
in newspapers and magazines which many
people seem to enjoy answering. But these
exercises, which might best be called "toy
tests," are of little consequence when
compared with the real thing that goes on
in school.
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But the teacher is not the only one who
passes Jjudgment. Classmates freguently
join in the act. Sometimes the class as
a whole is invited to participate in the
evaluation of a student's work, as when
the teacher asks, "Who can correct Billy?"
or "How many believe that Shirley read
that poem with a lot of expression?" At
other times the evaluation occurs without
any urging from the teacher, as when an
egregious error elicits laughter or an
outstanding performance wins spontaneous
applause.

There is a third source of evaluation in
the classroom that is more difficult to
describe than are the positive or negative
comments coming from teachers and peers.
This type of evaluation, which entails
self-judgment, occurs without the inter-
vention of an outside judge. When a stu-
dent is unable to spell any of the words
on a spelling test he has been apprized of
his failure even if the teacher never sees
his paper. When a student works on an
arithmetic example at the blackboard he
may know that his answer is correct even
if the teacher does not bother to tell him
so. Thus, as students respond to test
questions or complete exercises in their
workbooks, or solve problems at the black-
board, they inevitably obtain some infor-
mation about the quality of their per-
formance. The information is not always
correct and may have to be revised by
later judgments (Not everyone who thinks
he has the right answer really has it!),
but, even when wrong, evaluation can

leave its mark....

The separation of classroom evaluations in-
to those referring to academic attainment,

2Jules Henry, an anthropologist, has wit-
nessed signs of what he terms "a witch-
hunt syndrome" in several elementary
classrooms. A chief component of this
syndrome is the destructive criticism

of each other by the students, egged on,
as it were, by the teacher. See his

article, "Attitude organization in ele-
mentary school classrooms," American
Journal of Orthopsychiatry, 27: 117-

133, January 1957.



those referring to institutional adjust-
ment, and those referring to possession

of personal qualities should not obscure
the fact that in many situations all three
kinds of assessment are going on at one
time. For example, when a student is
praised for correctly responding to a
teacher's question it may look as though
he is simply being rewarded for having

the right answer. But obviously there is
more to it than that. If the teacher dis-
covered that the student had obtained the
answer a few seconds before by reading
from a neighbor's paper he would have been
punished rather than praised. Similarly,
if he had blurted the answer out rather
than waiting to be called on he might have
received a very different response from
the teacher. Thus, it is not just the
possession of the right answer but also
the way in which it was obtained that is
being rewarded. In other words, the stu-
dent is being praised for having achieved
and demonstrated intellectual mastery in

a prescribed legitimate way. He is being
praised, albeit indirectly, for knowing
something, for hawving done what the
teacher told him to do, for being a good
listener, a cooperative group member, and
so on. The teacher's compliment is in-
tended to entice the student (and those
who are listening) to engage in certain
behaviors in the future, but not simply

in the repeated exposure of the knowledge
he has just displayed. It is intended to
encourage him to do again what the teacher
tells him to do, to work hard, to master
the material. And so it is with many of
the evaluations that appear to relate ex-
clusively to academic matters. Implicitly,
they involve the evaluation of many "non-
academic" aspects of the student's be-
havior....

From all that has been said it is evident
that learning how to live in a classroom
involves not only learning how to handle
situations in which one's own work or
behavior are evaluated, but also learning
how to witness, and occasionally partici-
pate in, the evaluation of others. 1In
addition to getting used to a life in
which their strengths and weaknesses are
often exposed to public scrutiny, stu-
dents also have to accustom themselves to
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viewing the strengths and weaknesses of
their fellow students. This shared expo-
sure makes comparisons between students
inevitable and adds another degree of
complexity to the evaluation picture.

The job of coping with evaluation is not
left solely to the student. Typically

the teacher and other school authorities
try to reduce the discomfort that might

be associated with some of the harsher as-
pects of meting out praise and punishment.
The dominant viewpoint in education today
stresses the pedagogical advantages of
success and the disadvantages of failure.
In short, our schools are reward-oriented.
Thus, teachers are instructed to focus on
the good aspects of a student's behavior
and to overlook the poor. Indeed, even
when a student gives a wrong answer, to-
day's teacher is likely to compliment him
for trying. This bias toward the positive
does not mean, of course, that negative
remarks have disappeared from our schools.
But there are certainly fewer of them than
there might be if teachers operated under
a different set of educational beliefs....

Although the student's task in adjusting
to evaluation is made easier by common
teaching practices, he still has a job

te do. 1In fact, he has three jobs. The
first, and most obvious, is to behave in
such a way as to enhance the likelihood
of praise and reduce the likelihood of
punishment. In other words, he must learn
how the reward system of the classroom
operates and then use that knowledge to
increase the flow of rewards to himself.
A second job, although one in which stu-
dents engage with differing degrees of
enthusiasm, consists of trxying to publi-
cize positive evaluations and conceal
negative ones. The pursuit of this goal
leads to the practice of carrying good
report cards home with pride, and losing
poor ones along the way. A third job,
and, again, one that may be of greater
concern to some students than to others,
consists of trving to win the approval of
two audiences at the same time. The prob-
lem, for some, is how to become a good
student while remaining a good guy, how
to be at the head of the class while
still being in the center of the group.



Most students soon learn that rewards

are granted to those who lead a good life.
And in school the good life consists,
principally, of doing what the teacher
says. Of course the teacher says many
things, and some of his directions are
easier to follow than others, but for the
most part his expectations are not seen
as unreasonable and the majority of stu-
dents comply with them sufficiently well
to ensure that their hours in the class-
room are colored more by praise than by
punishment....

There is another way of coping with evalu-
ations that warrants mention even though
it is not deserving of the term "strategy.'
This method entails devaluing the evalu-
ations to a point where they no longer
matter very much. The student who has
adopted this alternative over those of
complying or cheating has learned how to
"play it cool" in the classroom. He is
neither elated by success nor deflated by
failure. He may indeed try to "stay out
of trouble" in the classroom and thus
comply with the teacher's minimal expec-
tations, but this is principally because
getting into trouble entails further en-
tanglements and involvement with school
officials and other adults, a situation
that he would prefer to avoid....

Power

The fact of unequal power is a third
feature of classroom life to which stu-
dents must become accustomed....

Perhaps one of the chief differences be-
tween the authority of parents and teach-
ers, although not the most obvious, has to
do with the purposes for which their power
is put to use. Parents, by and large,

are principally restrictive. Their chief
concern, at least during the child's early
years, is with prohibiting action, with
telling the child what not to do....It is
an authority whose chief goal is to place
limits on natural impulses and spontane-
ous interests, particularly when those
impulses and interests endanger the child
himself or threaten to destroy something
of value to the parent....

The teacher's authority, in contrast,

is as much prescriptive as restrictive.
Teachers are concerned with setting
assignments for students rather than with
merely curbing undesirable behavior....

At the heart of the teacher's authority is
his command over the student's attention.
Students are expected to attend to certain
matters while they are in the classroom,
and much of the teacher's energies are
spent in making sure that this happens.

At home the child must learn how to stop;
at school he must learn how to look and
listen.

Another view of the teacher's authority
might focus on the process of substitution
by which the teacher's plans for action
are substituted for the student's own.
When students do what the teachers tell
them to do they are, in effect, abandoning
one set of plans (their own) in favor of
another (their teacher's). At times, of
course, these two sets of plans do not
conflict and may even be quite similar.
But at other times that which is given up
in no way resembles the action called for
by the teacher. The lack of resemblance
between the teacher's plans and the stu-
dent's own must partially account for the
difficulty some students have in adjusting
to the classroom, but the relationship
between these two states of affairs is
surely not simple. The important point is
that students must learn to employ their
executive powers in the service of the
teacher's desires rather than their own.
Even if it hurts....

In the best of all possible worlds it is
expected that children will adapt to the
teacher's authority by becoming "good
workers" and "model students." And, by
and large, this ideal comes close to be-
ing realized. Most students learn to
look and to listen when told to and to
keep their private fantasies in check
when class is in session. Moreover, this
skill in complying with educational
authority is doubly important because the
student will be called upon to put it to
work in many out-of-school settings. The
transition from classroom to factory or
office is made easily by those who have



developed "good work habits" in their
early years....

Because the oppressive use of power is
antithetical to our democratic ideals it
is difficult to discuss its normal occur-
rence in the classroom without arousing
concern. The concepts of obedience and
of independence are often thought to be
antithetical and, in our society, the
latter concept is more often the declared
objective of our schools than is the
former. Therefore, we typically play
down or fail to recognize the extent to
which students are expected to conform

to the expectations of others and when
this state of affairs is called to our
attention the natural response 1s one of
alarm.

Yet the habits of obedience and docility
engendered in the classroom have a high
pay-off wvalue in other settings. So far
as their power structure is concerned
classrooms are not too dissimilar from
factories or offices, those ubiguitous
organizations in which so much of our
adult life is spent. Thus, school might
really be called a preparation for life,
but not in the usual sense in which edu-
cators employ that slogan. Power may be
abused in school as elsewhere, but its
existence is a fact of life to which we
must adapt. The process of adaptation
begins during the first few years of life
but it is significantly accelerated, for
most of us, on the day we enter kinder-
garten.

As implied in the title of this chapter,
the crowds, the praise, and the power that
combine to give a distinctive flavor to
classroom life collectively form a hidden
curriculum which each student (and teach-
er) must master if he is to make his way
satisfactorily through the school. The
demands created by these features of
classroom life may be contrasted with the
academic demands--the "official" curric-
ulum, so to speak--to which educators

traditionally have paid the most attention.
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