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Teaching of thematic units, with emphasis on processes, offers another
possible means for making natural connections in the brain that facilitate
discovery and = irning. Teachers can further tie into the b: " ’s natural
pattern making potential by linking subject areas to one another, as well as by
teaching across grade levels.

The author’s own personal learning discoveries are perceived as new
models for the role of edu ors as facilitators of learning. Fin ™, the
relationship of learning to thought transformation is explored through the
Dialogue Process, a unique approach to life-long learning. The author
suggests that these elements can be woven together successfully, creating a

new fabric made of a community of learners at all ages.
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Such methodologies will be shown as integral to the creation of a positive
learning environment.

As interest in the new atmospl ‘e in my classroom has spread to other
faculty members, I have become aware that the seeds of my own learnir so
accelerated by participation in the Dialogue Process, are now rooting around
me. Ultimately, this thesis proposes that education profoundly needs the
greatly increased learning potential inherent in the Dialogue Process.

In our rapidly changing world, educators1 ' respond to the reality
that our environment shapes our brain and our brain shapes our
environment. Chapter Six takes the possible avenues of insight and fresh
perception about the nature of the b n and the life-long learning process,
seen in the first five chapters, and suggests concrete forms that could emerge

from this new awareness.






regimentation of the teacher's guide and allowed other externals to >vern
the pattern of the classroom.

From my old "knower" approach to teaching, students would write in
workbooks to fill in the blanks. From my new "learner” approach, students
write in journals, which allows them to write frc  their "knower" mode,
putting down wl tthey know and chot :to share. In the first fifteen years of
my teac’ * g experience, I had the chalk and I wrote on the board, because the
belief was that the teacher was the only one who "knows.”" Now I hardly ever
write on the board, but instead the children write on the board, sharing
solutions to problems with peers or developing webs to piggyback ideas.

I now find that it is not necessary to move sequentially in a rigid
fashion. Topics within subjects of the curriculum are moved around
according to the light bulbs going off in the learners. The approach is
intuitive, unaware of time, and the children respond in the same way. The
bell v ™ ring and a comment is made "Oh, it's time for lunch!", and everyone
is surprised. The approach is connecting, and the creative act involved,
engages all. The shift of my attitude has allowed me to see students as
knowers, not just learners.

In addition, in my own graduate studies as a learner in the middle
season of my life, the commitment necessary to earn a graduate degree
resulted in a new sense of personal anxiety. The unusual atmosphere of
psychological safety within the CCT Graduate Program provided me with
striking personal evidence that the climate of the classroom and the attitude
of the teacher can e positive cl nges in learning. Through my own
learning experience, I have come to believe that the learner at any level,
elementary, intermediate, secondary, undergraduate and graduate, benefits

greatly from an enviro  ent that is psychologically safe.



The attitudes of CCT teachers have also positively . lected Howard
Gardner's theory of multiple intelligences, specific "/ his concept of personal

intelligence. In ] irdner (1983) examines the development

of the inter1 . mental reflection capacities:

The core capacity at work here is access to one's own feeling

life -- one's range of affects or emotions: the capacity instantly to
effect discriminations among these feelings and, eventually, to
label them, to enmesh them in symbolic codes, to draw upon

them as a means of understanding and guiding one's behavior.
(p. 239)

Gardner continues by explaining further that another aspect of human

intell  'nce turns outward:

The other personal intelligence turns outward, to other
individuals. The core )acity here is the ability to notice and
make distinctions among other individuals and, in particular,
among their moods, temperaments, motivations, and
intentions. (p. 239)

A new sense of self emerg in this learning process at any age, as the
window to the intrapersonal and the interpersonal forms of knowing is
opened. The learner at the elementary, intermediate, secondary,

undergraduate and graduate level requires a safe environment for this type of

learning to occur.

The A C T Model emphasizes just such an environment since its focus

is accelerative, full-spectrum irning, a way for educators to become









I saw his fear of missing activities in the classroom while at Resource
Room, along with his anxiety in the Resource Room, as signals of his terror. I
acted as an advocate for N. L., stating that the stress was defeating any progress
made in the classroom. Administrators heard my plea, and it was arranged
for home tutoring after school to comply with the educational plan for N. L.

N. L. became a leader in our fifth grade classroom, especially in the area
of science. He did extra credit science reports on his home computer, which
he was w ™" ig and able to share with his peers. He gave oral presentations to
younger students in Grade Two. His personality opened up. He became a
different child. The school psychologist stated, "N. L. has blossomed like a
flower in Grade Five. What a different boy!"

This year at the middle school in Grade Six, the parents of N. L.
contacted me to request my input regarding his program. The sixth grade
team recommended in September that N. L. be placed in a Resource Room
setting for two periods a day. 1 wrote a letter advocating that N. L. stay within
the normal routine. The Director of the Special Needs department heard my
argument, and did not enter N. L. in a pullout program. To date, N. L. has
been on the honor roll, and even went out for the football team!

The acquisition of new information, and thus the relinquishing of old
information, can be a task difficult for the br "1 to accept, especially if the

iting belief assumes its own truth. The learning and subsequent
unlearning of assumptions about reality is a complex process which I will
explore in greater detail in Chapter Four. At this point it suffices to say that
while a bridge between conscious and subconscious mental operations
sometimes allows exploration of new information, ideas, and insights, often
the learner resists, mostly through unconscious non-receptivity. The skillful

use of suggestion opens a window into vast non-conscious resources of
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energy po 1tial that we all take for granted but seldom utilize in our

teaching approaches.
Sugg -

I use indirect suggestion in my classroom through modeling some very
specific behaviors. To help promote better skills in organization, I model for
students the benefits of daily planning, as well as long-range planning. At the
opening weeks of school, I create a g phic organizer with the students for the
classroom goals for the year. A daily agenda is placed on the front board and
reviewed each orning by all members of the class. Each child uses a daily
chart to monitor his/her progress. A schedule of the specialists for music, art,
media, physical education, as well as lunch and recess, is also recorded.
Students keep daily journals to record personal responses to learning. I
actively participate with the class as I write entries in my own journal along
with them. I provide time for reflection, for the private reading of journals,

and review of students’ own time organizers to assess their own

accomplishments.
In n Conspirac~ " caale Y7 T sfc
tt "7 Ferguson (1980) cites teacher-caused learning disabilities as

"allopathic teaching." Ferguson postulates that:

Dis-ease, not feeling comfortable about ourselves, probably begins
for many of us in the classroom. The child who may have come
to school intact, with the budding courage to risk and explore,
finds stress enough to permanently diminish that adventure.

(p. 283)
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Ferguson (1980) states further:

Most of us have unfinished business with school, and this
residue of anxiety may intimidate us yet on some level of
consciousness; it may forever pull us back from challenges and
new learning. (p. 283)

Because of the pressure society and family impose on students outside
of school, it has become imperative t! :today's educators relieve the stress in
students' school lives. Edu ors need to demonstrate and model their own
love of learning to students in as stress-free a manner as possible. We are
familiar with many stress producers normally found in classrooms: fear of
tests, competition for grades, "correct" SAT sco.  reinforcement given only
to "right" answers, and social ridicule for "stupid" questions and/or
responses, not to mention the social isolation of special needs children, and at
home, parents measuring how good they are as parents by how well their
children perform in school.

Both cognitive learning and affective learnir have validity, and there
is still little social recognition or integration of these two lear * g modes.
Usir my own emotions skillfully as they arise in the claa oom, I can model
and "suggest” (Dhority 1991, p. 54) for students that their own feelings are
valid and valuable. In more traditional aspects of the curriculum, such as
studying literature which will be discussed in Chapter Five, students’ own
feelings can be incorporated by using a responsive journal, another
opportunity for personal feelings to be validated, this time in _rated into a

more academic context.
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Transpersonal education, with its roo in recent psychological

innovation, focuses on transcendent capacities of human beings. Ferguson

(1980) states:

In transpe  nal education, the learner is encouraged to be
awake anc uatonomous, to question, to explore all the corners
and crevices of conscious experience, to seek meaning, to test
outer limits, to check out frontiers and depths of the self. (p. 89)

The mystery of each individual is given its full dignity in transpersonal
education. The Dialc , e Process, discussed later in this thesis, also offers
educators the opportunity to explore this mystery of learning within the
framework of one's own personal assumptions about what is "true."

Morton Hunt's work in cognitive science, reflects a creative hybrid mix
of psychology, computer science, psycholinguistics and several other fields.

According to Hunt (1982):

The sheer intricacy of the neuronal pathways by which the brain
transmits and processes information is one of the evervday
marvels of the human brain that we take for granted. .ne
mind's huge inforn tion-storage capacity = an absolute
prerequisite of human thought. Thinking, is it problem
solving? is it pure reasoning? is it decision making? All other
higher cognitive processes -- perception, memory, learning,
inference, concept formation, are these outside of thinking
proper? Call thinking 'all that goes on...[in the mind]...between
input and output.’ (p. 22)

Hunt estimates that the circuitry in the human brain probably has sixty
times the informational complexity of the entire U.S. telephone system,

illustrating that the intricacy of the neuronal pathways and the mind's ability
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to store information are two functions of the brain that 1 :d further
exploration.

Hunt (1982) distinguishes the mind from the brain thus: ... the brain
is what is, the mind is what the brain does" (p. 81). If we picture a man at the
dinner >le preparing to eat, we can notice how his mind allows him to
choose and prefer some foods while he rejects others. Similarly, the mind
decides to accept or deny piec : of new thought p:  »nted for its review
during any given learning encounter. The mind appears to receive new
information, but will it truly digest and absorb it? Learning is a more
complex process than selecting and digesting foods, yet there are basic
similarities.

Cognitive science also relates what the mind "forgets" to the effect of

perceived stress. Hunt (1982) states that:

... stressful input takes up most of the mind's conscious
equipment and so impedes the retrieval of information from
long-term memory. (p. 89)

It follows that if we decrt e stressful input, retrieval of information
from long-term m« ory will be easier, and the possibility of learning more
successful. Hunt (1982) believes that we perceive and remember nearly
everythir in terms of what we already know. We do not remember what
our senses perceived but "what our minds made of it" (p. 96). Remembering
new experiences thus relates more directly to existing memories than to the
number of times something is experienced, how recently we have
experienced it, or how much interference the mind eates. Thus, a learning
environment that is psychologically safe improv ; the operational ability of

the mind's conscious equipment. Needless to say, learning that is
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meaningful and child-based then makes for early learning experiences that
are not saddled with negative, stressful encounters that only d up
sabotaging a child's cognitive operations. The physical changes in my
classroom were designed to empower students, putting the child at the center
of attention, free of fear about new discovery. Thus, we leave the child with
his or her cognitive power fully available to use in his learning experiences.

Healy (1990) states:

I would contend that much of today's school failure results from
academic expectations for which students' brains were not
prepared -- but which were bulldozed into them anyway....The
brain ows best when it is challenged, so high standards for
children’s learning are important. Nevertheless, curriculum
needs to be considered in terms of brain-appropriate challenge.
(p- 69)

When Rene Descartes in the sixteenth century noted, "Cogito ergo
sum" (I think, therefore I am.) (p. 65), he underlined the importance of
thought in determining our identities, i.e. who we think we are. Thus, when
a person says, "Oh that's just the way I am," the very words reflect h 'her
thought conclusions, viewed by cognitive scientists as the reactions of the
brain's circuitry to its own processes.

Humankind has attempted to understand thinking for all of recorded
time. What are we doing when we are thinking? The thinking process goes
on so rapidly that we can seldom consciously attend to it. It involves
complexly woven feedback effects. More attention needs to be paid to
thinking about our thinking -- thus, the new field of metacc_, _tion. Later, in
this the s, I will explore the Dialogue Process as just such a group forum, a

new possibility of taking a look at THOUGHT in action.
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focus to "teaching frc  within" (p. 55). Human beings have deep
dependency on others and needs for acceptance and love, for belonging, and
for a sense of their own importance and worth. When teachers offer
individuals a feeling of security, of being guided rather than "told", students
are led toward wisdom and power, s s on a path to empowering individuals
to take these steps for themselves.

Creative visualization and the use of imagery can also be used to
reduce the barriers of sti i and anxiety. I have my students visualize
themselves as the letter L, standing tall with both feet planted on the ground,
ready for Living, Loving, Laughing, Listening, and Learning. This activity is a
form of direct suggestion that can open the doors which stress and anxiety
may have closed. (I hope they will do all of these L's actively in their lives.)

Learning also involves engaging the imagination, the ability to create
possibilities for ourselves beyond our present reality. Imagining my mind's
eye at the center of my imagination, I see that I AM IN AN IMAGE which is
"thought.” When my mind's eye falls within the circle of image-inary
influence, it "sees” that change is possible. It is through our ability to imagine
and visualize that we can begin to see ourselves as learners, that is, as agents
and objects of change. Asking students to visualize themselves in this
capacity allows them to reflect on. themselves as learners.

Bohm (1990) postulates that all thoughts are from our past experiences;
while actual thinking is in the present and is proactive. ...us, all thoughts
involve “thinking twice” (p. 12). According to Stephen Covey (1989) we all
have an inherent freedom to choose, a freedom that lies somewhere between
stimulus and response that is, something between thinking done twice.

Thought does not have to remain trapped in its own eation. Covey says:
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of the literary piece through the medium of art. Her outstanding talent in the
art form ")wed T. G. the per! 't means to clearly express her inner sc**

Daniel C. Dennett (1991) in ~ * T ' 7 states:

Wherever there is a conscious mind, there is a point of view.
This is one of the most fundamental ideas we have about minds
-- or about consciousness. A conscious mind is an observer, who
takes in a limited subset of all the inf¢ ion there is. An
observer takes in the information that is available at a particular
(roughly) continuous sequence of ** es and places in the
universe. (p. 101)

Let us consider the classroom as one sectioned area of the child's
universe. As the experience of moving from dependence to independence to
interdependence comes to be realized in the classroom, the child's universe,
therefore, also increases.

The child's mind contains 1 observer, a co1 ious mind that takes in
subsets of reality during lea ing. Through imagery, metaphor, and
visualizaﬁon, wonder can be maintained and expanded, as children discover

that learning can be a wonder-filled, life-long process.
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Healy (1990) describes the influence of sugg :ion on the neural
networking fabric of the brain itself, suggesting that the structure and
function of the brain are actually inseparable. All brains consist of two types
of cells, nerve cells, called neurons, and glial cells. The neurons number in
the billions and serve to connect themselves together in flexible networks to
fire messages within and between parts of the brain. The glial cells that
surround the neurons provide the catering service for the nervous system.
The glial cells support and nourish the neurons as they go about their delicate
task of creating, firing, and maintaining the connections for thinking.

Healy (1990) explains that the shape of the average neuron is like the
palm of your hand with fingers extended. The palm represents the cell body,
with its central nucleus, and your outreaching fingers a1 dendrites.
Dendrites are microscopic projections that extend in treelike formations to act
as intake systems that pick up me: iges from other neuro1 and relay them
to the cell body. When a message reaches the cell body, visualized as the
palm, the message would travel down your arm, which would represent the
axon, or output system. When it reaches the end of the axon, it must jump
across a small gap called a synapse before bveing picked up by dendrites from a

neighboring neuron.

This primordial intellectual leap is facilitated by chemicals called
neurotransmitters or neuromodulators. It is repeated untold
billions of times as this vast array of potential goes about the
business of daily mental activity. The strength and + ““ciency of
synaptic connections determine the speed and power with which
your brain functions. The most important news about synapses
is that they are formed, strengthened, and maintained by
interaction with experience. (p. 52)
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ting Neurons

Why does nature overendow us with brain cells? ealy states that this

apparent wastefulness is our assurance of adaptable mental equipment.

The cortex is the control panel for processing information at
three levels:
1. receiving sensory stimuli
2. orga * 'ng them into meaningful patterns so that we can
make sense out of the world
3. associating patterns to develop abstract types of learning and
thinking
These later-developing ‘association areas,” so critically important
for planning, reasoning, and using language to express ideas, :
the most plastic of all; their development depends on the way
the child uses his or her brain at '"““2rent stages of development.

(p. 56)

Educators create situations wl ‘e students can make associations, and
what happens in the learning discoveries of one child can be very potent in
the learning of others. For example, the children disct ied previously, went
through internal changes that have clearly brought new learning to their
peers. Previous expectations and assumptions were revised at the group level
of interaction. Students’ past perceptions about learners like N. L. were that
"he just doesn't get it," but if diversity of learners is brought to the attention
of all students, then an appreciation of each child's strengths « n be seen.

T. G. in her artistically talented way expresses her difficult task of inferential
comprehension with paint and brush rather than pencil and paper. As the
next testimony will show, the loving 1 :ure of C. M. is valued by students
this year, whereas in the past, he was viewed differently by p« 's. This kind of

associative learning is natural for the brain, and the more we can create
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Educators need to create an atmosphere of safety in the learning

environment so that downshifting is decreased.

Downshifting appears to affect many higher-order cognitive
functions of the brain and thus can prevent us from learning
and generating solutions for new problems. It also appears to
reduce our ability to see the interconnectedness or
interrelationships required by thematic thought processes. (p. 64)

Emphasis on failure by educators causes t! ° downshift. A student,
C. M., entered my classroom in September filled with anxiety and negative
images of himself. Previous experiences had told him only of his
weaknesses. He would not wear his glasses, or pick up his pencil, or attempt
to participate in classroom activities. Testing in Grades One and Two labeled
him as a Prototype 3, requiring 2 - 3 hours of Resource Room time each day.
His past three years in school had been fragmented and frustrating for him.
C. M. has benefited from the atmosphere of safety in my classroom by
allowing him to express his thoughts and feelings in a verbal arena.
Emphasis on his verbal strengths has encouraged him to accept and work
with his weaknesses in the written language arts form.

The brain’s inexhaustible capacity to create needs to be a primary focus
in education. The future needs individuals who « 1 govern themselves.

“hine and Caine (1991) postulate:

Tomorrow's successful employees will have to be problem
solvers, dec on makers, adept negotiators, and thinkers who
are at home with open-endedness, flexibility, and
resourcefulness. They must be able to deal with uncertainty,
complexity, the global village, the infc  ation explosion, other
technologies, and many «'"““erent cultu  -- and still maintain a
set of values that foster an adequate degree of individual
stability, integrity, and social harmony. (p. 14)

28



Education cannot continue to produce students who have acquired a
store of nontransferable facts. Education needs to produce learners who I ve
met with and acquired a sense of responsibility and control. In a creative
learning environment, each learner controls and is ri >onsible for her own
learning. Confidence in risk-taking is established because mistakes are
accep »>le. The more we approach meaningful, challenging, and relevant
learning in the classroom, the more likely that children of all types v "™ learn

well (Hart 1983).
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CHAPTERIV
THE DIALOGUE PROCESS

A
5

=1
Jmet

In order to increase understanding among learners and to address the
larger issue of the threat of fragmentation and isolation within humankind,
we need to explore alternatives for clearer communication and to begin to
reflect about what our thought is doing. The Dialogue Process (Bohm 1990;
Dhority 1994) is such a tool.

Gardner's (1983) Multiple Intelligences Theory provides a link t  ween
current research on the brain, Linguistic Intelligence, and the potentials of the
Dialogue Process. Gardner focuses on those domains of expertise in which
language itself is at the fore (e.g. the expressive writer, the novelist, the
essayist, together with the poet, the scientist, and scholars.) The dependence
of those involved in such pursuits involving language is necessary, Gardner
explains, not only as a source of what they study, but also as a means for

conveying their conclusions:

But in most societies, for most of the time, and most strikingly
in a complex society such as ours, language is as often as not a

tool -- a means of accomplishing one's business -- rather than

the central focus of attention. (p. 96)

Before we can explore the Dialogue Process, we need to grasp the

importance of Gardner’s (1983) emphasis upon language as a tool of

communication:

30



While language can be conveyed through gesture, and through
writing, it remains at its core a product of the vocal tract and a
message to the human ear. Understanding of the evolution of
human language, and its current representatic *~ the human
brain, is likely to fall wide of the mark if it mi res the
integral tie between human language and the auditory-oral tract.
(Gardner 1983, p. 97)

The centrality of the auditory -- and oral -- elements in language is
echoed by Ferguson's (1980) research on the brain and consciousness. She
outlines the communication problems resulting from the specialized
discoveries in many varying realms of science: brain research, physics,
molecular biology, research on learning and consciousness, anthropology, and
psychophysiology. Ferguson (1980) postulates that scientific specialization has
created substantial problems in commun’ ‘ion, including "the utter

st 1geness of the new worldview" (p. 148).

We are required to make paradigm shift after paradigm shift, to
drastically alter our old beliefs and to see from a new perspective.
It has been said that science replaces common sense with
knowledge. Indeed, our most advanced intellectual adventures
carry us into wonderlands beyond the boundar . of logical,
linear understanding. (p. 148)

o

Our use of language can trap us into broken ways of living. For
instance, since the subject-predicate structure of owr ™ ;' "\ language molds
our thoughts, this very premise thereby constrains us to think of everything
in terms of this simple cause and effect f1 ework and its a: ptions. We

must realize the limitations that accompany our use of words, and the
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and reflection. These core skil function in multiple ways, jointly creative in

evolving moment-to-moment interactions, becoming;:

...the particular environment within which Dialogue can
unfold, and also these skills can be seen as an outgrowth of
Dialogue itself as it progresses. (Teurfs and Gerard 1993, p. 7)

These dialogic skills reinforce each other much like the process of d* >stion

and good nutrition affect and enhance one another.

A basic foundational concept in Dialogue is the suspension of

judgment. As Teurfs and Gerard argue, in order for us to relate to the world:

..we collect data, we organize it, we make decisions and we
act....Judgment enters the process at many points....We
judge/evaluate incoming data, sorting what to keep, wt to
throw away, what is valuable...Judgment an inherent part of
how we function relative to our environment. (p. 7)

These judgments, recorded as thoughts, accumulate in our minds over
time, as we pass from childhood into adulthood, and are stored in our
personal "databanks” (p.7). Our every perception is based on the data we
absorb and past judgments already resident in our databan]  Teurfs and
Gerard agree with Bohm: "Thus, our perception of current reality is always
filtered through "old data” (p.8).

The old data we use are clearly helpful, and even necessary, because
they allow us to act without re-thinking our every move. Really thinking

about something tak: time. Thought patterns already recorded work with
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great speed (which is both good and bad). Quick thought means we can act

quickly, however, as Teurfs and Gerard (1993) point out,

That it is based on past data means that our lightnii  speed
responses might more accurately be called ‘reactions’, unlikely to
yield any new approaches. New perspectives require a span of
time for thinking to occur. (p. 8)

When we practice Dialogue, we attempt to look more carefully at our
databank and its current assumptions and judgments, in order to uncover
their roots, because these roots are behind everything we think and therefore

everything we do.

These Days
whatever you have to say, leave
the roots on, let them
dangle
And the dirt
Just to make ¢ r
where they come from

Charles Olson

We can accomplish this by slowing down our verbal interactions so
that we have time to observe them as they are occurring. Slowing down also
allows some extra space for new thoughts or thinking to penetrate our
awareness. If, at the same time, we could "suspend" the thoughts in our
databank, we might be better able to see alternative possibilities far more

creative than the ones we presently adhere to. But since we cannot push the
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and creativity which follows no specific rules, but appears to emerge
spontaneously from the field of intelligence available to the group once its
normal thought boundaries have been dissolved.

As the practice of Dialc ue, through the core skills Teurfs and Gerard
(1993) have outlined, evolves into more and more natural ways of
communicating and relating to one another, it makes possible a learning
environment much deeper and more creative than anyone's previously b ™"
databank can offer. Dialogue becomes self-reinforcing; for those of us
involved at length in this process, old ways of interacting and 1 rning seem
outmoded and terribly dull by comparison.

There seems to be little reason why the new critical and creative
abilities used for Dialogue cannot be shared with children as well as p  :tic 1
by adults. In fact, if our classroom interactions took place within a truly
dialogic atmosphere, we might all look forward to the experience of

revolutionary, exciting, and profound changes in our life-long learning.
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likely to engage the brain. When real life situations are encountered in such
a way as to open doors for each child's brain to encounter, experience, and

conceptualize what is meaningful to that child, the natural learning process

can be evoked.

The communication of feelings is another real life s’ ™ that I attempt
to develop in my classroom. I present the concept that "I" me: 1ges can be
effective statements for communicating feelings. Students are encouraged to
give "I' messages when communicating their feelings to othe;  Stressing the
use of the words "I feel...when", I provide many practice opportunities so that
children may discover for themselves that letting people know how they feel
helps in solving problems. "I" messages contrast with the many less
constructive ways children often use to communicate: "you" messages,
pouting, or acts of physical and/or verbal aggression. In addition, I use role-
play games with students in pairs in order to practice role-playing situations
using "I" messages to express their fe =~ . Examples of such student role-
plays include typical experiences: someone cuts in line in front of you; you
find out a friend is talking about you behind your back; you lend your felt
pens to a friend and the friend gives them back dry; you wait to use the school
computer and another student doesn't let you have a turn. Along with
practice in role-plays, I guide students to substitute "[" messages for "you"
mess: s during everyday conve ition and personal disagreements.

Swartz' report for the Massachusetts Edu ional Assessment Program

(1989) relates good thinking to the important process of reading:

As any good reader is aware, reading is not ju the passive
absorption of what is on the printed page. It is an active process
whereby we create, extend, and reflectively assimilate meaning
from what we read by selectively bringing to bear things that we
already know and blending them with what we get from the text.
p-D
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Since children will only utilize thinking processes that their own
brains can encounter usefully, our adult abstractions (what we "choose” for
them to learn) may easily be lost as irrelevant to children's own everyday
living. Instructional strategies to promote and develop the use of good
critic | and creative thinking are most effective when they involve students
in forms of t' * kking that they can use again and again in their daily lives.

In developing social skills with students, I also introduce the concept
that people may have conflicting feelings. That is, people have " ‘ferent or
opposite feelings about the same situation, or that people's feelings may
change, and that their own feelings may differ from other people's. How to
identify a person's feeling or emotion, by looking for clues in that person's
face and body and in what is happening, is also practiced. This development
of social skills for real-life situatio is integrated across the entire curricu
as | engage children in further thinking beyond the abstracted content, of any
particular subject area, by bringing ideas into their own life experience.

According to Robert Swartz (1989), there are three basic goal-oriented
thinking categories: thinking directed towards generating ideas, thinking
directed at clarifying ideas, and thinking directed at assessing the
reasonableness of ideas (whether they are worthy of our belief, however clear
they may or may not be) :

Teachers need to address the following questions: 1) How does a
teacher generate ideas from students? 2) How does a teacher help to clarify
ideas from students? 3) How does a teacher help students to assess the

reasonableness of their ideas?












skills for reading and language development, they can also consciously learn
specific skills for good, skillful thinking.

The outline below suggests a general readit ¢ ‘culum which n
simultaneously pursue both the objectives of reading skills and thought

development:
Reading Skills

[. Decoding ~ lls
1. Long words
2. Inflection (f to ve before s)
3. Vowel digraphs ou (gh) (o,u,uf,af) au (gh) (af)
4. Suffixes (ment, ness,er)

II. Vocabulary skills
1. Word identification in context
2. Word identification
3. Vocabulary development (synonyms/antonyms)

III. Comprehension skills

. Recognizing figurative language
. Predicting outcomes

. Author's purpose

. Sequence

. Comparison

. Referents

NUT i W N

Skills in Higher-Order Forms of Thinking

I. Skills at generating ideas
1. Alternative Possibilities
A. Multiplicity of ideas
B. Varied ideas
C. New ideas
D. Detailed ideas

II. Skills at clarifying ideas
1. Analyzing ideas
A. Comparing/ contrasting
B. Classification/ definition
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broadened and deepened because of my own development in critical 1d
creativ  thinking, now central elements in my classroom.

The across curriculum approach to teaching, based upon the discovery
process and the problem-solving method of teaching enhances the possibility
for students to do connection-making in all subject :as. The year long
theme in my classroom this year is diversity. Social studies content focuses
on multicultural awaren :, beginning with immigration and its effect on the
development of this country. I link historical content to our actual classroom
diversity of learners. Also, year long investigation of cultures around the
world, studying and appreciating their customs, foods, dress and
contributions to humankind further deepens the diversity theme, while
simultaneously stimulating pride in students’ own multicultural
backgrounds and respect for the backgrounds of others.

I have linked geography in my class rather unpredictably to the math
curriculum. Fractions, ratios, graphing and " :ulating have been developed
together with the skil of reading and understanding maps and globes. We
use the four basic operations of math when analyzing populations around the
world, land mass and ocean depths. Thus, understanding of diversity in the
whole planet is broadened, while one subject area becomes linked to another.

This year, opportunities for making further connections appeared
when I supervised two student teachers during the fall, whose p :ticums
overlapped. Isuggested that the second student teacher, R. J., should
piggyback her unit to that of the first student teacher. K. L.'s unit sprang from
the social studies curriculum; while we studied cultures around the world,
her unit focused on travel. R.]J., entering eight weeks later, delved her unit
into transportation around the world, specifically shipping. As the fall

curriculum unfolded, each of these units enhanced one another. Tt
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Education as the practic of freedom -- as opposed to edv tion as
the practice of domination -- denies that man is abstract, isolated,
independent, and unattached to the world; it also denies that the
world exists as a reality apart from people. Authentic reflection
considers neither abstract man nor the world without people,
but people in their relations with the world. In these relations
consciousness and world are simultaneous: conscic 1ess
neither precedes the world nor follows it. (Freire 1970 p. 62)
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CHAPTER VI
ACOMMUNITY OFLEARNERS

Vo YRS

IN

[ have proposed a decentralized teaching style as a means of creating a
psychologically safe learning environment, and an across the ¢ = “culum
approach to classroom learning, in which arts-based, thematic units serve as
guides to the world of process. I have suggested that teachers teach concepts,
rather than elaborate rules, structures, and isolated facts. I have described the
Dialogue Process as a tool to expand learning within the environment of the
other methodologies outlined.

I have illustrated strategies for classroom management, the micro-
level, which can be introduced across the curriculum. These ideas, however,
have implications wider than my own classroom. Seen froma  3er
perspective, the macro-level, we need change to move beyond my room
organically, as it did in the changes in Resource Room operation, and further,
as a perspective for learning at the school and community levels. What I
envisioning for schools is a holistic approach across grade levels, which can
be designed as part of a plan for school-based management. ™"

arhina (McDonough 1993), a strategy unfolding among faculty members in
my building, opens the way for teachers to share concepts across grade levels.
In our case the interrelatedness of the world of processes is our underlying
theme. Schedule blocks provide opportunities for the learners now placed in
varying grades to in -act, to discover the connection between their own

curriculum content and the world of processes. Participatir faculty members

meet twice a month to review current units being taught. Partnerships are
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implementation” (p. 66). Just as students need a voice in their learning
procc , the faculty members of a school need a voice in the creation and
design process for their own school-based management.

Research clearly suggests that teachers' roles are changing, placing
increasing demands on them to meet the psychological growth needs of
children (Healy 1990). The need to establish safe, secure learning
enviro  ents for children in schools goes beyond the hours spent in the
classroom. Some schools serve children from breakfast (7:30 a.m.) until
dinnertime (5:00 p.m.), and on certain days into early evening (6:00 p.m.).
Fortunately, in Massachusetts school-based management has begun to take
hold in administration, the level of power where change can become a reality.
Ideally, a Dialogue Process might have taken place, one including the
governor, the legislators, educators, parents, and perhaps even children, prior
to having written the Massachusetts Education Reform package. If
everyone's ideas had been shared, if everyone had practiced listening and
suspension of assumptions, the "re-forming” process might have gone much
deeper, and been more inclusive.

Wheatley (1992) des , “autopoietic structures”(p. 18) as forms in
which each structure contains "a unique identity, a clear boundary, yet it is
merged with its environment" (p. 18). Education, from preschool head start
programs to undergraduate, graduate and doctoral programs might ideally be
an autopoietic structure. Wheatley also speaks about the dissipative
structures in chemistry. These structures teach a paradoxical truth, that

disorder can be the source of the new order.

Dissipation doesn't lead to the demise of a system. It was part of
the process by which the system let go of its present fo___. so that
it could re-emerge in a form better suited to the present
environment. (p. 19)
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To use phrases from Wheatley's work that may well apply to our
current educational crisis, society as one environment has provoked the
educational system into a response. If this internal social disturbance is
listened to, the process of disintegration of the educational system can become
something quite wonderful, that is, reconfiguration at a higher level of
complexity, one better able to deal with a new environment. According to
Wheatley, however, this process will only work "if the system pays attention
to this fluctuation, the information grows in strength as it interacts with the
system and is fed back on itself (a process of autocatalysis) “ (p. 19).

Let me personalize this issue by discussing my own autocatalysis and
dissipation. The descriptive signals are heard by me as I struggle to
understand the roles I play in my own life: I am a woman, a sing. parent of
two college-aged children. I notice first, that I begin to define myself by the
terms woman and mother. I am also a teacher and now a student, o1 who
finds myself learning as I teach, and teaching asIle. . Iam dedicated to self-
growth as part and parcel of facilitating the growth of both my own children
and my students.

I “ d myself being pulled dissipatively in opposite directions. W" e I
creatively figure out ways to afford college tuitions for my two children and
myself, attempt to meet the needs of the twenty-four students in my
classroom, and simultaneously create proposals for school-based
management, critical and creative thinking skills, and the Dialogue Process, I
discover that my life has evolved into a rning process that is now focusing
on integrating and balancing new elements. Supported externally by the
learning process involved in my graduate studies, my own growth now

moves into those around me, with decreases in isolation felt by us all. In this
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The rows of isolated classrooms along corridors in urban school
buildings mirror the rows of houses in our inner city neighborhoods.
Communication among these isolated  >upings continues to decrease,
threatening a deafening silence. How can we create understanding and
shared meaning among isolated parents, administrators, classroom teachers,
and students in their learning? How can th : parents, administrators, and
teachers empower students in their learning if they are not empowered
themselves? How can we dissolve these walls of isolation to create the true
classroom? The true classroom is an environment which creates joy in the
process of life-long learning. It is this classroom that will break the isolation,
rather than ending up with our walls down, a fre ‘or-all in the gymnasium,
or spoon-fed learners.

The question of what is learning all about is an enormous one.
Because this question has exploded my personal learning potential, because
the changes incurred in me have dramatically and p« ively affected my
classroom teaching, and because the ripples of these changes are now affecting
the classrooms, teachers and administrators around me, I have chosen to
explore and explicate my own recent learnings in view of their implications.
I believe that my ov  process speaks not only to my students but to all
students of life-long learning, and thus, all educators and administrators as
w

Importantly, isolation is as common within a classroom as without,
thus environment within a classroom, both physical and psychological, is a
crucial factor to consider when examining student learning experiences.

Likewise, the atmosphere in the school building affecting individual teachers
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