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MILNER, EDWARD WILLIS.  Myths,  Morals ,  and Models:  Impli
cat ions for  Special  Education.  (1976) 
Directed by:  Dr.  David E.  Purpel .  Pp.  304.  

The dissertat ion is  an essay in curriculum cri t icism. 

I ts  method is  interdiscipl inary.  I t  is  modeled on curricu

lum theorizing and l i terary cri t icism; i t  uses typologies 

taken from ethics and theology;  and i t  is  pat terned after  a 

hermeneutica1 method taken from philosophy.  In this  inter

discipl inary venture curriculum cri t icism becomes a  method 

of  inquiry and a means of  self-understanding.  I t  is  used 

to construct  three curriculum models  from the l i terature in 

Special  Education,  to invest igate curriculum at  a diagnost ic  

center ,  and to put  an al ternate type of  curriculum into 

pract ice at  the center .  The essay concludes ref lect ively 

with a dialogue that  explores the implicat ions of  myths,  

morals ,  and models  for  curriculum. 

Although the content  of  the essay is  curriculum for  

communicat ion problems in Special  Education,  the essay's  

focus is  on the method of  curriculum cri t icism. Typologies 

that  account  for  al ternat ives and al low for  seIf-defin i t  ion 

enable the cr i t ic  to define himself  as  l iving within one 

type of  world view or  moral i ty but  a t  the same t ime to admit  

the viabil i ty and the seriousness of  a l ternat ive world views 



and moral i t ies .  The world views typologized are  Greek,  

Judeo-Chris t ian,  and Modern.  The moral  act ion that  i s  ty

pologized i s  heteronomous (other-directed)  or  autonomous 

( inner-directed)  or  theonomous ( t ranscendent) .  The cr i t ic  

ref lects  on his  own world view and on his  own moral  act ion,  

but  a t  the same t ime he discovers  the moral  act ion and the 

world view revealed within the work in  curr iculum. The 

cr i t ic ,  l ike the s tudent ,  engages the curr iculum's  act ion 

and world view as  he feels  his  way into them. Judgment  of  

the curr iculum is  within in  terms of  the integri ty  and the 

organic  uni ty  given by the moral  act ion and the world view.  

This  method of  curr iculum cr i t ic ism is  appl ied in  three 

different  ways.  Firs t  i t  is  used to  discover  the types of  

curr iculum in  Special  Educat ion.  One type is  of  a  Greek 

nature .  The set t ing is  that  of  mil ieu therapy.  I ts  act ion 

al legorical  of  play or  of  dream work.  As the s tudent  en

gages th is  curr iculum, his  act ion is  of  an autonomous nature  

The Judeo-Chris t ian type of  curr iculum has an act ion sym

bol ic  of  equi l ibr ium between play and l i teral  imitat ion.  

I ts  set t ing is  that  of  open educat ion.  As the s tudent  

engages this  curr iculum, his  act ion is  of  a  theonomous na

ture .  The Modern type of  curr iculum has an act ion that  i s  a  

l i teral  imitat ion.  I ts  set t ing is  that  of  behavior  modif i 

cat ion.  As the s tudent  engages this  curr iculum, his  act ion 

is  of  a  heteronomous nature .  



The second appl icat ion of  the method of  curr iculum 

cr i t ic ism is  to  the observat ion of  Special  Educat ion curr icu

lum as  pract iced a t  a  diagnost ic  center  for  re tarded chi l 

dren.  The center  has  a  Modern curr iculum. The act ion is  a 

l i teral  imitat ion;  language i s  " t ra ined in ."  The set t ing is  

that  of  behavior  modif icat ion.  The moral i ty  i s  heteronomous;  

normalizat ion is  valued.  Contradict ions regarding values  

and world views reveal  some discord beneath an otherwise 

convincing Modern curr iculum. 

A th i rd  appl icat ion of  the method i s  seen in  pract ice .  

At  the diagnost ic  center  the author  constructs  a  Judeo-

Chris t ian type of  curr iculum in  music  with an equi l ibr ium 

between play and imitat ion.  Theonomous moral i ty  evolves  in  

playful  communicat ion.  Terr i tor ia l i ty  does not  prevent  the 

Judeo-Chris t ian curr iculum from complementing the Modern 

curr iculum of  the center .  

This  mode of  complementar i ty  i s  cont inued ref lect ively 

in  an imaginary dialogue between Greek,  Judeo-Chris t ian,  and 

Modern curr iculum cr i t ics .  The method i s  projected into 

another  area of  educat ion.  The essay concludes with specu

la t ions on the implicat ions of  myths,  morals ,  and models  for  

curr iculum construct ion,  for  curr iculum under  observat ion,  

and for  curr iculum in pract ice .  



PREFACE 

The inquiry into educat ion is  as  problematic  as  the 

process  of  teaching.  Quest ions give bir th  to  more quest ions.  

Doubts  give r ise  to  fur ther  doubts .  The inclusion of  the 

methods and insights  of  the natural  and the social  sciences 

in  the s tudy of  educat ion is  wel] ,  founded,  for  by them the 

inquirer  hopes to  gain object ivi ty .  But  to  omit  the methods 

of  the humanit ies  i s  to  suggest  that  educat ion is  inhumane.  

The inquiry in  curr iculum cr i t ic ism that  I  shal l  engage in  

here  is  bui l t  upon my experience as  a  teacher  (a  theological  

l i terary cr i t ic) ,  and i t  should be no surpr ise ,  therefore ,  

that  I  wil l  be grasping for  what  seem to  me to  be s imilar

i t ies  between l i terature  and educat ion,  l i terary cr i t ic ism 

and curr iculum cr i t ic ism,  theological  l i terary cr i t ic ism,  

and what  I  shal l  cal l  theological  curr iculum cr i t ic ism.  

And,  of  course,  i t  is  my hope that  these analogies ,  which 

seem so real  to  me and may seem so fanciful  to  the ques

t ioning reader ,  wi l l  point  us  both to  the larger  t ruth,  for  

I  hope that  both my reader  and myself  share  a  common concern 

for  humane educat ion.  
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Tradi t ional  in  the humanit ies  i s  the concern for  and 

the s tudy of  morals  and moral  educat ion.  Everyone today is  

wil l ing to  admit  to  our  moral  chaos,  but  few are  prepared 

to  t race i t  to  immaturi ty  in  the s tudy of  the humanit ies .  

Rel igion has  been disestabl ished,  educat ion has  not ;  and 

the s tudy of  moral i ty  l ies  foundering in  between.  Mini-

courses  in  moral i ty  wil l  not  patch up the mess.  The f i rs t  

s ign of  growth wil l  be the acceptance of  re la t ivism.  The 

quest ion then becomes "relat ive to  what?"  The quest ion of  

moral i ty  ra ises  the quest ion of  a  world view which nourishes  

which fosters ,  and which legi t imates  moral i ty .  Humanizing 

educat ion pushes us  back from the surface of  educat ion to  

moral  educat ion,  and now, to  another  quest ion,  "what  world 

view?" 

One presupposes  the answer to  this  quest ion,  for  i t  is  

not  given in  the nature  of  things.  "The nature  of  things"  

is  what  i t  _is_ because of  what  one presupposes .  However ,  

our  opening the door  to  the humanit ies  does not ,  as  the 

scient is t  so of ten fears ,  open the door  to  chaos,  to  sub

ject ivi ty ,  to  emotional ism,  but  ra ther  to  a  heal thy recog

ni t ion that  af ter  one s ta tes  his  own world view,  his  own 



presupposi t ions,  that  one then is  in  a  bet ter  posi t ion to  

look a t  a l ternat ives  to  one 's  own posi t ion;  one i s  in  a  

bet te?:  posi t ion to  accept  a  typology that  wil l  include 

viable  opt ions to  one 's  own posi t  ion--whether  i t  be a  ty

pology in  re l igion,  or  a  typology in  moral i ty ,  or  a  typology 

in  mythology.  So,  in  accept ing this  responsibi l i ty  and in  

s ta t ing my own posi t ion in  the f i rs t  person and then in  

project ing a  typology,  I  hope I  wil l  enable  the reader  to  

envisage a l ternat ives  to  my moral i ty  and my world view.  

The model  then that  I  set  for th  is  a  model  wi th  a  d is

t inct ive humanit ies  f lavor .  I t  is  a  model  f rom the humani

t ies  which I  feel  may f rui t ful ly  be used to  explore  the 

mythical  and moral  dimensions within a  work in  curr iculum. 

My own world view runs something l ike this :  I  was 

born in  a  world character ized by obsession with the sur

face,  a  world scient i f ical ly  divided into physical  and 

mental  components ,  in  which the physical  i s  real ,  and the 

mental  i s  only subject ive,  a  world in  which man belongs to  

a  col lect ive wherein moral i ty  i s  gauged in  terms of  con

formity with the col lect ive 's  norms.  I  found myself  in  this  

world and fe l t  that  the dr ive for  success  is  bui l t  out  of  
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f renzy and despair  in  the lack of  meaning or  in  the possibi l 

i ty  of  selfhood.  I  pushed beyond this  modern world view to  

a  Greek world view wherein man i s  basical ly  reason and where 

man i s  heroical ly  able  to  cal l  the gods for  what  they are-

ruthless ,  inimical ,  fa teful--and courageously to  accept  not  

the other ,  but  himself ,  as  the arbi ter  of  h is  fa te .  The 

discovery,  which I  came to  make through the insights  of  pys-

chiatry and educat ion,  was that  the mental  was as  real  as  

the physical  but  somehow t ragical ly  f lawed.  In  spi te  of  the  

fact  (or  perhaps because of  the fact)  that  I  had s tudied 

theology the bet ter  half  of  my educat ional  career ,  I  did not  

capi ta l ize  on the exis tent ia l  insights  of  re l igion and of  

the Bible .  Quite  la te  in  my s tudies  I  came to  see that  God 

was not  the void nor  the enemy but  the f r iend,  no less  but  

no more real  than I ,  creat ing and suffer ing and judging,  and 

working with me and the world for  my and the world 's  real i 

zat ion.  I  came to  see that  the physical  and mental  dimen

s ions of  real i ty  are  inextr icably re la ted and inter twined 

with each other .  I  began to  see that  moral i ty  i s  not  

heteronomy,  the rule  given by the group;  nor  autonomy,  the 

pr inciple  given by the self ;  but  theonomy,  the process  
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emerging from within the self  as  the self  experiences  an 

awareness  of  i t s  l imitat ion and of  i t s  f ini tude in  re la t ion 

to  a  judging and compassionate  God.  So my world view is  

character ized by a  movement  f rom the Modern world view to  

the Greek world view to  the Judeo-Chris t ian world view.  I  

feel  that  for  the masses  the Modern world view is  in  the 

dr iver 's  seat  (a l though severely quest ioned by the facts  of  

h is tory) ,  for  the ar is tocrats  of  re l igion or  educat ion or  

pol i t ics  the Greek world view is  ascendant ,  and that  the 

Judeo-Chris t ian world view,  of ten ignored in  mainstream 

Judaism and Chris t iani ty ,  surfaces  here  and there  in  mar

ginal  groups in  cul ture ,  in  ar t ,  in  heal ing,  and in  educat ion.  

My way of  looking a t  a l l  there  is  suggests  that  for  me 

the Greek s tory and the Modern s tory are  t ranscended by the 

Judeo-Chris t ian s tory.  The Modern s tory with i t s  emphasis  

on the symbol  of  the Adamic innocent ,  the universal  hope of  

educat ion,  i s  espoused by the majori ty .  The ar is tocrat ic  

e l i te ,  al though not  expl ic i t ly  acknowledging the Platonic  

or igins  of  the quest  for  knowledge,  or  the myth of  the  

t ragic  fa l l ,  nonetheless  embrace a  Greek view of  l i fe .  I  

would argue that  these world views are  absorbed by and 
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t ranscended by the view that  I  cal l  the Judeo-Chris t ian 

view,  in  which the presiding symbol  i s  that  of  h is tor ical  

man being judged by,  and yet  being redeemed by,  a  t rans

cendent  dimension.  The real i ty  to  which this  symbolism 

points  i s  not  the substance God of  or thodox l i teral ism but  

the process  God who i s  immanent  wi thin the universe  and 

within the human spir i t ,  but  whose t ranscendence l ies  in  

being absolutely re la ted to  absolutely everything.  

The dynamic of  my typology thus is  that  while  i t  does 

not  presuppose an inexorable  Hegel ian- type movement  f rom the 

Modern to  the Greek to  the Judeo-Chris t ian s tory,  i t  does 

envisage a  method of  in terpretat ion,  or  hermeneut ics  3  which 

combines sc ient i f ic  inquiry with human self-understanding.  

I  am aware of  the difference between the s tor ies  within 

Western cul ture  and those of  the peoples  of  Afr ica  or  India  

or  China or  Japan.  Afr ican world views assume a  High God in  

a  cosmos where t ime moves backward.  Buddhist  views assume 

an absolute  skept ic ism about  the uniqueness  of  personal i ty  

and a  cycl ical  view of  his tory.  Confucian views absorb 

Marxism as  s imply one more kind of  or thodoxy to  be swal lowed 

by the Chinese mind.  These views represent  world views for  
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the  majori ty  of  the peoples  of  th is  ear th .  Entry into the 

quest ion of  mythology and world view is  not  a  passing fancy.  

There are  obvious pol i t ical ,  re l igious,  and educat ional  

implicat ions.  But  in  fact ,  pol i t ics ,  re l igion,  and educa-

t ion in  the West  are  s t i l l  Western,  and to  make a  curr iculum 

enterpr ise  viable  for  the human spir i t  and f ree  from a s im

pl is t ic  posi t ivis t ic  picture-view of  real i ty ,  i t  is  to  the 

dynamics of  a  typology that  we must  turn.  

The model  that  I  am proposing then is  a  typology that  

envisages within the West  three ser ious s tor ies-- the Greek,  

the Judeo-Chris t ian,  and the Modern.  Addi t ional ly  the model  

envisages a  moral  typology:  the moral i ty  of  conformity or  

heteronoray in  the Modern world view,  the moral i ty  of  the 

t ragic  view or  autonomy in  the Greek world view,  and the 

moral i ty  of  the redemptive world view or  theonomy in  the 

Judeo-Chris t ian world view.  In  each view the moral  dimension 

i s  undergirded by the larger  world view out  of  which i t  comes.  

The fol lowing is  a  glossary of  terms that  l inks my 

moral  and mythological  world views c i ted above to  my method 

of  inquiry and self-ref lect ion,  namely,  my l i terary cr i t ical  

method,  to  be developed in  Chapter  One.  



GREEK: The t ragic view of l i fe  with i ts  ar is tocrat ic  t ragic 

f igure.  Greek dramatists  have revealed this  f igure,  but  

humanists  down through the centuries have also told and 

retold this  s tory.  

JUDEO-CHRISTIAN: The redemptive view of l i fe ,  with i ts  hero 

who suffers  and is  redeemed in the s tory.  

MODERN: The Modern view of l i fe ,  with i ts  pathet ic  f igure 

who f inds a l i fe  of  conformity meaningless.  Two false as

sumptions are made about  this  character:  (1)  Because he is  

pathet ic ,  he is  not  a hero and should not  be taken seri

ously,  and (2)  because he evokes pathos and despair ,  the 

s tory does not  evoke the feel ing the author intends.  I  

submit  that  the author intends pathos precisely because the 

character  is  serious.  

HETERONOMY: This  type of  moral i ty f inds the law or  author

i ty in others .  The law comes from outside oneself .  Heter-

onomy is  a react ion to autonomy that  has lost  i ts  depth.  

AUTONOMY: This  type of  moral i ty is  not  being wil lful  or  "a 

law unto oneself ,"  but  rather  being obedient  to the princi

ples of  reason one f inds within oneself .  Many of  the Greek 

characters  are autonomous.  
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THEONOMY: This  type of  moral i ty is  autonomy that  has been 

united with i ts  depth.  Theonomy moves beyond the rules of  

others  and the principles of  reason to the depth process 

within oneself .  

The fol lowing is  a diagram of the terms above.  I t  in

cludes both a l is t  of  the Aristotel ian terms used in reading 

imaginative l i terature and a typology that  expands the 

Aristotel ian terms.  

ARISTOTELIAN TERMS USED 

IN READING IMAGINATIVE LITERATURE 

Plot  •Answers the 

Character  quest ion "What?":  

Thought •Formal Cause 

Dict ion 
Answers the 

quest ion "Of what?":  

Material  Cause 

quest ion "How?" 

•Efficient  Cause 

Answers the 

quest ion "To 

Final  Cause 

Catharsis  

Answers the 

what?":  
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MODERN 

Normal 

Pathet  ic  

Heteronomous 

Godevoid 

Modern 
World View 

Pathos/Despair  

An expansion of  this  wil l  be given schematical ly in Appendices 

VII-X. 
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THE EXPANSION OF ARISTOTLE'S TERMS 

BY THE TYPOLOGY 

TERMS 

Plot  

GREEK 

|̂ Ar i is tocrat  

Character  
-X 

Tragic 

Autonomous 

Thought - )  C— -Enemy 

Spectacle S  S" Greek 
(R)int  of  View) y  kjforld View 

Catharsis  ^  ̂ Pity/Fear 

T Y P O L O G Y  

JUDEO-CHRISTIAN 

S inne r  

Redempt ive 

Theonomous 

God=Fr iend 

Judeo-Christ ian 
World View 

JudgnErt/fcompassi on 
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CHAPTER ONE 

CURRICULUM CRITICISM IN A LITERARY MODE 

The kind of  reasoning that  theological  l i terary cr i t i 

cism brings to  hear  upon a  work of  ar t  i s  imaginat ive and 

creat ive.  I t  helps  the cr i t ic  project  himself  in to  the 

l i terary object ,  and a t  the same t ime i t  helps  the cr i t ic  

recreate  in  his  own imaginat ion the whole work as  though he 

were the or iginal  ar t is t .  This  kind of  reasoning with crea

t ivi ty  and imaginat ion is  needed as  wel l  in  curr iculum cr i 

t ic ism,  for  i t  provides  the curr iculum cr i t ic  with a  method 

of  inquiry that  i s  yoked to  a  process  of  se l f - ref lect ion.  

I  intend to  show i .n  th is  work how theological  l i terary 

cr i t ic ism may become a  kind of  curr iculum cr i t ic ism.  In 

the f i rs t  chapter  I  wil l  explain my method of  theological  

l i terary cr i t ic ism.  In the second chapter  I  wil l  show i ts  

relevance to  curr iculum cr i t ic ism in a  given area,  namely,  

in  special  educat ion.  In  the third and fourth chapters  I  

wil l  show i t s  relevance to  curr iculum in pract ice ,  in  this  

case the special  educat ion curr iculum at  a  diagnost ic  cen

ter :  the Center  for  Human Development .  Final ly ,  I  wil l  

ref lect  on the way in  which this  method has  e lucidated the 

dimensions of  mythology and morals  in  curr iculum. 
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Literary terms l ike "plot ,"  "character ,"  "thought  ,"  

"dict ion,"  "melody," and "spectacle" are as  old as Plato 

and Aristot le ,  but  they may serve to throw new l ight  upon 

curriculum. What I  wil l  do f i rs t ,  then,  is  apply these 

terms to works of  l i terature to show what  I  mean by them. 

These terms are subsumed by Aristot le  under larger  cate

gories (Poetics ,  §1450) t i t led the formal,  eff icient ,  mate

r ial ,  and f inal  "causes."  I  wil l  analyze l i terature then 

to f ind i ts  "causes."  The process of  project ion into the 

work of  l i terature and the recreat ion of che work carr ies  

the reader quickly beyond the surface to the mythological  

and moral  depths of  l i terature.  

My approach to curriculum wil l  be humanized by imi

tat ing this  method.  Although this  method might  just  as  

easi ly have been focused on adult ,  or  early childhood,  or  

secondary education,  I  have del iberately focused i t  on 

special  education for  personal  and professional  reasons.  

I  wil l  take a l i terary cr i t ic 's  view in surveying the 

l i terature in special  education,  in looking at  the curricu

lum in language disorders at  the Center ,  and in recreat ing 

what  I  have observed.  

I t  may appear awkward ac f irs t  to speak of  the "plot"  

of  an inst i tut ion,  or  the "plot"  of  the curriculum, or  the 
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"plot"  of  the wri ter ,  but  I  wil l  prefer  to  sound awkward i f  

by so doing I  wil l  be able  to  make the appl icat ion of  l i t 

erary cr i t ic ism to curr iculum cr i t ic ism convincing.  By my 

f inal  chapter  I  hope that  this  "ar t is t ic"  cr i t ic ism of  

curr iculum wil l  a l low me to  ref lect  on two dimensions of ten 

bypassed by a  more l i teral  view: moral i ty  and mythology.  

I  wil l  conclude by present ing an imaginary dialogue between 

the proponents  of  three myths as  they focus on the four  

causes  of  curr iculum. 

THEOLOGICAL LITERARY CRITICISM AND ITS TERMINOLOGY 

Theological  l i terary cr i t ic ism is  not  new.  As a  

mat ter  of  fact ,  as  T.  S.  El iot  points  out  in  his  essay on 

"Rel igion and Li terature ,"  what  i s  new in  l i terary cr i t i 

cism is  that  i t  is  not  theological .  I  would l ike  to  ex

press  my indebtedness  to  this  t radi t ion by c i t ing a few of  

the authors  who have shaped my own thinking.  Plato 's  

Republ ic  and Aris tot le 's  Poet ics  have ra ised most  of  the 

basic  quest ions for  me.  Dryden 's  An Essay of  Dramatic  

Poesy;  and The Grounds of  Cri t ic  ism in  Tragedy have been 

inf luent ia l  both as  works of  cr i t ic ism and of  l i terature .  

The Biographia  Li terar ia ,  l ike a l l  of  Coler idge 's  works,  
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give especial  comfort  to  those of  us  plagued with divergent  

minds.  All  of  T.  S.  El iot ' s  essays have been par t icular ly  

inf luent ia l  upon me in  looking a t  the moral ,  mythical ,  and 

re l igious dimension within poetry,  and in  forcing me to  

come to  terms with my own theological  presupposi t ions as  a  

theological  l i terary cr i t ic .  W. H.  Auden and Amos N.  

Wilder  (Modern Poetry and the Chris t ian Tradi t ion)  seem 

less  focused than El iot  but  nonetheless  important  to  me for  

an understanding of  the re l igious temper  in  ar t .  Works by 

other  modern cr i t ics  such as  Rourke,  Richards,  Empson,  

Blackmur,  and Hyman have given me ins ights  into var ious 

facets  of  l i terature  and l i terary cr i t ic ism,  while  Wimsat t  

and Brooks in  their  Li terary Cri t ic ism: A Short  History,  

Brooks and Warren in  their  Understanding Poetry,  Welleck 

and Warren in  their  Theory of  Li terature ,  and the Chicago 

Neo-Aris totel ians  (R.  S .  Crane,  Richard McKeon,  Elder  

Olson,  e_t  a_l . )  in  their  Cri t ics  and Cri t ic ism have pro

vided me with the long view both of  l i terature  and of  cr i 

t ic ism.  R.  S .  Crane 1  s  The Language of  Cri t ic  ism and the 

Structure  of  Poetry has  been most  inf luent ia l  on my in ter

pretat ion of  Aris tot le .  Final ly ,  Robert  Penn Warren and 

the Fugi t ive/Agrar ians  have,  in  their  essays and ar t ic les ,  

made me aware of  the necessi ty  of  focusing f i rs t  on the 
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myth in  which one i s  reared,  and then in  moving into the 

great  t radi t ion of  ar t is ts  and cr i t ics .  

At  th is  point  I  should a lso mention three separate  

authors  who have contr ibuted most  to  the Greek,  Judeo-

Chris t ian,  and Modern typology in  theological  l i terary cr i 

t ic ism.  Firs t  Hege1 on Tragedy,  edi ted by Anne and Henry 

Paolucci ,  has  many of  Hegel ' s  expl ic i t  comments  on myths,  

morals ,  and models .  Even in  react ing against  Hegel ' s  sys

tem, one must  acknowledge indebtedness  to  his  comprehensive

ness .  Paul  Ti l l ich,  the exis tent ia l is t  theologian,  who 

used much of  Hegel ,  Schel l ing,  and Kierkegaard,  has  perhaps 

best  put  the case for  the "Greek,  Judeo-Chris t ian,  and 

Modern" typology in  his  volumes in  Systematic  Theology and 

especial ly  in  his  Courage To Be.  Preston Roberts ,  J r . ,  has  

re la ted Ti l l ich to  the Aris totel ian cr i t ic ism in his  

l !Theology and Imaginat ive Li terature:  An Essay in  Li terary 

Cri t ic ism from the Point  of  View of  Chris t ian Theology" and 

his  "A Chris t ian Theory of  Dramatic  Tragedy."  

Having acknowledged my indebtedness  to  Aris tot le  for  

his  l i terary terms (plot ,  character ,  thought ,  d ic t ion,  

melody,  and spectacle)  and his  method of  reasoning ( in

duct ively into the formal ,  mater ia l ,  eff ic ient ,  and f inal  

causes) ,  to  the phi losophers  and theologians for  their  
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typologies ,  and to  the theological  l i terary cr i t ics  for  

their  reunif icat ion of  theology and l i terary cr i t ic ism,  I  

now wil l  sketch the appl icat ion of  this  method to  my read

ing in  l i terature .  

THE USE OF ARISTOTLE'S TERMS IN READING LITERATURE 

PLOT 

Whether  I  am reading Crime and Punishment  for  pleasure,  

or  Hamlet  for  a  c lass ,  or  Job for  background reading,  or  

The Plague because I  have read and enjoyed one of  the au

thor 's  other  works,  I  read the plot  for  the whole work.  I  

ease into the total i ty  that  the author  projects  for  me,  but  

a t  the same t ime I  project  myself  in to  the work to  make i t  

come a l ive.  I  must  not  only re l ive,  but  a lso actual ly  re

create ,  the work as  i f  I  were the author  himself .  I  suspend 

my "disbel ief ,"  and I  engage my imaginat ion.  I t  i s  the or

ganic  uni ty  or  the "plot"  of  the work that  makes th is  kind 

of  interact ion possible .  

DICTION AND MELODY 

One of  the pleasures  in  reading is  der ived from the 

words and s imiles  and images and symbols  that  the author  

has  contr ived.  From t ime to  t ime the words in  their  l i t 

eral  meaning advance the movement  of  the plot ,  and a t  other  

t imes in  their  . .symbolic  meaning foreshadow events  to  come.  
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Every author  has  his  way with words and s tyl izes  the rhy

thm or  meter  in  his  work in  such an inconspicuous way that  

they s ink into the reader 's  subconscious and there  work to  

promote a  rhythm or  a  tempo for  the whole work.  

SPECTACLE 

As a  reader  I  am confronted with something e lse  beyond 

the author 's  rhythm, namely,  h is  point  of  view.  Mil ton in  

Paradise  Lost  speaks br ief ly  of  h is  bl indness  and takes  a  

view omniscient  both to  heaven and to  hel l .  Henry James 

has  a  way of  br inging his  reader  to  a  point  just  behind the 

main character ' s  l ine of  vis ion,  and the reader  must  f i rs t  

understand the main character ' s  view before  he,  the reader ,  

can interpret  the world rendered within the work.  Shakes

peare ,  l ike  other  dramatis ts ,  shows you what  h is  characters  

are  saying and doing.  Aris tot le  cal ls  this  dimension the 

"spectacle ,"  but  I  f ind Percy Lubbock 's  "point  of  view" is  

an accurate  modern t ranslat ion.  Just  as  a  Chinese panoramic 

landscape might  be considered "epic ,"  and a  P vembrandt  group 

portrai t  l ike the "Night  Watch" might  be considered "dra

matic ,"  the I l iad might  be considered an epic ,  and Oedipus Rex 

might  be considered "dramatic ,"  not  because of  some phi lo

sophical  "point  of  view,"  but  because the author  in  the 

f i rs t  case "frames" heaven and hel l ,  gods and men,  t ime and 
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eterni ty,  and,  in the second case,  brackets  what  men are 

saying and doing.  Having made this  dist inct ion,  i t  must  be 

added that  a l i terary point  of  view can reveal  a philosophic 

point  of  view. 

The world view of the author is  sometimes very subtly 

revealed in the author 's  use of  t ime.  Hemingway may te l l  

me a  s tory in a s traightforward manner,  s tar t ing at  the be

ginning and going clean through to the end.  Faulkner,  or  

Conrad,  on the other  hand,  enjoy f lashback and foreshadow

ing,  foreshortening,  and suspense.  The f i rs t  chapter  may 

deal  with the 1920's ,  the next  chapter  with the 1930's ,  and 

the last  chapter  with the 1900*s.  The reversal  and the dis

covery for  one character  may be s imultaneous;  for  another 

character  there may be a painful  reversal  of  fortune,  but  

no discovery,  while for  another character  there may be no 

reversal  at  a l l .  When the author focuses on the tale  "told 

by the idiot ,"  and then focuses on the meanderings of  a  

genius 's  mind,  and then moves back to an omniscient  view of 

real i ty:  he te l ls  me something about  his  viexv of  real i ty 

without  having said the f i rs t  word about  metaphysics or  

theology.  

THOUGHT AND CHARACTER 

There is  a consecution in l i terature such that  one 

element leads to another.  Point  of  view issues into 
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dict ion and melody,  and dict ion and melody issue into 

thought ,  and thought  issues  into character ,  and character  

issues  into plot .  As a  reader ,  I  ident i fy  with the act ion 

that  is  imitated within the s tory.  I  walk into a  real  gar

den with imaginary toads when I  read a  poem by Marianne 

Moore;  in  reading Homer,  I  become impat ient  in  wai t ing for  

Odysseus to  take care  of  h is  wife 's  sui tors ;  in  Gogol 's  

Overcoat ,  I  react  by asking myself  whether  I  have co be

l ieve in  the supernatural  to  explain what  happens.  The 

ident i f icat ion with the act ion of  the s tory becomes even 

more pronounced when I  encounter  the thought  of  the charac

ter ;  for ,  I  do not  ask myself ,  "Do these thoughts  coincide 

with mine?" or  "Are these thoughts  portrayed in  a  l i fe l ike 

way?" but  ra ther  I  ask myself ,  "Can I  ident i fy  with think

ing in  this  fashion?" 

Thoughts  reveal  character ,  and character  reveals  the 

plot .  I  ident i fy  with the hero in  terms of  whether  h is  

act ion is  heteronomous and Modern,  or  whether  h is  act ion is  

autonomous and t ragic ,  or  theonomous and redemptive.  I  

project  myself  in to  Dante ,  or  Volpone,  or  Antigone;  and I  

feel  I  am judging myself ,  or  I  am in  despair  about  myself ,  

or  I  am fearful  about  myself .  
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All  of  the above Aris totel ian components  of  the read

ing experience are  separated only by abstract ion.  "Plot ,"  

and "character ,"  and " thought ,"  and "dict ion,"  and "melody,"  

and "spectacle"  are  inseparable ,  and they provide a  lan

guage that  takes  the reader  into the "fel t  world"  of  the 

imaginat ion.  The language enables  one to  ref lect  on the 

work of  ar t  and arr ive a t  a  to ta l  feel ing.  I  am given a  

morator ium on myself  as  I  read in  l i terature ,  and I  become,  

as  i t  were,  the character  himself .  I  have a  chance to  make 

decis ions,  to  use value judgments ,  and to  propose to  myself  

how, i f  I  were the character ,  I  would get  out  of  h is  di

lemma.  The reader  can do th is ,  I  suggest ,  because he has  a  

language that  takes  him not  only into the work of  ar t ,  but  

a lso into the his tory of  l i terature .  The consis tency with 

which this  language has  held together  has ,  of  course,  

var ied from century to  century,  f rom author  to  author .  On 

the whole,  th is  language s ince the t ime of  Aris tot le  has  

faci l i ta ted the creat ion and the recreat ion of  ar t .  

THE EXPANSION OF ARISTOTLE'S TERMS BY THE TYPOLOGY 

One device that  expands Aris tot le 's  terms is  a  ty

pology of  p lots .  Aris tot le  himself  foreshadowed i t  (§1453) .  

For  Aris tot le ,  a  plot  involved a  reversal  and a  discovery,  
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a complicat ion and an unravel ing.  With the t ragic  hero as  

the norm and with autonomy as  the moral  norm, natural ly  the 

best  plot  reveals  a  noble  hero,  with some t ragic  f law,  in  

his  fa l l  from grandeur  to  suffer ing.  But  i f  one 's  hero is  

redemptive and one 's  moral i ty  i s  theonomous,  the  best  plot  

wi l l  reveal  a  s inful  or  fa l len creature 's  move f rom suf

fer ing to  reconci l ia t ion;  or  i f  one 's  hero is  pathet ic  and 

one 's  moral i ty  i s  heteronomous,  the best  plot  wi l l  reveal  a  

s ick and dr iven character ' s  move f rom normali ty  to  pathos.  

In  theological  terms,  God,  wi thin the Aris totel ian world 

view,  is  the unmoved mover;  God,  within the Judeo-Chr i s t  ian 

world view,  i s  act ive and re la ted;  and God,  wi thin the 

Modern world view,  is  God the void.  

This  typology is  an heuris t ic  device and is  not  a  

doctr ine to  be proven.  I t  should help the reader  reason 

induct ively into the causes  of  the work of  ar t ,  and i t  

should provide a  language with which to  do so.  In  my own 

case i t  has  helped me confront  two di lemmas.  On the one 

hand,  i t  i s  an aid to  my memory.  I f  I  am reading a  lyr ic  

where my mind must  perform microscopic  contor t ions to  fol low 

the symbolic  f l ight  of  the author ,  as  in  "Peter  Quince a t  

His  Clavier"  by Wallace Stevens,  or  i f  I  am reading an epic  

l ike Moby Dick,  or  The Pentateuch,  or  The Aeneid where I  
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must  engulf  hundreds of  characters  and mil l ions of  detai ls ,  

I  am given a l ternat ive total i t ies  to  f i l l  in  as  I  read the 

minutae or  the global .  On the other  hand,  the typology 

aids  not  only my memory,  but  as  wel l  my capaci ty  to  make 

value judgments .  Moving f rom one cul ture  to  the next  and 

from one century to  the next ,  I  would l ike to  be sure  that  

a l l  dramatic  heroes  are  not  judged by only one,  that  i s ,  

t ragic ,  cr i ter ia .  Even within the Greek cul ture  there  are  

some t ragedians who seem modern (Euripides)  and others  who 

seem more Judeo-Chris t ian (Aeschylus) .  Without  k i l l ing the 

element  of  suspense,  I  can enter  into the imaginat ive world 

and project  the forward motion of  a  character ,  regardless  

as  to  whether  or  not  he i s  t ragic ,  or  pathet ic ,  or  redemp

t ive.  In  this  sense I  can discover  how wel l  the author  has  

real ized his  plot .  

DISCOVERING THE FORMAL, THE MATERIAL, THE FINAL, 

AND THE EFFICIENT CAUSES 

Aris tot le 's  plot ,  character ,  thought ,  d ic t ion,  melody,  

and spectacle  are  terms for  language that  faci l i ta tes  the 

act ion of  the reader .  I t  is  a  fa lse  dichotomy,  however ,  to  

think of  the performance as  a  cr i t ic  as  something that  



comes into being apart  f rom or  af ter  reading for  pleasure,  

for  in  fact  both kinds of  reading are  inseparable;  so for  

purposes  of  c lar i ty  and abstract ion,  I  wil l  now make a  few 

comments  on Aris tot le 's  "reading as  a  cr i t ic" :  reading to  

discover  the causes  of  a  given work of  ar t .  The cr i t ical  

funct ion is  absolutely imperat ive i f  one i s  imaginat ively 

to  recreate  the work of  ar t .  The ar t is t  in  the process  of  

composing and creat ing is  and has  to  be his  own best  cr i t ic  

Cri t ic ism and creat ion,  l ike cr i t ic ism and recreat ion,  are  

the two edges of  the same sword.  

The cr i t ic  must  reason through the causes  that  make 

the whole made object  that  he i s  reading and experiencing 

come as  a  se l f -suff ic ient  organism into being.  Put t ing i t  

negat ively,  the cr i t ic  must  discover  the extraneous par ts  

that  nei ther  add to  nor  take from the wholeness  of  the work 

As a  cr i t ic ,  I  ask myself  i f  the long digressions in  Moby 

Dick are  there  for  comic re l ief ,  or  i f  they are  f laws that  

should be removed.  I  ask myself  i f  the repet i t ion by 

Frost  of  "and miles  to  go before  I  s leep" adds to  his  poem 

"Stopping by Woods on a  Snowy Evening,"  or  whether  i t  makes 

i t  seem chi ldishly repet i t ive.  

With regard to  character ,  as  a  cr i t ic  I  must  ask how 

convincingly Sophocles  came to  creat ing a t ragic  hero in  



Ajax,  or  Shakespeare a  redemptive f igure in  King Lear ,  or  

Ibsen a  modern f igure in  Hedda Gabler  ?  With regard to  

thought ,  I  also ask i f  Trofimov's  vis ion of  Russia  in  The 

Cherry Orchard i s  necessary for  his  character izat ion (or  i s  

the author  just  making his  own sermons through his  charac

ter?)  or  are  Jesus '  ant i -semit ic  sayings in  The Gospel  

According to  John necessary for  Jesus '  ful l  character iza

t ion,  or  are  Anchises '  comments  to  Aeneas in  Book VI of  the 

Aeneid anything more than drumbeat ing for  Caesar  Augustus? 

When I  consider  dict ion,  I  have to  ask why every other  

l ine in  Congreve 's  The Way of  the World has  to  be l ike a 

chiasmus,  and conversely why more modern drama i s  not  in  

verse  as  are  Chris topher  Fry 's  A Phoenix Too Frequent  and 

T.  S.  El iot ' s  Murder  in  the Cathedral .  

As I  inquire  into melody,  I  ask i f  Hebrew poetry with 

i t s  s t rong images would have had increased beauty with r ime ,  

or  i f  the sprung rhythm of  Gerard Manley Hopkins would have 

had equal  beauty in  quant i ta t ive rhythm, or  i f  Lanier ' s  or  

Tennyson 's  concentrat ion upon music  made them lose s ight  of  

real i ty? As I  s t ruggle  with the r ime scheme of  The Divine 

Comedy,  I  wonder  i f  t ranslat ing i ts  terza r ima has  destroyed 

the or iginal  intent ion of  the author? 
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All  of  my quest ions above have come from my reasoning 

in  a  cr i t ical  fashion about  the whole object .  Aris tot le  

puts  answers  to  the quest ion "what?"  or  quest ions about  the 

plot ,  the character ,  and the thought  in  the category of  the 

formal  cause.  "What  i s  the synthesizing pr inciple  of  the 

play?" "The p lot ."  Aris tot le  a lso puts  the dict ion and 

the melody under  the mater ia l  cause,  namely,  the answer to  

the quest ion "of  what?"  "Of what  i s  the play made?" "The 

words,  syl lables ,  r imes,  and rhythms."  He puts  the spec

tacle  under  the quest ion "how?" "What  i s  the eff ic ient  

cause,  or  how does the work come into exis tence?" "In the 

dramatic  or  in  an epical  manner ."  

For  Aris tot le ,  the f inal  cause of  the work,  that  which 

answers  the quest ion " to  what? ,"  i s  the feel ing that  the 

work of  ar t  evokes.  In  the Greek drama,  pi ty  and fear  are  

evoked and purged in  the process  of  watching the hero 's  

t ragic  act ion.  The f inal  cause is  more crucial  because i t  

answers  the quest ion that  Plato posed.  Is  ar t  inf lammatory? 

Should i t  be censored? Must  we have nothing but  hymns to  

the gods and praises  to  men? In  short ,  must  l i terature  be 

didact ic  only? Or i s  there  a  just i f icat ion for  l i terature  

that  imitates  an act ion,  or  i s  mimetic? Is  there  a  



pleasure pecul iar  to  l i terature  which is  good in  and of  and 

for  and i t se l f?  Aris tot le 's  answer i s  "Yes!"  

The ar t is t ic  whole conveys a  form of  t ruth as  val id  

and as  legi t imate  as  the t ruth conveyed in  proposi t ional  

form,  but  with the addi t ional  concreteness  and feel ing that  

s inks i t  a t  a  deeper  level  into man's  consciousness .  The 

only way in  which I  would amend what  Aris tot le  has  to  say 

is ,  again,  by using the typology,  to  suggest  that  while  

pi ty  and fear  are  appropriate  react ions to  the Greek t ragedy,  

compassion and judgment  may be more appropriate  in  react ion 

to  the Judeo-Chris t ian work,  and that  pathos and despair  

may be more appropriate  in  react ion to  the Modern pathet ic  

work.  

According to  Aris tot le  the four  causes  a t  an abstract  

level  apply on the concrete  level  to  the s ix  terms:  plot ,  

character ,  thought ,  d ic t ion,  melody,  spectacle .  To cr i t i 

cize and reason about  the plot ,  character ,  and thought  i s  

to  reason about  the formal  cause of  l i terature .  To cr i t i 

cize and reason about  the dict ion and melody i s  to  reason 

about  the mater ia l  cause of  l i terature .  To cr i t ic ize  and 

reason about  the spectacle  or  point  of  view is  to  reason 

about  the eff ic ient  cause of  l i terature .  To cr i t ic ize  or  

reason about  the cathars is  or  purgat ion of  feel ings is  to  

reason about  the f inal  cause of  l i terature .  
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As I  cr i t ic ize  and reason about  the feel ings that  I  

experience in  reading Medea,  or  The Satyr icon,  or  Moby Dick,  

or  Beneath the Whee 1 ,  or  I  Never  Promised You a_ Rose Garden,  

I  ref lect  on the fact  that  I  ident i fy  with Madea and 

Encolpius  and Ahab and Hans Giebenrath and Deborah Blau.  

But  th is  is  ennobl ing because par t  of  l i fe  is  pathet ic ,  and 

despair  i s  par t  of  modern man's  idiom. As I  cr i t ic ize  and 

reason about  the feel ings that  I  experience in  reading 

Oedipus Rex,  or  Coriolanus,  or  Invis ible  Man,  or  The Por-

t ra i t  of  the Art is t  as  £  Young Man,  I  ref lect  on the fact  

that  I  ident i fy  with Oedipus and Coriolanus and the "In

vis ible  Man" and Stephen Daedelus .  I  pi ty  these characters  

because even though they are  great ,  they have an inimical  

fa te  worki .ng against  them; and I  fear  that  this  fa te  a lso 

works against  ray wel l -being.  As I  cr i t ic ize  and reason 

about  the feel ings that  I  experience in  reading Job and The 

Gospel  According to  Mark,  and King Lear ,  and Paradise  Lost ,  

and Crime and Punishment ,  I  ref lect  on the fact  that  I  

ident i fy  with Job,  and Jesus,  and Lear ,  and Satan,  and 

Roskolnikov.  I  judge these characters  because they are  

wil l ful  l ike I  am, and I  feel  compassion for  them because 

they are  redeemed by a  love not  of  their  own making.  As a  

cr i t ic ,  these feel ings are  sor ted out  and object i f ied;  as  a  

reader  these feel ings are  purged and annealed.  
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My project ion into the Modern character  a lso projects  

me in to  the myth or  the world view of  the s tory.  I  project  

myself  in to  the Modern world view.  I t  i s  a  world without  

God.  The moral i ty  i s  that  of  the  crowd.  Wil ly  Loman in  

Death of  a_ Salesman is  obsessed with being wel l  l iked.  

Wil ly 's  myth i s  the modern one that  envis ions educat ion as  

the answer to  a l l  problems,  and democracy as  the salvat ion 

of  the world.  Tomorrow wil l  be bet ter  than today,  and prog

ress  is  wri t ten into the nature  of  things.  As one reads 

the play and ident i f ies  with Wil ly ,  one i s  overcome with 

the feel ing of  despair  about  the emptiness  of  th is  world.  

I  am a lso able  to  project  myself  in to  the Greek world 

view.  I t  is  a  world in  which God i s  always the enemy.  

Moral i ty  i s  within.  The hero in  Invis ible  Man asks  himself :  

Whence a l l  this  passion toward conformity anyway?--
divers i fy  is  the word.  Let  man keep his  many par ts  and 
you ' l l  have no tyrant  s ta tes .  Why,  i f  they fol low this  
conformity business  they ' l l  end up by forcing me,  an 
invis ible  man,  to  become white ,  which i s  not  a  color  
but  the lack of  one.  .  .  .  Life  is  to  be l ived,  not  
control led;  and humanity i s  won by cont inuing to  play 
in  face of  cer ta in  defeat .  ̂  

The "Invis ible  Man's"  moral i ty  is  autonomy,  and his  myth i s  

that  of  the t ragic  hero.  

"4lalph El l ison,  Invis ible  Man (New York:  The New 
American Library,  1952) ,  p .  499.  
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Final ly ,  I  am able  to  project  myself  in to  the Judeo-

Chris t ian x^orld view.  I t  is  possible  to  see Hamlet  as  a  

Modern pathet ic  hero who begins  the play in  madness--seeing 

ghosts--and dies  in  madness ,  carrying to  death the King and 

Queen,  Laer tes ,  Polonius ,  Ophel ia ,  not  to  mention Rosen-

crantz  and Guildenstern,  a long with him.  He has  an Oedipal  

f ixat ion upon his  mother  and can never  come to  terms with 

i t .  I t  is  also possible  to  see Hamlet  as  a  Greek play,  

with Hamlet ' s  fa i lure  to  act  as  his  t ragic  f law.  My own 

interpretat ion is  that  Hamlet  i s  a  Judeo-Chris t ian play.  

Hamlet  moves f rom a moral i ty  of  heteronomy,  where h is  wil l  

was control led by others ;  to  a  moral i ty  of  autonomy,  where 

he i s  f inal ly  able  to  work through the problem of  revenge 

to  a  pr inciple  of  jus t ice;  to  a  moral i ty  of  theonomy,  where 

in  spi te  of  h is  vaci l la t ion and his  gui l t ,  and,  indeed,  h is  

evi l ,  he comes to  terms with himself .  As one projects  

oneself  into Hamlet  and his  world,  one feels  that  man i s  

fa l len,  in  the sense that  he has  fa l len into his tor ical  

uniqueness ,  and redeemed by a  power not  of  h is  own making.  

One feels  judgment  toward Hamlet ,  but  a lso compassion.  

To sum up,  the Aris totel ian terms--plot ,  character ,  

thought ,  d ic t ion,  melody,  and spectacle--have been broadened 

to  include the Modern and the Judeo-Chris t ian,  as  wel l  as  

the Greek world view.  
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With these terras  in  mind,  i t  i s  possible  to  undertake 

an induct ive approach to  l i terature .  One reads the work 

l i teral ly  and,  as  a  cr i t ic ,  reasons hypothet ical ly  as  to  the 

causes  that  make the work of  l i terature  the "whole,  made 

object"  that  i t  i s .  One cause is  the eff ic ient  cause,  or  

the way in  which the work comes into being.  The work may 

be dramatic  or  lyr ical  or  epical .  With my addi t ion,  the 

work may be a  Judeo-Chris t ian,  or  a  Modern,  or  a  Greek 

drama,  or  epic ,  or  lyr ic ,  or ,  for  that  mat ter ,  short  s tory,  

novel ,  e tc .  Another  cause is  the mater ia l  cause,  or  the 

words and rhythm and melodies  out  of  which the work is  

made.  For  Aris tot le ,  the soul  of  the work i s  the plot ;  and 

the plot  i s  enacted by the character ,  and the character  i s  

character ized by his  thought .  Plot ,  thought ,  and character  

make up the formal  cause of  the work.  

The causes  of  the work a lso include the f inal  cause,  

or  the purpose for  which the work i s  produced.  This  i s  the 

object  i f icat ion and real izat ion of  what  Aris tot le  cal ls  the 

cathars is  of  the feel ings.  Again,  the  appropriate  reper

toire  of  feel ings has  been expanded to  include pathos and 

despair ,  judgment  and compassion,  as  wel l  as  pi ty  and fear .  

With the s ix  terms of  p lot ,  character ,  thought ,  d ic t ion,  

melody and spectacle ,  and his  hypotheses  about  the  causes  
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of  the work,  the  cr i t ic  can reason forward into the work to  

discover  the perfect ions the author  has  real ized.  

Before I  apply this  method to  curr iculum, I  wil l  an

t ic ipate  the object ion that  this  method i s  appropriate  only 

for  l i terature  by saying that  i t  is  used by other  than 

l i terary cr i t ics .  Fi lm cr i t ics  have used the Aris totel ian 

method.  Huss and Si lvers te in  in  their  The Fi lm Experience 

subst i tute  the word "cont inui ty"  for  the term "plot ,"  and 

Siegfr ied Kracauer  in  his  Theory of  Fi lm uses  the word 

"s tory."  The former work expands the term "point  of  view" 

and the la t ter  the different ia t ion between Greek and Modern 

plots  in  much the same way as  in  the analysis  above.  The 

induct ive l i teral  approach helps  the viewer to  respond to  

and to  analyze movies  l ike "Last  Year  a t  Marienbad" or  "The 

Clockword Orange" or  "Cit izen Kane."  As wel l ,  i t  can help 

in  creat ing works on the video tape recorder .  The shif t  

f rom l i terature  to  movies  to  tape recorders  to  curr iculum, 

then,  i s  not  a  t ravesty upon a  precious l i terary method,  

but  ra ther ,  as  Kracauer  cal ls  i t ,  a  "physical  redemption of  

real i ty ."  James Macdonald has  expressed i t  s imilar ly  in  

his  "Transcendental  Developmental  Ideology of  Educat ion":  

Further ,  i t  is  my in tui t ive feel ing that  technology is  
in  effect  an external izat ion of  hidden consciouxiess  of  
human potent ia l .  Technology in  other  words i s  a  
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necessary development  for  human beings in  that  i t  is  
the means of  external iz ing potent ia l  that  l ies  within.  
In  the end humanity wi l l  t ranscend technology.2 

APPLYING THE THEOLOGICAL LITERARY CRITICAL METHOD 

TO CURRICULUM 

The f ie ld  of  curr iculum is  immense.  Focusing only on 

the Western t radi t ion,  Harry S.  Broudy and John R.  Palmer 

in  their  Exemplars  of  Teaching Method examine selected 

methods and teachers .  While  they bypass  teachers  such as  

Jesus,  August ine,  and Luther ,  who were s ignif icant  Judeo-

Chris t ian teachers ,  they do cover  s t rands of  Modern cur

r iculum that  run from the Sophis ts  to  Herbart  and s t rands 

of  the Greek curr iculum that  run from Plato to  Dewey.  

David E.  Purpel  and Maurice Belanger  in  their  Curr iculum 

and the Cultural  Revolut ion omit  special  educat ion,  but  

cover  var ious f ie lds  of  curr iculum from open educat ion and 

moral  educat ion to  psychological  educat ion,  and they force 

the reader  to  rethink curr iculum in l ight  of  our  eschato-

logical  t imes.  Using these two works as  a  spr ingboard from 

which to  jump into curr iculum, I  must  confess  that  my 

2  James B.  Macdonald,  "Transcendental  Developmental  
Ideology of  Educat ion" (mimeographed mater ia l  dis t r ibuted in  
c lass ,  UNC-G, no date) ,  p .  6 .  



landing in  special  educat ion is  due to  personal  and profes

s ional  reasons.  I  have taught  and constructed curr iculum 

for  except ional  chi ldren s ince s tepping behind the lecturn,  

and I  would l ike to  share  my ins ights  into curr iculum with 

a t  least  three different  kinds of  readers:  (1)  those who 

work in  special  educat ion and who need to  see their  curr icu

lum in  broad phi losophic  terms,  (2)  those who work in  l i t 

erature  and who would be as tonished to  see one method (among 

many) f rom l i terary cr i t ic ism appl ied to  an area outs ide of  

imaginat ive l i terature ,  and (3)  those working with curr icu

lum who would l ike to  look a t  their  area in  a  new way.  

The curr iculum in  special  educat ion is  a lso par lous,  

and again for  personal  and professional  reasons,  when I  

look a t  the curr iculum that  deals  with the problems of  a  

learning,  or  an adjustment ,  or  a  communicat ion,  or  a  sen

sory or  a  motor  nature ,  my focus on communicat ion problems 

i s  par t ly  professional .  The fol lowing are  a  few of  the com

municat ion areas  into which my professional  career  in  Eng

l ish and in  communicat ions have taken me:  phonat ion,  

grammar,  syntax,  semantics ,  reading,  rapid reading,  f ig

ures  of  speech,  symbolism,  myth,  and audio-visual  pro

duct ions.  For  these and other  reasons I  wil l  focus on 

communicat ion problems in  the curr iculum in special  educat ion.  
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Even within the curr iculum in special  educat ion in  the 

area of  communicat ion problems,  there  are  those problems 

that  are  to  be observed in  "mainstreamed" c lasses  where the 

handicap is  only mild.  There are  other  set t ings,  such as  

self-contained classrooms where the handicap is  a  b i t  more 

severe ,  and f inal ly  there  are  inst i tut ions where the 

severely handicapped are  served.  The ra t ionale  for  ob

serving the inst i tut ional  set t ing was that  by viewing the 

severely retarded and impaired,  i t  might  be easier  to  see 

what  was precisely special  about  special  educat ion.  

With these ini t ia l  self- imposed l imitat ions,  the fol

lowing design is  proposed for  the appl icat ion of  the theo

logical  l i terary cr i t ical  method to  communicat ion problems 

curr iculum in special  educat ion.  Firs t  the terms from the 

method wil l  be appl ied to  special  educat ion l i terature .  

Next  the four  causes  wil l  be invest igated in  the inst i tu

t ional  set t ing.  Final ly  some quest ions,  which I  hope to  

answer in  dialogue,  wil l  be ra ised.  

APPLYING PLOT, CHARACTER, THOUGHT, DICTION, 

MELODY, AND SPECTACLE TO CURRICULUM 

PLOT. CHARACTER, THOUGHT 

In  imaginat ive l i terature  the thought  of  the author  i s  

not  the concern of  the reader  so much as  is  the thought  of  
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the  s tory 's  character .  The moral  nature  of  the character  

i s  the concern of  the reader  insofar  as  the moral  nature  of  

the character  i s  tes ted in  his  reversal  and discovery and 

in  the complicat ion and unravel ing of  the plot .  The plot  

i s  the soul  of  the work.  The three kinds of  plot  are  the 

pathet ic ,  the t ragic ,  and the redemptive.  So much for  l i t 

erature .  In  special  educat ion the three people  who I  feel  

have contr ibuted most  to  language problems in  special  edu-

t ion curr iculum are  B.  F .  Skinner ,  the pathet ic ;  Sigmund 

Freud,  the t ragic;  and Jean Piaget ,  the redemptive wri ter .  

Each has  much to  say about  thought  in  i t s  relat ion to  char

acter ,  and character  in  re la t ion to  morals ,  and morals  in  

re la t ion to  mythology.  

Let  me admit  that  these f igures  are  in  par t  tangent ia l  

to  the area of  curr iculum, to  special  educat ion curr iculum, 

and to  the area of  language problems within special  educa

t ion curr iculum. Moreover ,  and regardless  of  what  Freud,  

for  example,  may have to  say about  h is  own works,  the con

sensus of  worthy opinion may be that  Freud is  not  t ragic  

(so a lso regarding Skinner  and Piaget)  .  My reading in  the 

l i terature  is  not  deep or  broad enough to  prove that  he i s  

t ragic ,  e i ther  in  his  own wri t ings or  in  the appl icat ion of  

h is  methods to  curr iculum. My feel ing response i s ,  however ,  
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that  not  only are  Skinner ,  Freud,  and Piaget  pathet ic ,  

t ragic ,  and redemptive,  but  that  they are  paradigmatical ly  

so.  They not  only fa l l  into these categories ,  but  they 

have helped create  and recreate  the category in  a  cul tural  

and,  indeed,  a  mythological  way.  As we look a t  plot ,  char

acter ,  and thought  in  curr iculum, we wi l l  be turning to  

Freud for  the t ragic ,  Skinner  for  the Modern,  and Piaget  

for  the Judeo-Chris t ian rendering of  these e lements .  

DICTION AND MELODY 

In  imaginat ive l i terature ,  appropriate  words are  

chosen to  give the character  real i ty  or  consis tency,  but  

they are  a lso used symbolical ly  to  foreshadow coming events  

and to  advance the act ion.  Melody in  lyr ic  poetry i s  in  

the rhythm and meter  and prosody and r ime.  In  theatr icals  

music  i s  used to  set  the tone,  while  in  some f i lms music  

can augment  the  narrat ive or  become the narrat ive i tself .  

When t ranslated to  communicat ion problems in  special  

educat ion curr iculum, dict ion can involve phonat ion,  gram

mar,  syntax,  and semantics .  The fol lowing deal  with these 

components  of  d ic t ion as  fol lows:  Works by Sloane and 

MacAulay and Geschwind re inforce Skinner  and are  more typi

cal ly  Modern;  Bodenheimer and Bet te lheim reinforce Freud and 

are  more typical ly  Greek;  and Eisenson,  McNeil l ,  and Menyuk 

re inforce Piaget  and are  more typical ly  Judeo-Chris t ian.  
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When t ranslated to  communicat ion problems in  special  

educat ion curr iculum, melody can embrace concepts  such as  

melody,  rhythm, and harmony and ski l ls  such as  l is tening,  

s inging,  playing,  moving and creat ing.  These ski l ls  and 

concepts  are  considered by the fol lowing authors ,  who may 

be typologized thus:  Montessori  i s  Greek,  Alvin is  Modern,  

and Nordoff  i s  Judeo-Chris t ian.  

Words and music  are  of ten confused with the form of  

the curr iculum, just  as  they are  confused with the form of  

imaginat ive l i terature .  In  fact ,  words and music  are  the 

way,  or  the mat ter ,  through which the work i s  real ized.  An 

undue a t tent ion to  words can l imit  the cr i t ic  to  a  verbal  

universe ,  whereas  in  fact  he should focus on act ion.  

SPECTACLE 

The reversal  and the discovery that  occur  in  imagi

nat ive l i terature  produce a  spectacle .  This  term has been 

expanded to  cover  the idea of  "point  of  view,"  both in  the 

sense of  the perspect ive from which the author  i s  viewing 

the world (dramatic ,  or  epical ,  or  lyr ical) ,  and in  the 

sense of  the kind of  world that  he views (Greek,  or  Mod

ern,  or  Judeo-Chris t ian) .  In  terms of  viewing the world,  
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Bjornar  Bergethon and Eunice Boardman in  their  Musica 1  

Growth in  the Elementary School  and Laura Lee in  her  Devel

opmental  Sentence Ana lys is  have given a  lyr ical  perspect ive 

on the curr iculum. King,  Raynes,  and Tizard in  their  

Pat terns  of  Resident ia l  Care :  Socio logical  Studies  in  

Inst  i tu t  ions for  Hand icapped Children have provided a  per

spect ive on the epic  as  wel l  as  the dramatic  view of  

curr iculum. 

The inst i tut ional  world that  i s  viewed by Bruno 

Bet t leheim in  his  A Home for  the Heart  i s  the Greek world;  

that  viewed by Benjamin Rosner  in  his  The Power of  Competency-

Based Teacher  Educat ion:  A Report  i s  Modern;  and that  

viewed by Macdonald,  Wolf  son,  and Zaret  in  their  Re school ing 

Society:  A Conceptua1 Mode 1  is  Judeo-Chris t ian.  

The works above are  selected from my search through 

the l i terature .  The cr i ter ia  for  select ion were that  they 

have some bear ing on communicat ion problems curr iculum in 

special  educat ion and that  the cr i ter ia  for  their  arrange

ment  were their  re la t ion to  the s ix  terms from l i terary 

cr i t ic ism.  Looking a t  works in  curr iculum, special  educa

t ion,  and communicat ion problems,  I  have read each as  a  

whole made object ,  that  i s ,  as  i f  i t  were a  work of  imagi

nat ive l i terature .  I  think I  have le t  them speak for  
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themselves .  Chapter  Two,  then,  wi l l  apply plot ,  character ,  

thought ,  d ic t ion,  melody,  and spectacle  to  curr iculum in 

communicat ion problems in  special  educat ion,  in  order  that  

i t s  authors  wil l  te l l  us ,  in  theory,  what  the  curr iculum 

should be .  

INVESTIGATING THE FOUR CAUSES OF CURRICULUM 

IN PRACTICE 

The next  two chapters ,  three and four ,  wi l l  shif t  from 

theory to  pract ice .  The curr iculum as  pract iced wil l  be 

that  observed a t  the Center  for  Human Development .  

MATERIAL CAUSE 

An analysis  of  the mater ia l  cause in  imaginat ive l i t 

erature  is  an analysis  of  the words and melody.  As I  ex

perience the whole made object ,  I  reason,  hypothet ical ly ,  

forward to  the end as  to  i ts  perfect ion or  imperfect ion,  so 

far  as  i t s  words and melody are  concerned.  Do they lead 

toward that  feel ing of  wholeness ,  or  do they dis t ract  from 

wholeness? Similar ly ,  as  I  experience the whole made ob

ject  which i s  the Center  for  Human Development ,  I  ask 

whether  i t s  words contr ibute  toward i t s  perfect ion.  These 

words may be in  the context  of  the diagnosis  and prescr ipt ion 
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meetings of  the s taff ,  or  in  the context  of  my pr ivate  in

terview with each of  the leaders ,  or  in  the tes t ing room, 

or  on the playground.  Moreover ,  I  am a lso looking for  non

verbal  communicat ions conveyed by bodi ly  movement  or  by 

inanimate objects .  The johns and the doors  and the locks 

speak as  loudly as  words.  I  wil l  a lso l is ten to  i ts  melody 

to  discover  the extent  to  which i t  makes the Center  a  whole 

object .  

EFFICIENT CAUSE 

The way in  which a  work of  imaginat ive l i terature  

comes into being may be dramatic  or  epical  or  lyr ical ,  de

pending on the author 's  es tabl ished point  of  vi .ew.  After  

reading a novel  or  a  play,  I  of ten ask my s tudents ,  "What  

i f  the author  had chosen to  br ing his  work into being in  

some other  form? Paradise  Lost  as  a  novel ,  Brothers  

Karamazov as  a  lyr ic ,  or  The Divine Comedy as  a  t ragic  

drama?" I  also ask myself  th is  quest ion as  I  observe cur

r iculum. What  i f  the group s inging were just  one-on-one? 

What  i f  the s taff ing were a  monologue? What  i f  the reports  

in  the f i les  were dramatized? What  i f  the whole se t t ing of  

the inst i tut ion were just  a  dialogue between teacher  and 

s tudent ,  with the s tudent  on one end of  a  log and the 
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teacher  on the other?  My quest ion i s ,  "How does this  come 

into being?" What  does  the manner  in  which the Center  

comes into being a lso te l l  me about  the world view or  

mythology of  the Center?  

FORMAL CAUSE 

In  analyzing the formal  cause of  the work of  imagina

t ive l i terature ,  I  wil l  be inquir ing about  the plot ,  char

acter ,  and thought .  How consis tent ly  has  this  charac

ter izat ion come into being? How convincingly does the 

character izat ion come into being? How consis tent ly  does 

the thought  emerge from the consciousness  of  the actor?  

How convincingly does the thought  emerge from the con

sciousness  of  the actor?  How convincingly does the character  

fa l l  and r ise  i f  he is  a  Judeo-Chris t ian character ,  or  r ise  and 

fa l l  i f  he i s  a  Greek character ,  or  fel l  and cont inue to  fel l  i f  

he i s  a  Modem character?  Many a  good modern s tory has  been 

ruined by Hollywood in  at taching a  happy ending to  the pathet ic  

modern s tory.  When I  inquire  into the curr iculum in the 

inst i tut ion,  again I  wil l  be inquir ing into the character ,  

the thought ,  and the plot .  Is  the act ion 's  imitat ion 

s t r ic t ly  woodevi  and conformist ic  ,  or  i s  i t  spontaneous,  and 

autonomous,  or  i s  i t  an equi l ibr ium between conformity and 
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autonomy that  reaches to  a theonomous depth? Is  the act ion 

pathet ic ,  or  redemptive,  or  t ragic? What  par t  of  the cur

r iculum is  an intrusion and a  blur  on the overal l  effect ,  

and what  par t  i s  so int imately re la ted to  a l l  other  par ts  

that  the removal  of  i t  would be the ruinat ion of  the whole? 

The typology surfaces  again and again in  consider ing 

the eff ic ient  cause and the formal  cause.  As I  have indi

cated before ,  the typology is  an heuris t ic  device.  I t  

should help discover  perfect ions or  imperfect ions (given 

the nature  of  the wholeness  of  the object :  Greek or  Judeo-

Chris t ian or  Modern) ,  and most  cer ta inly i t  should not  be 

used as  a  doctr ine by which to  bapt ize  works of  curr iculum. 

Curr iculum may be inst i tut ion-wi.de,  year- long,  and regional ly-

deep.  I t  may be momentary and personal ,  or  i t  may be e ternal  

and universal .  The purpose of  the typology is  to  help see 

gestal ts  or  pat terns  or  "wholes"  and fur ther  to  invest igate  

precisely what  i t  is  that  holds  things together  as  "wholes ."  

FINAL CAUSE 

The analysis  of  the f inal  cause in  imaginat ive l i tera

ture  is  a  cr i t ique of  feel ing.  The f i rs t  thing I  do when I  

f inish a novel  or  a  poem is  to  ref lect  on how I  feel  about  

i t .  The diff icul ty  of  th is  seemingly easy operat ion is  

par t icular ly  hard in  a  c lassroom. Most  s tudents  respond to  
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the  quest ion,  "How did you feel  about  the work?" with a  

commentary on their  belefs  or  thoughts .  The more learned 

the reader  i s ,  the harder  i t  is  to  get  him to  examine his  

feel ings.  Ser ious l i terature  that  i s  Modern and pathet ic  

evokes pathos and despair ;  ser ious l i terature  that  is  Greek 

and t ragic  evokes pi ty  and fear ;  ser ious l i terature  that  i s  

Judeo-Chris t ian and redemptive evokes judgment  and compas

s ion.  One i s  t rying to  get  to  the f inal  cause of  the 

Center ,  paradoxical ly ,  when one examines one 's  feel ings.  

The assessment  of  curr iculum is  of ten in  terms of  what  

i s  quant i f iable  and proven,  but  th is  i tself  i s  a  Modern re

sponse.  Often the quant i f iable  and the proven accompany a  

feel ing of  pathos about  the knowledge explosion or  a  feel ing 

of  despair  about  the loss  of  cer ta inty.  Curr iculum needs to  

be evaluated in  terms of  i t s  evoking feel ings that  are  Judeo-

Chris t ian or  Greek as  wel l  as  those that  are  only Modern.  

In  the third and fourth chapters  I  wil l  look a t  the 

inst i tut ion and i t s  curr iculum in  terms of  the four  causes ,  

using ray typology in  order  to  discover  i f  the curr iculum is  

precisely Greek or  Judeo-Chris t ian or  Modern.  

In  the las t  chapter  I  wil l  move f rom the inst i tut ion 

back to  the mainstream, t rying to  f ind what  ins t i tut ion

al ized special  educat ion has  to  say about  the regular  



classroom, and more important  what  my approach has  to  say 

about  curr iculum in general .  I  began by saying that  curr ic

ulum cr i t ic ism needs imaginat ion and creat ivi ty .  I t  should 

be c lear  that  whatever  the theological  l i terary cr i t ical  

method has  to  say to  curr iculum cr i t ic ism must  be addressed 

to  the s tudent  as  wel l  as  to  the teacher ,  for  just  as  the 

ar t is t  and the reader  must  use both creat ivi ty  and cr i t i 

cism,  just  so the curr iculum maker  as  wel l  as  the curr icu

lum user  must  use creat ivi ty  and cr i t ic ism.  My conclusion 

then wil l  ra ise  some quest ions about  the usefulness  of  the 

method of  theological  l i terary cr i t ic ism to the understand

ing and the pract ice  of  curr iculum. I  wil l  submit  quest ions 

that  I  have ra ised about  myth and morals  in  a  ref lect ive way 

to  answers  in  the cr i t ic ism and in  the pract ice  of  cur

r iculum. 
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CHAPTER TWO 

FEELING THE CURRICULUM 

The appl icat ion of  theological  l i terary cr i t ic ism to 

curr iculum for  communicat ion problems in  special  educat ion 

wil l  require  imaginat ion and creat ivi ty  as  wel l  as  analysis  

and cr i t ic ism.  The Aris totel ian method developed in  the 

las t  chapter  implied a  l i teral  reading of  l i terature .  As 

one reads a  s tory as  a whole made object ,  one encounters  

plot ,  character ,  thought ,  d ic t ion,  melody,  and point  of  

view.  These e lements  are  unif ied by a  feel ing that  s imul

taneously is  produced by the elements  and i s  able  to  "pul l"  

these elements  and the reader 's  t ransact ion with them 

forward into exis tence.  The cr i t ic  works backward from his  

feel ings and induct ively forward into the work,  to  discover  

the formal  cause,  not ing how wel l  the ar t is t  has  real ized 

his  plot ,  character ,  and thought ;  the eff ic ient  cause,  

sensing how wel l  the ar t is t  has  real ized his  point  of  view; 

and the mater ia l  cause,  seeing how wel l  the ar t is t  has  

real ized his  dict ion and melody.  

Supplementing this  basic  Aris totel ian analysis ,  I  have 

suggested that  ser ious s tor ies  may be pathet ic  or  redemptive 
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as  wel l  as  t ragic ,  that  ser ious characters  may be heterono-

mous or  theonomous as  wel l  as  autonomous,  that  the point  of  

view may be Modern or  Judeo-Chris t ian as  wel l  as  Greek,  and 

that  the feel ing produced,  or  the f inal  cause,  may be pathos 

and despair ,  or  judgment  and compassion,  as  wel l  as  pi ty  and 

fear .  

In  the f i rs t  chapter  I  also indicated that  I  would use 

this  method in  the invest igat ion of  mater ia l  In  curr iculum. 

I t  is  not  suff ic ient  that  my invest igat ion be cr i t ical  and 

analyt ical ,  for  having projected myself  in to  the var ious 

works in  special  educat ion,  I  must  recreate  " the whole 

s tory."  The whole s tory is  obviously wri t ten by more than 

one author .  The feel ing that  I  get  f rom reading che whole 

s tory also te l ls  roe that  there  is  not  just  one,  but  a t  

least  three whole s tor ies .  Before I  get  into the main task 

of  th is  chapter ,  an analysis  of  the f inal ,  eff ic ient ,  for

mal ,  and mater ia l  cause of  these three s tor ies ,  I  feel  

obl iged to  indicate  where these three s tor ies  came f rom. 

Select ing categories  such as  "mental  re tardat ion,"  

"mainstreaming,"  "myths,"  "models ,"  "morals ,"  "competency-

based educat ion,"  "open educat ion,"  and "normalizat ion,"  

I  have read ar t ic les  from the American Journal  of  Mental  

Deficiency,  Journal  of  Except ional  Chi ldren,  Journa1 of  
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Learning Disabi l i t ies ,  Focus on Except ional  Chi ldren,  and 

ERIC (Educat ional  Resources  Information Center) .  I  have 

read many of  the basic  introductory texts  in  special  educa

t ion and in  communicat ion problems.  I  have read many of  

the basic  texts  on curr iculum with an eye to  what  they have 

to  say about  special  educat ion.  As I  wil l  indicate ,  la ter ,  

I  read many of  the major  texts  of  Freud,  Skinner ,  and 

Piaget .  I  have a lso looked through the special  educat ion 

holdings in  the l ibrar ies  of  the Universi ty  of  North Carol ina 

a t  Chapel  Hi l l ,  Universi ty  of  North.  Carol ina a t  Greensboro,  

Universi ty  of  North Carol ina a t  Charlot te ,  and as  wel l  the 

l ibrary of  the Center  for  Human Development .  I  have read 

through the abstracts  on special  educat ion in  the Disser ta

t ion Abstracts .  

In  addi t ion to  t radi t ional  "reading" I  have "read" 

many conferences sponsored by the Counci l  for  Except ional  

Chi ldren and the Associat ion for  Children with Learning 

Disabi l i t ies ,  centers  for  curr iculum mater ia l ,  and inst i tu

t ions s imilar  to  the Center  for  Human Development .  In  

these set t ings I  have viewed f i lm,  heard speakers ,  examined 

new mater ia l  and texts ,  exchanged ideas  with others ,  and 

ta lked or  taught  or  sung with except ional  chi ldren.  
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Honesty compels  me to  make a  ser ies  of  admissions:  (1)  I  

have not  read a l l  of  the mater ia l  in  curr iculum in special  

educat ion for  language problems.  (2)  There i s  an inf ini te  

regress  in  my presupposi t ions.  One presupposi t ion pre

supposes  another  presupposi t ion,  and so on,  a<3 inf ini tum. 

(3)  My mind has  never  been blank.  While  reading,  research,  

and experience from the past  i s  subject  to  correct ion or  to  

refutat ion,  I  cannot  jump out  of  my skin,  and,  as  a  conse

quence,  I  br ing this  with me to  whatever  mater ia l  I  may be 

examining.  However ,  to  paraphrase Imraanuel  Kant ,  "experi

ence without  typologies  is  bl ind,  typologies  without  experi

ence is  empty."  

I  submit  that  my coverage of  the mater ia l  in  special  

educat ion curr iculum in communicat ion problems has  been 

representat ive and cathol ic .  I  do not  think I  am twist ing 

the mater ia l  to  read i t  as  a  whole made object ,  or  to  have 

found three major  "s tor ies ."  The reader ,  a t  this  point ,  i s  

asked only to  accept  the fact  that  these three s tor ies  are  

real ,  imaginat ive,  and convincing to  me.  

I t  wil l  be the task of  th is  chapter  f i rs t  to  descr ibe 

the feel ing that  these three s tor ies  have produced in  me.  

Assuming that  this  common sense react ion is  not  pecul iar  

only to  myself ,  I  wil l  next  give my reading of  the formal ,  
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mater ia l ,  and eff ic ient  causes  that  produced these feel ings.  

Each s tory has  a  point  of  view.  Each s tory has  a  plot ,  

character ,  and thought .  Each s tory has  dict ion and melody,  

I  wil l  focus on how consis tent ,  real is t ic ,  and convincing 

each element  of  the s tory is .  Later ,  in  Chapters  Three and 

Four ,  the three s tor ies  or  mode Is--Modern,  Greek,  and Judeo-

Chris t ian-- that  1  have recreated wil l  be used as  yardst icks  

by which to  measure the effect iveness  of  the s tory or  

curr iculum, in  pract ice .  

THE MODERN CURRICULUM: ITS FINAL, EFFICIENT, 

FORMAL, AND MATERIAL CAUSES 

THE FINAL CAUSE 

The feel ing produced by the Modern curr iculum is  

pathos.  In  the modern world there  are  an inf ini te  number 

of  facts .  Educat ion is  the fur ious acquis i t ion of  these 

facts  by memorizat ion.  What  are  the hindrances that  impede 

th is  acquis i t ion? I r r i tants  l ike loud noises  or  disrupt ive 

behavior ,  idiosyncrasies  l ike penchants ,  egocentr  isms,  sub

ject ivism,  and lack of  a t tent ion and obedience;  the knowl

edge explosion that  fur ther  fragments  an a l ready divided 

body of  knowledge;  re la t ivism that  legi t imates  plural ism 

of  values;  metaphysics  and phi losophy that  do not  analyze 
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language,  but  ra ther  confuse  the  masses  wi th  quest ions  of  

t ru th  and meaning.  

Man in  the  Modern curr iculum,  who i s  bas ica l ly  inno

cent  and more  s imi lar  to  other  men than not ,  i s  hindered by 

a  def inable ,  d iagnosable ,  and curable  fo ible ,  s ickness ,  or  

lag .  The cure  i s  control .  The fee l ing of  innocence i s  

accelera ted ,  and obedience  and compl iance  are  re inforced 

when one acquiesces  to  the  o ther ,  to  the  group,  to  the  

col lec t ive .  Thus  the  Modern curr iculum impar ts  a  fee l ing 

of  despai r  tha t  i s  mi t igated only  as  one re legates  one 's  

uniqueness  to  the  crowd.  

THE EFFICIENT CAUSE 

One way in  which the  Modern curr iculum might  come in to  

being i s  by way of  Competence Based Teacher  Educat ion.  The 

Competence Based Teacher  Educat ion process  i s  sys temic;  

tha t  i s ,  i t  i s  based on the  sys tems approach.  Problems are  

ident i f ied .  Solut ions  are  projected.  Project ions  are  bro

ken down in to  var ious  tasks .  Means  for  reaching the  tasks  

are  out l ined.  Behaviora l  object ives  that  f i t  in to  the  out

l ine  are  developed.  Evaluat ion that  compl ies  wi th  the  

s tandards  and condi t ions  of  the  object ives  i s  es tabl ished,  

and conf i rmatory  mechanisms are  used to  forward the  program 

or  feed back in to  the  process  i f  there  i s  d i f f icul ty .  
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The Modern curr iculum for  com.municat  ion  problems might  

hypothet ica l ly  come in to  being in  the  fo l lowing manner .  A 

chi ld  i s  diagnosed as  having a  communicat ion problem.  The 

teacher  i s  observed whi le  she  works  on the  problem.  Both  

c l in ica l  exper ience  and s imulat ion technology are  used to  

develop concepts  and sk i l l s  wi thin  the  teacher  to  master  

the  problem.  Since  the  se t t ing i t se l f  might  be  in  a  t ra in

ing center ,  mater ia l  tha t  i s  produced in  the  process  may 

a lso  be  reproduced in  tapes ,  s l ides ,  or  f i lm.  Cr i ter ion 

measures  for  success  are  s tandardized and spread throughout  

the  country  by the  CBTE network.  The curr iculum is  whatever  

i s  successful  and can be packaged and s imulated.  

To what  extent  i s  CBTE successful  in  rea l iz ing the  

fee l ing descr ibed above? One object ion to  CBTE i s  that  i t  

has  deser ted  a  sound empir ica l  research-or iented base .  

Even i f  th is  i s  t rue ,  th is  a l l  the  more  adds  to  the  fee l ing 

of  pathos  appropr ia te  to  the  Modern curr iculum.  CBTE seems 

to  be  bui l t  on the  premise  tha t  the  problem wi th  curr iculum 

today i s  that  of  teacher  incompetence.  There  i s  a lso  the  

suggest ion that  unless  there  i s  control ,  the  s tudent  i s  

incompetent  to  learn .  Again ,  by focusing on consor t ium 

arrangements  between adminis t ra t ions ,  school  boards ,  and 

profess ional  associa t ions ,  there  i s  the  suggest ion that  
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leadership  i s  incompetent .  The power  of  CBTE i s  precise ly  

that  i t  re inforces  th is  fee l ing of  pathos  and despai r .  

THE FORMAL CAUSE:  THOUGHT, CHARACTER, AND PLOT 

One of  the  chief  archi tec ts  of  the  Modern curr iculum 

is  B.  F .  Skinner .  His  Verbal  Behavior ,  Science  and Human 

Behavior ,  The Techno logy of  Teaching,  and Walden I I  have 

been seminal  works  for  the  Modern s tory .  

THOUGHT: THOUGHT for  Skinner  i s  a  k ind of  verbal  be

havior .  Skinner  wishes  to  avoid  evoking any "menta l isms"  

to  expla in  verbal  behavior .  We name the  data  that  we ex

per ience .  We even give  names to  names,  but  thought  i s  no 

more  compl icated than that .  Even though i t  would be  in

f in i te ly  complex,  i t  would be  poss ible  to  name the  verbal  

reper to i re  of  our  c iv i l iza t ion.  No magic  such as  innate  

ideas ,  or  abs t rac t ions ,  or  e ternal  forms are  required to  

account  for  verbal  behavior .  

CHARACTER: THOUGHT reveals  CHARACTER. Man 's  charac

ter  i s  formed by h is  and by h is  socie ty ' s  behavior .  Rewards  

and punishments  lead to  consequences ,  and i f  one could  con

t ro l  a l l  the  cont ingencies  of  rewards  and punishments ,  one  

could  control  behavior .  Character  has  a  s t rong heterono-

mous nature  to  i t ;  that  i s ,  the  law of  one 's  being,  the  

moral i ty  of  ac t ion,  comes f rom the  law given by the  o ther ,  

by socie ty ,  and by the  group.  



PLOT: The PLOT in  the  Modern curr iculum is  a  mechani

ca l  kind of  ac t ion that  c losely  imi ta tes  the  ac t ion of  the  

teacher  or  teacher  surrogate .  Since  "behavior  i s  a  func

t ion of  i t s  consequences ,"  ac t ion wi l l  more  l ike ly  take  

place  in  the  des i red  fashion (a)  i f  l i t t le  par ts  of  the  

whole  ra ther  than the  whole  are  expected,  (b)  i f  the  s l ight 

es t  approximat ion of  the  ac t ion i s  rewarded,  and (c)  i f  the  

reward i s  immediate  and in t r ins ic  ( l ike  food or  pra ise) .  

The ac t ion can a lso  be  shaped by ext inguishing undesi red  

par ts  and re inforc ing des i red  par ts .  

For  Skinner ,  the  funct ion of  DICTION ( language)  i s  to  

fac i l i ta te  sc ient i f ic  t ru th .  Language o therwise ,  as  in  

l i te ra ture ,  i s  rhetor ic ;  tha t  i s ,  language enter ta ins ,  

amuses ,  and creates  ambigui ty  by being expressed in  l i te rary  

f igures  such as  metaphors ,  s imi les ,  and t ropes .  Li tera ture  

amuses;  sc ience  te l l s  us  the  t ru th .  The symbol ic  form does  

not  te l l  the  t ru th  or  even a  k ind of  t ru th .  In  fac t  I t  i s  

equivocal  and g ives  us  i l lus ion.  

The curr iculum according to  th is  s tory  i s  eas i ly  f i t  

wi thin  the  CBTE f ramework.  Language i s  a  behavior  tha t  can 

be  seen and heard  and tes ted .  Cr i ter ia  as  to  i t s  rea l iza

t ion are  eas i ly  se t  up.  Skinner ' s  work helps  to  rea l ize  the  

fee l ing of  pathos  appropr ia te  to  the  Modern s tory .  



On occas ion,  Skinner  sounds  Greek in  h is  admira t ion of  man 

and h is  autonomy,  but  the  t ragic  view i s  not  accepted.  

There  i s  an ingra t ia t ing and seIf -denigra t ing tone in  ref 

erence  to  man,  and a t  o ther  t imes  there  i s  a  conf idence 

( that  has  no metaphysical  foundat ion)  in  progress .  This  

ideal ism and despai r  i s  precise ly  Modern.  

The Modern curr iculum of  Skinner ,  then,  wi l l  use  one 

d imensional ,  pos i t iv is t ic  ,  or  behav ior is t ic  thought .  This  

wi l l  reveal  a  character  whose moral  qual i t ies  are  heterono-

mous.  This  in  turn  wi l l  y ie ld  a  p lot  tha t  i s  pathet ic .  

Act ion wi l l  be  a  l i te ra l  imi ta t ion of  the  teacher .  There  

i s  an innocence and naive  copy theory of  t ru th  wri t ten  in to  

the  ac t ion that  banishes  a l l  metaphysics ,  axiology,  and 

epis temology.  Al l  hope for  meaning beyond appearance i s  

banished,  and despai r  and pathos  are  f i rmly ensconced.  

THE MATERIAL CAUSE:  DICTION AND MELODY 

DICTION: Operant  Procedures  in  Remedia1 Speech and 

Language Training by Sloane and MacAulay i s  an ins tance  of  

Modern curr iculum that  focuses  on d ic t ion.  Typical ly  the  

c l ient ' s  "reper to i re"  of  behaviors  i s  assessed by the  teache 

who careful ly  observes  and met iculously  records  the  c l ient ' s  

ac t ion to  es tabl ish  a  "basel ine ."  The goal  tha t  the  teacher  

wishes  the  s tudent  to  achieve i s  predetermined,  and the  
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s tudent  i s  rewarded whenever  h is  behavior  approximates  tha t  

goal .  As the  c l ient ' s  behavior  increas ingly  imi ta tes  the  

prees tabl ished behavior ,  re inforcement  i s  decreased i f  

ext r in is ic  mot ivat ing fac tors  take  hold .  Conversely ,  inap

propr ia te  behavior  i s  e i ther  ignored or  punished.  The 

thema running throughout  the  work i s  one of  progress  toward 

the  des i red  goal  and conformity  to  the  predetermined ac t ion.  

Operant  condi t ioning processes  work bes t  when behavior  

tha t  can be  tes ted ,  seen,  and heard  i s  observed.  No guess

work!  A s tu t terer ' s  "anxie ty"  and a  psychot ic ' s  " t raumas"  

are  of  less  concern  than v is ib le ,  observable ,  present  be

havior .  What  i s  of  concern  i s  the  u t tered sound that  can 

be  char ted  in  measurable  space  and measurable  t ime.  The 

under ly ing assumpt ion i s  that  a l l  s ignif icant  events  can be  

reducible  to  locat ion in  s imple  space  and s imple  t ime.  

Operant  condi t ioning i s  not  ignorant  of  les ions  or  

c lef t  pala tes  or  poor  bone conduct ion.  On the  contrary ,  

the  operant  condi t ioning t ra iner  i s  pr imar i ly  concerned 

wi th  the  physical  body of  the  c l ient  and what  i t  i s  capable  

of  performing.  Any e thereal  behavior  such as  empathy or  

compass ion or  unders tanding or  creat iv i ty  i s  dismissed;  

behavior  must  be  mater ia l ly  present .  Only in  th is  way can 

i t  be  shaped.  One of  the  bas ic  assumpt ions  i s  that  speech 

(or  language or  thought)  can be  t ra ined in .  
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The dominat ing image of  operant  condi t ioning i s  the  

conveyor  be l t .  No mat ter  tha t  the  c l ient  i s  an aphasic  re

tarded chi ld  or  a  Harvard  Ph.D.  candidate ;  the  goal -se t t ing 

capaci ty  i s  in  the  t ra iner ' s  hands .  The f in ished product  

i s  the  bas ic  concern .  There  i s  a  k ind of  Neo-Calvinism 

here :  God 's  b less ings  can be  seen among those  who have 

succeeded,  and those  who have not  succeeded must  not  have 

God 's  b less ing.  

The fee l ing educed by Operant  Procedures  i s  amazement  

a t  precise  and c lever ly  contr ived successful  "opera t ions ."  

There  i s  a  t idy  neatness  here .  Wider  appl icabi l i ty  i s  rare .  

Ethical  i ssues  are  d ismissed.  Categor ies  of  except ional i ty  

are  " re i f ied ."  In  th is  sense ,  the  work re inforces  the  fee l ing 

of  pathos .  The model  for  the  modern s tory  begins  wi th  the  

human body.  Like  any animal ' s  body,  the  human body i s  pre

pared for  f ight  or  f l ight .  There  i s  a  homeostas is  about  the  

body which makes  i t  unique and se l f -suff ic ient .  The body 

l ike  most  animals '  bodies  can move and can be  sent ient ,  can 

learn ,  can adjus t ,  and can communicate .  In  animals ,  the  

sent ience  of  sounds  or  of  s ights  or  of  smel ls  or  of  fee l ings  

automat ica l ly  prepares  the  animal  for  f l ight  or  f ight .  The 

l imbic  area  In  the  human bra in  ( f ight  or  f l ight )  i s  con

nected to  the  tac t i le ,  audi tory ,  and v isual  nerves  by 
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associa t ion nerves .  Norman Geschwind in  h is  ar t ic le  "Dis

connexion Syndromes in  Animals  and Men" observes  that  the  

human bra in  has  not  only  associa t ion nerves  connect ing the  

senses  wi th  the  l imbic  region,  but  a lso  associa t ions  of  

associa t ions .  Geschwind i s  able  to  "specula te  that  th is  new 

associa t ion of  associa t ions  area  now f rees  man f rom the  domi

nant  pat tern  of  sensory- l imbic  associa t ions  and permits  c ross-

modal  associa t ion involving non- l imb ic  modal i t ies .  I t  i s  

par t icular ly  the  v isual -audi tory  and the  tac t i le  audi tory  

associa t ions  which contr ibute  the  bas is  of  the  development  

of  speech in  most  humans.This  Modern render ing that  

hypothes izes  on the  way in  which language comes in to  being 

and focuses  mainly  on the  modal i t ies  of  learning and cerebra l  

dominance has  prompted a  good deal  of  work in  curr iculum in  

specia l  educat ion to  focus  on the  var ious  modal i t ies  of  

learning.  But  Geschwind does  not  specula te  on why language 

develops  or  i s  acquired,  or  i f  there  i s  an innate  or  e ternal  

or  formal  dimension to  language.  Geschwind re inforces  

Sloane and MacAulay in  present ing ins ights  in to  d ic t ion from 

a  Modern point  of  v iew.  Geschwind exempl i f ies  the  Modern 

O 
Norman Geschwind,  "Disconnexion in  Animals  and Men,"  

Brain ,  Par t  I I  (September ,  1965) ,  p .  641.  
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sc ient is t  who pushes  fur ther  and fur ther  in to  the  data ,  

erect ing one hypothes is  a f ter  the  next ,  to  account  for  the  

physical .  He does  not  f ind meaning,  only  an in teres t ing 

hypothes is .  Speaking of  the  same problem in  C.  S .  Pierce ,  

Jurgen Habermas in  h is  Knowledge and Human In teres ts  says ,  

regarding the  ru les  of  the  process  of  inquiry:  

What  speaks  for  the i r  rea l i ty  i s  pr imar i ly  no more-- -
a l though no less- - than the  bas ic  bel ief  tha t  unt i l  now 
there  has  been a  cumulat ive  learning process  and tha t  
th is  process  would necessar i ly  lead to  complete  knowledge 
of  rea l i ty  i f  i t  were  cont inued long enough in  methodical  
fashion as  a  process  of  inquiry .  This  bel ief  under l ies  
the  postula te  of  hope for  the  rea l iza t ion of  the  empir i 
ca l  condi t ions  under  which the  process  of  inquiry  can.  in  
fac t  be  completed.  But  th is  does  not  answer  the  ques
t ion,  "What  makes  the  fac ts  usual ly  to  be ,  as  induct ive  
and hypothet ica l  conclus ions  f rom t rue  premises  represent  
them to  be?"A 

Pierce ' s  hope i s  l ike  Geschwind 's  and Skinner ' s .  I t  i s  a  

hope tha t  i s  based on fa i th .  I t  assumes tha t  i f  the  sc ien

t i f ic  process  i s  mainta ined long enough,  a  complete  knowl

edge of  rea l i ty  wi l l  be  revealed.  This  level ing out  of  

rea l i ty  i s  the  propaedeut ic  for  modern man 's  despai r  and 

pathos .  

MELODY: The s tory  in  curr iculum is  not  complete  wi thout  

music .  Ju l ie t te  Alvin  in  her  Music  for  the  Handicapped 

^Jurgen Habermas,  Knowledge and Human In teres ts  ,  t rans .  
Jeremy J .  Shapiro  (Boston:  Beacon Press ,  1972) ,  p .  118.  
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Child  re la tes  music  both  to  the  var ious  except ional i t ies  in  

specia l  educat ion and to  matura t ion and human growth.  In  

terms of  the  subnormal ' s  as  wel l  as  the ,normal ' s  matura t ion,  

music  he lps  br ing in te l lec tual  matura t ion in  reading,  d is 

cr iminat ion,  and memory;  emot ional  matura t ion by g iving 

ident i ty  through sereni ty  and p lay;  and socia l  matura t ion 

by t ra in ing disc ipl ine  and respect .  With  s lower  music ,  

s impler  ins t ruments ,  and c learer  beat  and tones ,  the  mildly  

subnormal  may be  taught  to  read music ,  the  t ra inable  sub

normal  may be  t ra ined to  have an  imaginat ion,  and even the  

severe ly  subnormal  may be  helped to  verbal ize .  

Music ,  according to  Alvin ,  may he lp  the  maladjus ted 

chi ld  wi th  h is  regress ion by helping him face  socie ty ,  

br inging out  hos t i l i ty ,  subl imat ing i l lus ions  and compul

s ions ,  and above a l l  by helping him work a l l  the  way through 

an exper ience .  The aut is t ic  chi ld  i s  re leased f rom his  

imprisonment  wi th in  h imself .  The a  the  to  id  pals ied  chi ld  i s  

helped in  exerc is ing h is  dormant  muscles  wi th  s t i r r ing 

music ;  the  spas t ic  pals ied  chi ld  i s  helped to  work through 

h is  fee l ings  of  f rus t ra t ion and dependence wi th  dulcet  music .  

The b l ind chi ld  i s  helped to  cope wi th  space  by being given 

an inner  space  and v is ion;  the  deaf  chi ld  in  watching 

marchers  or  objects  in  mot ion i s  able  to  learn  something of  

v ibra t ion and meter .  
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In  her  analys is  of  musical  abi l i ty ,  her  focus  on tech

nical  prof ic iency,  and her  assumpt ions  about  the  meaning of  

music ,  Alvin ' s  work helps  the  Modern curr iculum achieve a  

pathet ic  fee l ing.  Alvin  d i f ferent ia tes  between musical  

sens i t iv i ty  that  i s  emot ional  (a  fee l ing for  music) ,  in te l 

lec tual  (a  reading of  words  or  notes) ,  imaginat ive  ( fee l ing 

and reading) ,  physical  (beat  and rhythm),  and sensuous  

( tone) .  This  analys is  makes  i t  poss ible  to  focus  on the  

quant i ta t ive  par ts  of  music .  Alvin ' s  focus  on technical  

prof ic iency reveals  her  concern  for  competent  performance 

and appropr ia te  a t tent ion.  She remarks  tha t  a  subnormal  

may expand h is  a t tent ion from f i f teen seconds  on up to  

minutes  and even hours .  Al though I  do not  suggest  tha t  

Alvin  i s  a  pr ima donna,  I  do fee l  that  she  g ives  a  h igh 

pr ior i ty  to  pass ive  a t tent iveness  .  The meaning of  music  

for  Alvin  does  not  appear  to  t ranscend the  performance of ,  

or  a t  bes t ,  the  h is tory  of  music :  There  i s  no symbol ic  

form that  i s  a  whole  created object  capable  of  having 

meaning.  Metaphysical ly ,  th is  ass is ts  the  Modern curr iculum 

to  the  posi t ion that  meaning i s  only  s ta tementa l  or  

pro  po s  i t  iona1.  

CONCLUSION: The Modern curr iculum is  c lear  and prac

t ica l .  I t  works .  I t  avoids  debates  about  rea l i ty  and 
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metaphysical  ques t ions .  Since  the  moral i ty  of  the  s ta tus  

quo i s  legi t imated,  there  are  no problems of  e th ics  e i ther .  

Most  important  ,  the  fee l ing of  meaninglessness  ,  pa thos ,  

and despai r  tha t  th is  curr iculum engenders  i s  g lossed over  

by the  rhetor ic  of  success .  

THE GREEK CURRICULUM: ITS FINAL,  EFFICIENT,  

FORMAL, AND MATERIAL CAUSES 

THE FINAL CAUSE 

The fee l ing of  the  Greek curr iculum is  bas ica l ly  

t ragic .  There  i s  the  sheer  fac t  of  ignorance.  Appearance 

i s  confused wi th  rea l i ty .  Worse ,  the  mass  of  men are  not  

only  ignorant  of  th is  fac t  but  as  wel l  they do not  know 

that  they are  ignorant  of  th is  fac t .  The few ar is tocra ts  

who do know that  they are  bas ica l ly  ignorant  are  aware  of  

an  insat iable  hunger  for  knowledge and an  unending quest  

for  t ru th .  Final  t ru th  and u l t imate  cer ta in ty  must  ever  

remain beyond thei r  grasp,  whi le ,  i ronical ly ,  fanat ic  cer

ta in ty  and f inal  t ru th  i s  precise ly  what  the  mass  seeks .  

The Greek curr iculum uses  reason as  the  u l t imate  yard

s t ick .  Knowledge can become abs t rac t .  An in te l lec tual  

monast ic ism of  the  mind i s  poss ible ,  and specia l is ts  sea l  

themselves  away in  hermet ic  i so la t ion.  In  l ight  of  th is  
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s i tuat ion the  ar is tocra t  i s  p i t iable  i f  he  compromises  h is  

v is ion of  t ru th  wi th  the  appearances  of  the  world .  On the  

o ther  hand,  the  t readmil l  phi losophy of  t ru th ,  wi th  t ru th  

as  perfect  and abs t rac t  and unre la ted ,  inspi res  fear  on the  

par t  of  the  novice .  The a r is tocra t  who fu l ly  accepts  the  

enfeebl ing ef fect  of  the  t rue  pursui t  of  knowledge,  as  he  i s  

crushed by the  fanat ics  of  the  world ,  i s  a  t ragic  f igure .  

EFFICIENT CAUSE 

One way for  the  Greek curr iculum to  come in to  being i s  

in  the  mi l ieu  therapy as  descr ibed by Bruno Bet t leheim in  

h is  Home for  the  Hear t .  Mil ieu  therapy impl ies  tha t  therapy 

for  severe ly  menta l ly  i l l  must  not  be  incidenta l ,  located 

only  in  a  psychoanalys is t ' s  of f ice ,  and taking place  only  

one or  two hours  a  week or  a  month.  The whole  mi l ieu  for  

therapy must  be  the  psychoanalyt ic  ac t  on an  ins t i tu t ional  

scale  .  

According to  Bet t leheim the  mi l ieu  therapy concept  may 

be  seen in  the  ins t i tu t ion 's  symbol ism,  se l f -unders tanding,  

and in tegr i ty .  The ins t i tu t ion 's  symbol ism may be  seen in  

i t s  exter ior  appearance,  i t s  inner  appearance,  i t s  space ,  

and i t s  appointments .  The bathroom,  symbol iz ing the  anal  

and geni ta l  problems,  and the  table ,  represent ing the  ora l  

problems,  must  be  appropr ia te ly  arranged and decorated.  
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Sleeping areas  must  fac i l i ta te  dreams;  ent rance  hal ls  must  

symbol ize  r i tes  of  passage;  and teaching areas  must  sym

bol ize  Socrat ic  midwifery .  

Sel f -unders tanding i s  a  psychoanalyt ic  v i r tue  which the  

d i rec tor  must  possess  in  a  paradigmat ic  way and which he  must  

share  wi th  a l l  of  h is  apprent ices .  The teacher  must  under

s tand that  he  can help  no one unless  he  unders tands  h imself .  

The s tudent  must  rea l ize  that  regardless  of  how los t  he  may 

fee l  he  i s ,  he  must ,  nonetheless ,  unders tand how los t  he  i s .  

Whether  in  pr ivate  sess ion,  or  c lassroom,  or  counsel ing,  the  

s tudent ,  teacher ,  and d i rec tor  must  a lways  be  prepared to  

grow in  seIf -unders tanding.  

Perhaps  the  most  important  aspect  of  mi l ieu  therapy i s  

the  ins t i tu t ional  in tegr i ty  that  i t  fos ters .  The condes

cending a t t i tude  that  ins t i tu t ions  usual ly  reveal  to  thei r  

pat ients  i s  miss ing,  and ins tead,  a l l  of  the  s taf f  accepts  

the  assumpt ion that  they too need therapy,  se l f -unders tanding,  

and help  f rom each other  and even f rom thei r  c l ients .  HeaLth 

i s  not  an  end product  tha t  i s  the  a im of  the  ins t i tu t ion,  

but  ra ther  the  process  descr ib ing i t s  present  ques t  for  

in tegra t ion.  

Any menta l  ins t i tu t ion must  be  an  in tegra ted whole  as  
opposed to  a  random assembly of  par ts .  Only an  
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in tegra ted environment  can serve  as  an  image tha t  
fos ters  in ternal iz ing the .  need for ,  and des i rabi l i ty  
of ,  inner  in tegra t ion.5  

The point  of  v iew of  the  Greek curr iculum may now be  

compared wi th  the  point  of  v iew of  the  Modern curr iculum.  

The la t ter  i s  sys temic  and technological ,  the  former  i s  or

ganic  and symbol ic .  The CBTE view of  curr iculum is  concerned 

wi th  ef f ic iency and success ;  the  mi l ieu  therapy view of  cur

r iculum is  concerned wi th  empathy and se l f -unders tanding.  

I t  must  be  asked,  "To what  extent  does  the  mil ieu  

therapy curr iculum real ize  the  t ragic  fee l ing required of  

the  Greek view?" Bet t leheim is  a  Freudian and does  not  re

move Freud 's  t ragic  over tones .  Bet t leheim a lso  i s  aware  of  

the  hel l  in  which most  of  h is  c l ients  f ind themselves .  He 

does  not  t ry  to  ignore  or  sof t -pedal  th is  hel l .  He a lso  

admits  tha t  cure  somet imes  takes  years  to  achieve,  and then 

only  wi th  par t ia l  success .  Famil ies  somet imes  compound the  

problem and in ter fere  a t  the  wrong t ime.  Beneath  the  

fe l ic i tous  s ty le  of  Bet t leheim i s  the  Greek thought  about  

l i fe ,  death ,  and meaning.  

-*Bruno Bet t leheim,  Home for  the  Hear t  (New York:  Bantam 
Books ,  1975) ,  p .  55.  
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FORMAL CAUSE:  PLOT,  CHARACTER, AND THOUGHT 

While  many of  my ins ights  in to  ar t  as  wel l  as  psycho

analys is  have come f rom Freud 's  Psycho pathology of  Everyday 

Life ,  Wit  and I t s  Re la t ion to  the  Unconsc  ious ,  and The In

ter  pre ta t  ion of  Dreams,  my ins ights  in  th is  chapter  come 

f rom his  A General  In t roduct ion to  Psychoanalys is ,  An Out

l ine  of  Psycho-Analys is ,  and New In t roductory  Lectures  on 

Psychoanalys is .  

PLOT: In  order  tha t  the  Greek curr iculum evoke a  fee l 

ing of  t ragedy,  there  must  be  a  proper  mixture  of  determi

nism and spontanei ty .  This  mixture  i s  provided in  a  whole  

made object :  the  dream.  Al though the  dream i s  the  equiva

lent  of  a  s l ight  psychot ic  se izure ,  and even though i t s  

in terpre ta t ion requires  e laborate  methodology and t ra in ing,  

i t s  act ion i s  ineluctable .  

The ac t ion wi thin  the  dream i s  symbol ic  of  the  ac t ion 

of  the  id  (or  ins t inct ive  dr ive)  as  i t  seeks  to  invade the  

conscious  rea lm of  the  ego.  The id  may be  the  repressed 

des i re  of  the  pr ior  day,  or  i t  may be  the  archaic  ves t ige  

of  ins t inct ive  dr ives ,  but  in  one way or  another  the  secre t  

ac tor  in  the  dream i s  precise ly  the  submerged and repressed 

se l f .  The repress ing and submerging fac tor  i s  the  super-ego 

(or  the  conscience  of  the  parents ,  t r ibe ,  e tc . ) .  The ac t ion 

of  the  id  moves  f rom what  i t  i s  to  what  i t  appears  to  be  in  
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the  dream.  And what  i t  i s  before  th is  symbol ic  t ransforma

t ion i s  e i ther  a  dr ive  toward l i fe- - individual ly  or  col lec

t ively—or a  dr ive  toward death .  

In  a  sense  the  "dream-work"  i s  an a r t i s t ic  capaci ty  

that  a l l  people  have.  Forbidden objects  can be  t ransformed 

in to  innocent  symbols .  Concepts  can be  t rans la ted  to  ob

jec ts  or  re la t ions  seen on d isplay in  the  dream.  While  the  

dream chooses  to  mater ia l ize  i t se l f  in  v isual  images ,  thus  

making er ror  poss ible ,  the  bra in  does  not  forget  anything,  

so  tha t  beyond the  penumbra  of  the  dream everything l ies  in  

darkness ,  obscure  but  rea l .  At  t imes  the  compress ion,  t rans

format ion,  and condensat ion that  the  ego i s  wi l l ing to  

undergo to  prevent  the  forbidden wishes  of  the  id_ f rom sur

facing makes  the  apparent  meaning of  the  dream almost  the  

exact  opposi te  of  what  i s  in tended.  

The work of  the  dream i s  l ike  the  work of  the  a r t i s t .  

He must  take  determinism ( the  omniscient  memory of  the  

bra in ,  the  ins t inct ive  dr ives ,  the  commands of  socie ty ,  the  

pleasure /pain  pr inciple)  and g ive  i t  a  proper  mix wi th  

f reedom (symbol ism,  i rony,  wi t ,  the  ego) .  I t  i s  not  by 

chance that  Freud resor ted  to  Oedipus  Rex as  a  seminal  Greek 

work in  the  West  to  expla in  th is  mixture ,  for  in  i t  the  
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mixture  of  sexual  des i re  and communal  repress ion i s  hidden 

beneath  the  symbol ism of  the  wi l l  of  the  fa tes  and the  quest  

for  knowledge .  

The work of  the  therapis t  i s  to  reverse  the  process  of  

symbol iza t ion in  order  to  help  the  c l ient  reconst ruct  the  

pas t  on a  t rue  bas is .  By extension,  the  l i te rary  cr i t ic ' s  

job i s  to  pierce  beneath  the  i rony and symbol ism of  the  

surface  of  the  work of  a r t  and f ind i t s  rea l  meaning.  

I f  Freud i s  to  be  taken l i te ra l ly ,  the  curr iculum 

would only  conta in  sc ience  and psychology,  for  these ,  he  

sa id ,  a lone te l l  us  the  t ru th .  Art ,  l ike  the  dream,  and 

re l ig ion,  and myth,  and phi losophy,  a l l  deal  wi th  i l lus ion.  

But  teachers  who have been analyzed and therefore  teach a  

nonrepress ive  curr iculum,  as  Freud wished,  would  s t i l l  have 

to  decide  i f  sc ient i f ic  t ru th  i s  t ru th  e i ther .  

At  law,  for  pract ica l  reasons ,  gui l t  has  to  be  de
c lared a lso  on c i rcumstant ia l  evidence.  There  i s  no 
such necess i ty  here ;  but  nei ther  are  we bound to  re
f ra in  from consider ing such evidence.  I t  i s  a  mis take  
to  bel ieve  that  a  sc ience  consis ts  in  nothing but  con
c lus ively  proved proposi t ions ,  and i t  i s  unjus t  to  
demand tha t  i t  should .  I t  i s  a  demand only  made by 
those  who fee l  a  craving for  author i ty  in  some form and 
need to  replace  the  re l ig ious  catechism by something 
e lse ,  even i f  i t  be  a  sc ient i f ic  one.  Science  in  i t s  
catechism has  but  few apodic t ic  precepts ;  i t  consis ts  
mainly  of  s ta tements  which i t  has  developed to  varying 
degrees  of  probabi l i ty .  The capaci ty  to  be  content  
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with  these  approximat ions  to  cer ta in ty  and the  abi l i ty  
to  carry  on const ruct ive  work despi te  the  lack of  f inal  
conf i rmat ion are  ac tual ly  a  mark of  the  sc ient i f ic  habi t  
of  mind.6  

Like  Skinner ,  Freud 's  idea  of  t ru th  i s  caught  up in  logical  

posi t iv ism,  but  unl ike  Skinner ,  Freud had a  method of  se l f -

ref lec t ion or  dream analys is  tha t  carr ied  him to  an i ronic  

perspect ive .  From here  he  saw the  t ragedy of  l i fe ,  and f rom 

here  h is  p lot  takes  on more  and more  of  a  Greek,  meaning.  

CHARACTER: The moral  s t ruggle  of  character  in  the  

Greek curr iculum wi l l  a lways  be  between the  tyrannical  de

mands of  the  super-ego and the  unconscious  des i res  of  the  

id .  Al though the  bat t le  between f reedom and determinism 

always  resul ts  in  t ragedy,  there  i s  a  measure  of  autonomy 

that  i s  gained f rom the  conf l ic t .  The heroic  f igure  i s  the  

one who,  led  by the  therapis t ,  i s  able  to  reconst ruct  the  

rea l i ty  of  h is  pas t  by turning the  t raumat ic  symbol  back 

in to  s ta tements  of  t ru th .  By removing the  repress ion of  the  

super-ego,  the  ego i s  able  to  escape the  i r ra t ional  dr ives  

and become se l f -suff ic ient .  

THOUGHT: Thought  i s  the most  vexing of  the components  

of  the Greek curr iculum, for  i t  represents  man's  highest  

^Sigmund Freud,  A General  In t roduct  ion to  Psychoanalys  i s  ,  
t rans .  Joan Riviere  (Garden Ci ty ,  N.  Y. :  Garden Ci ty  Pub
l i shing Co. ,  Inc . ,  1943) ,  pp.  46-47.  
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funct ion of  reasoning and his  lowest  funccion of  ra t ional i 

zat ion.  Freud contends that  man i s  polymorphously perverse ,  

that  i s ,  that  he is  total ly  sexual .  Civi l izat ion teaches 

him to  focus his  sexual i ty  on his  reproduct ive organs,  and 

in  turn to  control  this  by subl imat ion.  Subl imat ion in

cludes ar t ,  archi tecture ,  cul ture ,  and reason.  Reason that  

i s  guided by the therapis t  can pierce beneath this  cloak of  

subl imat ion;  otherwise reason works fur iously to  legi t imate  

man's  condi t ion by ra t ional izat ion.  

In  what  way do plot ,  character ,  and thought  in  Greek 

curr iculum produce the f inal  cause or  the t ragic  view of  

l i fe?  In a  sense Freud was a  product  of  his  t imes:  the 

Victor ian moral i ty ,  the posi t ivis t ic  concept  of  sc ient i f ic  

t ruth,  the ideal is t  t radi t ion of  a theism.  At t imes Freud 

sounds qui te  Modern.  His  a t tack on re l igion has a lso 

earned him the posi t ion of  a  heret ic  within the Judeo-

Chris t ian t radi t ion.  But  Freud 's  view of  man i s  basical ly  

t ragic .  Man i s  a l ienated from himself  and from his  fel low 

man.  One point  of  inconsis tency between Freud and the 

ar is tocrats  within educat ion is  on the score of  " thought ."  

Both assume that  the plot  of  curr iculum is  self-discovery,  

both assume that  the character  of  curr iculum is  autonomous,  



60 

but  whi le  the  es tabl ished ar is tocra ts  deem reason in  her  

own rea lm supreme,  Freud c lear ly  points  out  how reason i s  

the  pros t i tu te  for  love and hate .  

THE MATERIAL CAUSE :  DICTION AND MELODY 

DICTION: One example  of  the  Greek curr iculum is  to  be  

seen in  Doris  :  The Story  of  a_ Disf  igured Deaf  Gir l  by Aaron 

Bodenheimer .  Dor is 1  eyebrows grow together ,  her  eyes  are  of  

d i f ferent  colors ,  she  has  mongoloid  and a lb inoid  fea tures ,  

she  emits  a  s t range odor ,  has  a  c lef t  pala te ,  i s  deaf  and 

d isf igured.  Ins tead of  re t rea t ing,  however ,  Dor is  pushes  

herse l f  upon people :  s tar ing,  in t ruding,  menacing.  The 

author  endeavors  to  "face"  and " turn  toward"  Doris .  He 

repeats  her  u t terances  as  i f  i t  were  he  who was  uninte l 

l ig ib le .  He accepts  gobbets  of  food f rom her  as  though she  

were  feeding him.  " I  am of  the  opinion that  one i s  more  

l ike ly  to  be  helpful  to  a  chi ld  wi th  Doris '  a f f l ic t ion i f  

one accepts  something f rom her ,  par t icular ly  something 

e d i b l e ,  t h a n  i f  o n e  o f f e r s  t h e  c h i l d  s o m e t h i n g  t o  e a t ;  and  

th is  i s  par t icular ly  t rue  in  the  case  of  a  deformed,  not  to  

say repuls ive ,  ch i ld .This  type of  ac t ion i s  in  s t r ik ing 

contras t  to  the  ubiqui tous  "M & M" of  operant  condi t ioning.  

^Aaron Bodenheimer ,  Dor is  :  The Story  of  £  DisfIgured 
D e a f  G i r l  ( D e t r o i t :  W a y n e  S t a t e  U n i v e r s i t y  P r e s s ,  1974) ,  
p .  51 .  
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His  empathy wi th  Doris  leads  him to  imi ta te  her ,  or  to  work 

wi th  her ,  but  a lso  to  t ry  to  come to  some k ind of  se l f -

in terpre ta t ion so  that  he  can be  "wi th"  her .  Were  Dor is  

fu l ly  funct ioning,  Bodenheimer  would  doubt less  have used 

more  f ree  associa t ion,  more  in teract ion by way of  language.  

But  does  one want  an  aut is t ic  and hyster ica l  chi ld  to  accept  

the  hideous  fa te  that  has  befa l len  her?  

The author  ref ra ins  f rom tes t ing and measur ing to  know 

the  c l ient .  He p icks  up c lues  f rom the  g i r l  as  to  her  inner  

symbol ic  l i fe  through her  paint ing and her  drawing.  The 

author  i s  wi l l ing to  put  of f  c losure  so  that  "meaning"  can 

emerge between them ra ther  than something quant i f iable  and 

object ive  that  wi l l  separa te  them.  " I  repeated exact ly  what  

I  had perceived f rom var ious  u t terances  of  Dor is ,  and I  

repeated i t  prec  i se ly  as  I  have perceived i t .  What  i ssued 

for th  from me was  jus t  as  uninte l l ig ib le  as  what  I  had been 

Q 
able  to  perceive  f rom Doris ."  

Paradoxical ly ,  even though deaf ,  Doris  i s  af ra id  of  

noise .  She fe l t  i t  and she  fe l t  defensive  and shamed by 

i t s  presence.  "Thus ,  the  t ragedy of  deafness  l ies  in  one 's  

being exposed to  sound and not  to  ' the  absence of  the  world  

of  sound. 1  

8 Ib id . ,  p .  49.  

9 lb  id . ,  p .  30.  
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Bodenheimer  does  not  impose h is  value  sys tem on Doris .  

He admits  tha t  her  hys ter ia ,  weeping,  and insolence  in  fac t  

are  qui te  ra t ional  react ions  to  a  world  tha t  has  made her  

deformed and d isf igured.  Doris  s lowly works  out  a  s to ic  

re la t ionship  wi th  the  world--not  by inner  and warm re la

t ions ,  but  by acceptance  of  rea l i ty  and by the  in i t ia t ion 

of  speech.  

Br ief ly  summarized,  the  t ragedy of  the  s i tuat ion 
can bes t  be  descr ibed as  " turning toward"  or  "facing a  
person"  (Zuwendung)  which in  and of  i t se l f  i s  ident ica l  
wi th  d i rec t  re la t ionship ,  wi th  encounter ,  and for  Doris ,  
th is  had become ident ica l  wi th  threat .  The grade 
"good,"  which Doris  gave the  s i tuat ion jus t  descr ibed,  
therefore ,  means  "good that  I  am removed f rom a l l  
re  la t  ion ship  ."10 

The f inal  resul t  i s  not  the  magic  bul le t  or  the  panacea  

promised by operant  condi t ioning.  Rather  i t  i s  an accept

ance of  the  horrors  and the  misfor tunes  of  one 's  exis tence .  

MELODY: While  there  i s  a  great  deal  of  psychoanalyt ic  

work tha t  has  been done in  the  area  of  music ,  I  purposeful ly  

avoid  i t  to  dr ive  home the  idea  that  the  Greek posi t ion i s  

not  l imi ted  to  Freud or  the  psychoanalyt ica l  movement .  

Al though many of  the  toys ,  sandpaper  le t ters ,  but ton 

f rames,  and puzzles  tha t  Dr .  Maria  Montessor i  developed 

more  than f i f ty  years  ago are  to  be  found in  the  Modern 

•^Ibid . ,  p .  59.  
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curr iculum,  the  phi losophy developed in ,  for  example ,  her  

Dr .  Montessor i ' s  Own Handbook i s  poles  apar t  both  f rom the  

Freudian and f rom the  behavior  modif ica t ion phi losophy 

behind much Modem curr iculum.  Reading music  and developing 

moral i ty  were  ra t ional  enterpr ises  for  Montessor i .  In  them 

the  re tarded were  able  to  f lour ish  and grow.  There  i s  a  

ref reshing object iv i ty  and rea l i ty  to  the  human sp i r i t  for  

Montessor i .  Her  v is ion was not  qui te  so  t ragic  and pess i 

mis t ic  as  was  Freud 's ,  but  her  s t ress  on autonomy,  achieved 

af ter  fu l f i l l ing  the  predetermined objects ,  was  qui te  

s t rong.  Nor  should  some of  her  p ious  u t terances  tempt  us  

to  read her  s tory  as  Judeo-Chris t ian .  

The mater ia l  cause  of  the  Greek curr iculum involves  

motor  sk i l l s  and symbol ic  ges tures  as  wel l  as  word and song.  

One p i t ies  the  chi ld  who has  been misused.  (From her  ear ly  

NEA addresses  to  her  las t  books ,  Montessor i  argued that  our  

t rea tment  of  youth  i s  monstrous . )  One fears  the  conse

quences  of  severe  repress ion.  The work Summerhi l l  of  A.  S .  

Ne i l l  has  of ten  been termed romant ic ,  and there  i s  that  

e lement  there ,  but  he  too i s  Greek.  Montessor i ,  Nei l l ,  

Freud,  Bet t leheim,  and Bodenheimer  a l l  share  a  view that  i s  

s t rongly  humanis t ic ,  but  in  i t s  fee l ing for  t ragedy i s  

bas ica l ly  Greek.  



CONCLUSION: The Greek curr iculum is  based on the  

t ragic  quest  for  t ru th .  Sel f -knowledge does  not  a lways  

produce happiness ,  and more  than l ikely  produces  misery .  

Perfect ions  condemn.  But  the  quest  i t se l f  becomes the  a im,  

and the  acceptance  of  t ragedy purges  fee l ings  of  p i ty  and 

fear .  

THE JUDEO-CHRISTIAN CURRICULUM: ITS FINAL 

EFFICIENT,  FORMAL, AND MATERIAL CAUSES 

THE FINAL CAUSE 

The fee l ing of  the  Judeo-Chris t ian  curr iculum is  re-

la tedness .  In i t ia l ly  knowing i s  re la ted  to  the  e ternal .  

One captures  and recaptures  the  archaic  paradigms wi th  en

suing cer ta in ty .  But  knowing i s  a lso  doing.  The r i sk  of  

d isobedience  and the  fa l l  f rom cer ta in ty  are  preferred to  

archaic  p leasure .  In  the  fa l l  f rom the  archaic  s ta tus ,  

knoxtf ledge i s  exposed as  Ideology,  t ru th  i s  revealed as  a  

mask of  power .  In  the  fa l l  f rom cer ta in ty ,  one i s  lef t  in  

sol i tude ,  and sol i tude  i s  judgment  upon one 's  menta l i ty .  

But  there  are  seeds  of  redempt ion in  sol i tude  and in  

suffer ing and in  disobedience .  Precise ly  and paradoxical ly ,  

as  one tenta t ively  creates  knowledge,  indeed creates  se l f ,  
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and God,  and universe ,  s imul taneously  one a lso  fee ls  a  com

pass ionate  sus tenance not  of  one 's  own making.  The passage 

of  events ,  so  f ragi le  and tenta t ive ,  carr ies  wi thin  i t se l f  

a  nexus  of  the  e ternal  and the  ephemeral ,  order  and f reedom,  

menta l i ty  and physical i ty .  Mind c reat ively  weeds  excess  

f rom myth and symbol .  Judgment  i s  matched by compass ion.  

Knowledge of  se l f  and of  God and of  the  universe  i s  redemp

t ive  and re la t ing.  

THE EFFICIENT CAUSE 

The context  in  which the  Judeo-Chris t ian  curr iculum 

might  come in to  exis tence  would be  the  open school  as  de

scr ibed in  Reschool ing Soc ie ty  :  A Conceptua1 Mode 1  by 

Macdonald ,  Wo I fson,  and Zare t .  The focus  may be  as  smal l  

as  an in teres t  center  or  as  wide as  the  communi ty .  Space  

and t ime are  not  l imi ted ,  however ,  to  the  quant i f iable ,  but  

must  be  open to  t ranscendence.  I t  must  be  fac i l i ta t ive  of  

probing and explor ing,  because  the  process ,  and not  jus t  

the  product ,  i s  important .  Both  the  lec ture  and the  v ideo

tape  recorder  can become mater ia l iz ing agents  for  that  

which i s  t ranscendent .  

The a im of  school ,  according to  the  model ,  i s  l ibera

t ion,  d ivers i ty ,  and se  I f -d i rec t ion.  To the  extent  tha t  the  

ins t i tu t ion i s  an organism,  evaluat ion i s  format ive ,  tha t  

i s ,  i t  i s  process-or iented.  The people  wi th in  ar r ive  a t  
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meaning,  arr ive a t  unique and emergent  goals .  Insofar  as  

they move to  a  new level  of  meaning,  they themselves  are  

the product  for  evaluat ion.  To the extent  that  the inst i 

tut ion is  par t  of  a  larger  world and i s  accountable  to  

parents  and s tudents ,  i t  is  as  a  to ta l  product  open to  a  

summative evaluat ion.  

Curr iculum in this  sense i s  not  a  cut-and-dried matter .  

Knowledge i s  not  a  predetermined end that  i s  the aim and 

goal  of  the process .  Knowledge emerges _in the  process .  

Some small  f ract ion of  th is  processing and reorgani
zat ion may be expressed in  observable  pat terns  of  
behavior  as  symbolic  (cogni t ive)  knowing.  But  th is  
conscious,  ver i f iable  component  has  been descr ibed by 
Kubie as  "only a  weighted and fragmentary sample of  the 
cont inuous s t ream of  preconscious processing of  data ."  
Our model  conceives  of  th is  prel iminary processing as  
an ini t ia l ,  explor ing facet  in  which the individual  
interacts  f reely and intui t ively with a l l  the exci t ing 
data  of  a  r ich environment .H 

There i s  every effor t  to  prevent  premature c losure,  so that  

the r ichness  of  meaning can exude in  the var ious cul tural  

and personal  direct ions.  

The model ,  of  course,  i s  not  real i ty .  In terms of  re

al iz ing the model ,  many "real"  schools  fa l l  short  by vir tue 

of  not  real ly  being "open."  Curr iculum is  self-paced 

1 1  James B.  Macdonald,  Bernice J .  Wolfson,  and Esther  
Zaret ,  A Conceptual  Model  (Washington,  D.  C. :  Associat ion 
for  Supervis ion and Curr iculum Development ,  1973) ,  pp.  10-11.  
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or  " individual ized,"  but  th is  may mask a  predetermined 

content  and conclus ion.  Closure  wi l l  be  preferred to  the  

anxie ty-creat ing openness ;  a rchaic  paradigms give  more  

secur i ty  than becoming h is tor ica l ly  unique.  But  as  an  

ideal ,  the  model  suggests  a  convincing manner  in  which the  

Judeo-Chris t ian  curr iculum might  be  brought  in to  exis tence .  

THE FORMAL CAUSE:  PLOT,  CHARACTER, AND THOUGHT 

The wri ter  whose mater ia l  seemed to  evoke the  Judeo-

Chris t ian  fee l ing i s  Jean Piaget .  His  works--The Mora 1  

Judgment  of  the  Chi ld ,  The Psychology of  the  Chi ld ,  and 

Play,  Dreams and Imi ta t ion in  Chi ldhood--yieId  some in ter 

es t ing ins ights  in to  the  formal  cause  of  the  Judeo-Chris t ian  

curr  iculum.  

PLOT: The whole  made object  for  Piaget  i s  a  synthes is  

of  l i te ra l ,  external  behavior  wi th  symbol ic ,  inner  dream-

work.  Enter ta in ing hypotheses ,  making judgments ,  and per

ceiving the  b i t s  and p ieces  of  the  world  in  a  whole  made 

object  i s  as  t rue  of  the  chi ld  as  i t  i s  for  the  adul t .  In  

o ther  words ,  there  are  cogni t ive  as  wel l  as  af fec t ive  s tages  

of  development .  The bas ic  ac t ion in  th is  process  of  devel

opment  i s  the  ac t ion of  equi l ibr ium.  For  example:  Play i s  

one d imension,  imi ta t ion i s  the  o ther ;  accomodat ing to  the  

outs ide  world  i s  one d imension,  ass imi la t ing the  outs ide  

world  to  the  ins ide  world  i s  an opposi te  d imension.  A chi ld  
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The ac t ion of  equi l ibr ium is  no less  t rue  for  personal  

development  than i t  i s  for  moral  or  cogni t ive  development .  

For  Piaget ,  a  chi ld  "equi l ibra tes"  games and ru les ,  the  

inner  and the  outer ,  the  rea l  and the  imaginary  by a  process  

of  center ing and decenter ing.  I f  we can imagine  th is  

equi l ibr ium and d isequi l ibr ium as  the  ac t ion of  the  p lot ,  

we can see  that  th is  f i t s  in to  the  open context  of  the  

Re school ing model .  

CHARACTER: I t  i s  the  vector  in  the  forward ac t ion that  

i s  important .  There  i s  a lmost  a  " f inal  cause"  opera t ing 

f rom wi thin ,  moving one toward jus t ice .  Responses  which are  

g lobal  and rhythmic  and inner  in  youth  become speci f ic  and 

revers ib le  and outer  in  matur i ty .  The chi ld  s tar ts  off  as  

egocentr ic ,  and then becomes socia l ,  and then egal i tar ian .  

He begins  as  a  sensory-motor  organism and moves  to  a  s tage  

where  language and thought  are  expressed,  and then to  a  

s tage  of  conscious  hypothes is  format ion.  The dramat ic  par t  

of  P iaget ' s  account  i s  that  in  a  sense  the  chi ld  i s  f i l ing  

away schema and i s  checking out  hypotheses  a lmost  f rom 

b i r th .  There  i s  an  inner  logic  and an  inner  grammar and an  

inner  moral i ty  tha t  becomes external ized,  valor ized,  and 

h is tor  ic ized.  The way in  which the  ac t ion of  equi l ibr ium 
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comes in to  being,  then,  i s  in ternal ly  re la ted  to  the  chi ld  

and to  o thers  around him.  Moral i ty  i s  in ternal ly  re la ted  

to  thought ,  and thought  i s  in ternal ly  re la ted  to  moral i ty .  

"Logic  i s  the  moral i ty  of  thought ,  moral i ty  i s  the  logic  of  

12 act ion."  Character iza t ion in  ac t ion natura l ly  moves  f rom 

a  moral i ty  of  heteronomy to  a  moral i ty  of  autonomy.  

THOUGHT: Al though Piaget  emphasizes  seI f -creat ion and 

the  inner  ac t  of  judgment ,  there  i s  nonetheless  a  rea l i ty  

to  the  mater ia l  "schema" coming in  f rom the  outs ide  world .  

There  i s  the  socia l  approval  of  meaning.  Representa t ional  

thought  i s  the  equi l ibr ium between symbol ism,  which i s  

inner ,  and imi ta t ion,  which i s  outer ;  and to  say that  i t  i s  

representa t ional  i s  to  say that  there  i s  something rea l  in  

the  connect ion between the  inner  and the  outer .  Truth  and 

meaning then are  of  a  socia l  nature .  The manner  in  which 

the  ac t  of  equi l ibr ium takes  place  and the  mater ia l  out  of  

which i t  i s  made a re  as  important  as  the  ac t ion of  equi l ib

r ium i t se l f .  But  one must  f i r s t  be_ a  se l f  before  one knows 

o thers .  One must  be  concrete  in  th inking before  one 's  

th inking may become formal .  

"^Jean Piaget ,  The Mora 1  Judgment  of  the  Chi ld ,  t rans .  
Marjor ie  Gabain  (New York:  The Free  Press ,  1965) ,  p .  398.  
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The p lot  or  s tory  as  Piaget  sees  i t  i s  nei ther  as  

superf ic ia l  or  as  behavior is t ic  as  the  Modern sees  i t ,  nor  

as  symbol ic  or  as  i l lusory  as  the  Greek sees  i t .  Piaget ' s  

emphasis  on the  socia l  nature  of  rea l i ty  perfect ly  rea l izes  

one aspect  of  the  f inal  cause  of  the  Judeo-Chris t ian  curr ic

ulum ment ioned above,  namely,  the  process  or  passage of  

events .  On the  o ther  hand,  P iaget ' s  moral i ty  of  autonomy 

i s  not  a  moral i ty  of  theonomy.  In  that  sense  he  does  not  

rea l ize  the  Judeo-Chris t ian  curr iculum.  

THE MATERIAL CAUSE :  DICTION AND MELODY 

DICTION: The ins ights  in to  d ic t ion by both  Jon Eisenson 

in  h is  Apha s  ia  in  Chi ldren and David  McNei l l  in  h is  The Ac -

qu i s  i t  ion of  Language:  The Study of  Developmenta1 Psycho-

l inguis t ics  not  only  f i t  in to  the  Judeo-Chris t ian  curr icu

lum but  doveta i l  in to  each o ther  and in to  the  ideas  of  Piaget .  

For  th is  reason,  as  I  out l ine  thei r  ideas  on d ic t ion,  I  wi l l  

be  backing in to  thei r  ideas  about  the  formal  cause  of  the  

curr iculum.  I  wi l l  r i sk  a  cer ta in  amount  of  repet i t ion for  

the  sake of  making c lear  the  ra ther  abs t rac t  and complex 

idea  that  a l l  three--Piaget ,  McNei l l ,  and Ei .senson--seem to  

share .  Paula  Menyuk in  her  The Acquis  i t  ion and Development  

of  Language ra ises  a  ques t ion that  seems to  dramat ize  the  

commonal i ty  of  Piaget ,  McNei l l ,  and Eisenson,  or  the  
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Judeo-Chris t ian  curr iculum,  and the  d i f ference  between i t  

and the  behavior is t 1 s  or  the  Modern pos i t ion.  

At  th is  s tage  of  the  research endeavors  some ten
ta t ive  conclus ions  appear  to  be  reasonable .  The process  
of  cogni t ive  and l inguis t ic  funct ioning appear  to  be  
channeled separa te ly ,  but  to  meet  in  par t icular  task  
s i tuat ions .  Language acquis i t ion and development  i s  
obviously  dependent  on sensory-motor  processes ,  and i f  
these  processes  are  what  i s  meant  by cogni t ion,  then,  
c lear ly ,  language usage i s  dependent  on cogni t ion.  
These  processes ,  however ,  a lso  obviously  under l ie  fur
ther  cogni t ive  development  or  "higher  menta l  funct ion."  
No conclus ion can be  drawn about  whether  language pro
vides  the  b ins  and s t ructures  for  sor t ing and use  of  
exper ience ,  or  whether  th is  sor t ing and use  of  exper i 
ence  provide  the  b ins  and s t ructures  for  language.  
Perhaps ,  put  th is  way,  i t  i s  bas ica l ly  an uninteres t ing 
quest ion.  A more  in teres t ing quest ion might  be  what  i s  
the  nature  of  the  cogni t ive  tasks  which appear  to  be  
dependent  on language .  ̂  

Menyuk 's  whole  book ra ises  th is  quest ion about  language.  

As she  sees  i t ,  the  Modern curr iculum seems to  expla in  lan

guage behavior ,  but  cannot  expla in  how i t  i s  that  chi ldren 

can invent  new sentences ,  how people  can l ie ,  and even more  

important ly ,  how people  can genera l ize  or  abs t rac t .  The 

Judeo-Chris t ian  curr iculum,  on the  o ther  hand,  accounts  for  

these  capaci t ies ,  but  has  to  hypothes ize  a  " language ac

quir ing device"  that  cannot  be  tes ted ,  measured,  or  observed.  

We wi l l  turn ,  then,  f i rs t  to  McNei l l  to  hear  h is  ideas  on 

-*-3paula  Menyuk,  The Acquis  i t  ion and Deve lo  pment  of  
Language (Englewood Cl i f f ,  N.  J . :  Prent ice-Hal l ,  Inc . ,  
1971) ,  p .  15 .  
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DICTION as  i t  re la tes  to  the  " language acquir ing device ,"  

and then to  Eisenson to  see  how th is  re la tes  to  therapy.  

McNei l l  a rgues  that  phonat ion,  grammar,  syntax,  and 

semant ics  not  only  appear  universa l ly  among men a t  fa i r ly  

f ixed t imes ,  but  as  wel l  tha t  these  capaci t ies  are  shared by 

o ther  animals .  Animals  l ike  parrots  can produce a lmost  a l l  

the  sounds  tha t  human beings  can.  In  human beings ,  some 

sounds  are  acquired a lways  before  o ther  sounds;  cer ta in  

par ts  of  the  tongue,  mouth,  and tee th  are  typical ly  used 

before  o ther  par ts  of  the  tongue,  mouth,  and tee th .  With  

regard  to  grammar-- the  ar rangement  of  sentences--universa l ly  

declara t ive  sentences  appear  before  in ter rogatory  sentences .  

In  the  lowly c icada there  i s  a  chorus- type product ion of  

sound that  i s  grammatical ly  s imi lar  to  that  of  human beings .  

Even though these  sounds  occur  by scraping the  abdomen 

ra ther  than by producing sounds  in  the  mouth,  they have a  

k ind of  in ter rogat ion and declara t ion to  them.  With  regard  

to  syntax—the arrangement  wi th in  sentences-- i t  seems tha t  

p lura ls  and embedded phrases  appear  a t  par t icular  t imes  

among a l l  chi ldren everywhere .  The same might  be  sa id  about  

b i rds .  Some phrases  that  b i rds  produce are  embedded only  a t  

cer ta in  points  wi th in  o ther  phrases .  Some phrases  appear  on 

numerous  occas ions ,  whi le  o thers  are  par t  of  each b i rd ' s  
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individuolect .  F inal ly ,  semant ics ,  or  meaning,  seems to  be  

compressed in to  one word (holophras t ic  speech)  when a  chi ld  

f i rs t  speaks ,  and then a t  cer ta in  other  t imes  i s  compounded 

and modif ied .  Similar ly ,  wolves  have a  semant ic  which,  

inc luding both  growl  and posi t ioning of  the  ears ,  reveals  

f ive  or  so  meanings:  "s tay  away,"  " I  am af ra id ,"  " I  wi l l  

f ight  you,"  e tc .  According to  McNei l l ,  what  i s  uniquely  

human then i s  not  tha t  man has  one but  ra ther  that  he  has  

a l l  of  these  abi l i t ies :  phonat ion,  syntax,  grammar,  and 

semant  ic  s  .  

The " language acquir ing device"  (LAD) theor ized by 

McNei l l  emerges  f rom th is  discovery of  the  universa l i ty  of  

language.  The Modern curr iculum argues  that  the  chi ld  hears  

a  word and then imi ta tes  i t ,  l i te ra l ly ,  to  produce meaning.  

McNei l l  takes  a  d i f ferent  view.  He argues  that  language 

for  the  chi ld  i s  a t  f i rs t  compressed in to  one word.  This  

ac t ion i s  s imi lar  to  Piaget ' s  equi l ibr ium.  A g iven amount  

of  mater ia l  comes f rom the  outs ide  world .  The LAD i s  a lmost  

l ike  a  computer  ( s imi lar  to  Piaget ' s  indices  or  f i le  that  

warehouses  away the  schema)  tha t  determines  the  pr iv i lege  

of  occurrence  and makes  s t r ings  of  words  ( in  grammatical  

and syntact ica l  ar rangements)  avai lable  or  not  avai lable ,  

according to  the  pecking order .  
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Language acquis i t ion takes  the  form i t  does ,  perhaps ,  
because  d i f ferent ia t ion and rearrangement  are  favored 
ways  of  learning any combinator ia  1  system regardless  
of  the  degree  of  compl icat ion and abs t rac t  ion .^  

As the  memory grows larger ,  the  oeuvre  of  the  chi ld  develops .  

Obviously ,  the  more  var ie ty  in  the  language that  he  hears ,  

the  greater  i s  the  amount  and combinat ions  s tored in  the  LAD 

of  the  chi ld .  But  the  s torage or  unders tanding must  be  

cont iguous  wi th  an overs t ructure ,  the  product ions  of  the  

adul t ,  for  the  language to  move f rom babbl ing and cooing to  

words  and sentences .  This  i s  not  produced,  as  the  Modern 

pos i t ion argues ,  by echoing and model ing,  but  by expansion 

and prompt ing.  

For  a  chi ld  to  discover  t ransformat ion ( though not  to  
discover  the  res t r ic t ions  of  t ransformat ions)  a  s t range 
impersonal  cont igui ty  must  be  brought  about .  Expan
s ions ,  prompt ing,  and imi ta t ing provides  th is  cont igui ty ,  
but  echoing and model ing do not .  The cont igui ty  i s  
th is :  to  observe  a  t ransformat ional  re la t ion not  yet  
known,  an  under ly ing s t ructure  that  comes only  f rom the  
chi ld  must  be  made cont iguous  wi th  a  surface  s t ructure  
that  comes only  f rom an adul t .15 

The ac t ion,  or  the  equi l ibr ium i f  you wi l l ,  tha t  the  chi ld  

produces  i s  a  new creat ion and a t  a  new level ,  se l f -created,  

which never  exis ted  before  .  He produces  language.  

•^David  McNei l l ,  The Acquis i t ion of  Language :  The 
Study of  Developmenta1 Psycho 1 inguis t ics  (New York:  Harper  
& Row,  1970)  ,  p .  48.  

•^Ib  id  .  ,  p .  I l l .  
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Both McNei l l  and Piaget  seem to  suggest ,  in  answer  to  

Menyuk 1 s  probe,  tha t  the  mind provides  the  "s t ructures  and 

b ins"  for  language.  Both  seem to  suggest  tha t  language and 

cogni t ive  tasks  are  in terdependent .  What  my method h igh

l ights  i s  the  fac t  that  i f  one i s  looking a t  the  formal  

cause  of  the  curr iculum,  then language i s  subordinate  to  

thought ,  which in  turn  i s  subordinate  to  character .  On the  

o ther  hand,  i f  one i s  looking a t  the  mater ia l  cause  of  the  

curr iculum,  then language or  d ic t ion i s  considered in  and 

of  i t se l f .  For  example ,  looked a t  f rom the  perspect ive  of  

the  mater ia l  cause ,  one might  ask  of  curr iculum for  the  

re tarded chi ld :  "What  words  does  he  say?"  From the  per

spect ive  of  the  formal  cause ,  one might  ask  of  curr iculum 

for  the  re tarded chi ld ;  "Can he  imi ta te?  Can he  ass imi la te?  

Does  he  have an  LAD?" 

Again ,  wi th  regard  to  the  mater ia l  cause  of  the  cur

r iculum,  Jon Eisenson seems to  regard  the  re t icular  format ion 

in  the  bra in  as  the  process ing agent  for  language.  This  par t  

of  the  bra in  i s  able  to  d iscr iminate ,  sequence,  ca tegor ize ,  

se lec t ,  and process .  I f  the  re t icular  format ion i s  badly  

damaged,  the  human being i s  hardly  a  human any longer .  I f  

minor  problems occur  and are  detected ear ly ,  bypasses  and 

a l ternat ives  can be  worked out .  



This  physical  account  of  the  or ig in  of  language i s  

re la ted  to  the  developmental  s tage  a t  which the  chi ld  f inds  

himself ,  and i s  a lso  re la ted  to  the  cr i t ica l  t ime wi thin  

the  developmental  sequence.  Addi t ional ly ,  Eisenson seems 

to  presuppose  a  k ind of  "ente lechy"  which pul ls  the  person 

a long to  what  he  should  be .  Eisenson 's  acceptance  of  the  

ro le  of  the  spi r i t  or  of  the  mind wi th in  the  speech process  

i s  to  be  seen in  h is  ro le  in  group therapy for  adul t  aphasics  

( in  h is  f i lm on aphasia)  where  he  jokes  wi th  them about  

the i r  commit t ing impropr ie t ies  and spooner isms.  I f  lan

guage were  merely  a  mat ter  of  t ra in ing,  h is  teas ing act ion 

would be  monstrous .  But  in  fac t  he  i s  a  humorous  and con

cerned human who sees  the  in terdependence of  body and sp i r i t .  

Eisenson holds  that  there  i s  a  natura l  development  of  

representa t ional  behavior  which re la tes  an inner  symbol ic  

world  and an outer  world  of  the  senses .  This  development  

i s  wi thin  a  sequence,  and i f  the  sequence does  not  mater i 

a l ize ,  drugs ,  operant  condi t ioning,  psychotherapy,  per

ceptual  t ra in ing,  or  behavior  modif ica t ion are  a l l ,  

depending on the  d iagnosis ,  proper  ins t ruments  for  res tor ing 

the  sequence.  

We a lso  bel ieve  that  the  chi ld  acquires  a  form of  inner  
language,  a  way of  " ta lk ing to  h imself ,"  wi thout  words ,  
so  tha t  he  can re la te  and t ransform his  exper iences  
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in to  a  se t  of  rudimentary  v isual  symbols .  In  e f fec t ,  
we have suggested a  program and procedures  tha t  reverse  
the  normal  acquis i t ion of  language that  proceeds ,  pre
sumably f rom sounds ,  words ,  spoken language and aura l -
ora l  symbol iza t ion to  wri t ten  language for  l i te ra te  
persons .  Our  bas ic  phi losophic  pr inciple  i s  that  the  
es tabl ishment  of  a  representa t ional  sys tem and inner  
language as  bases  for  symbol ic  behavior  should  not  be  
de  layed.  

Bel ieving as  he  does  tha t  chi ldren are  seIf -generat ing and 

that  se l f -awareness  and seIf -development  are  crucia l  prob

lems,  Eisenson i s  careful  to  f i t  the  proper  prescr ip t ion 

wi th  each diagnosis  so  tha t  the  developmental  process  wi l l  

cont  inue .  

The aphasic  chi ld  may need greater  v isual  s t imulat ion,  

the  bra in-damaged chi ld  may need to  work on memory or  on the  

melody of  language,  the  hyperact ive  chi ld  may need adjunct ive  

medical  (drug)  environmental  control ,  the  chi ld  who lacks  

sequencing may prof i t  f rom in teract ive  therapy wi th  toys  or  

puppets  .  The therapis t  must  be  sens i t ive  to  the  fac t  tha t  

the  aphasic  or  aut is t ic  chi ld  may be  los t  in  h is  los tness ,  

t rapped wi thin  h is  own cr ippl ing s t ructures .  The good 

therapis t  wi l l  f ind the  appropr ia te  t rea tment  for  the  prob

lem,  but  he  wi l l  respect  the  des i res  of  the  c l ient .  I f  the  

Jon Eisenson,  Aphasia  in  Chi ldren (New York:  Harper  & 
Row,  1972) ,  p .  146.  
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cl ient  fee ls  f reer  in  ges tur ing than in  ta lk ing,  the  thera

pis t  wi l l  a lways  remember  the  developmental  sequence such 

that  he  wi l l  in tervene only  i f  the  fu ture  se l f  of  the  c l ient  

i s  endangered.  

In  terms of  rea l iza t ion of  the  Judeo-Chris t ian  curr icu

lum,  McNei l l  br ings  out  the  importance  of  the  process  and 

the  very  f ragi le  passage of  events  for  the  emergence of  lan

guage :  cont igui ty  that  i s  expansion but  not  model ing,  

prompt ing but  not  echoing.  But  a t  t imes  McNei l l  seems to  

take  us  in to  the  archaic  paradigms of  the  Greek view.  On 

the  o ther  hand,  Eisenson seems to  re legate  language acqui

s i t ion to  a  physical  organ of  the  body,  but  when i t  comes 

down to  the  quest ion of  therapy,  h is  posi t ion i s  one of  

theonomy;  he  wants  the  inner  language of  the  chi ld  to  de

velop,  but  he  wi l l  in tervene ( in  an a lmost  t ransmoral  way)  

in  order  to  assure  the  development  of  the  fu ture  being 

wi thin  the  chi ld .  

MELODY: The Judeo-Chris t ian  curr iculum with  regard  to  

melody might  be  seen in  Therapy in  Music  for  Handicapped 

Chi ldren by Paul  Nordoff  and Cl ive  Robbins .  For  Nordoff ,  

music  therapy,  e i ther  as  an  individual  or  as  a  group form,  

i s  an autonomous a r t  form.  Basic  to  the  therapeut ic  ac t  i s  

Nordoff ' s  p laying the  piano and s inging.  His  s inging and 
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playing i s  se l f - in i t ia ted ,  but  i t  a lso  i s  in  response  to  the  

chi ld /group.  The ac t ion i s  in teract ion.  Insofar  as  the  

chi ld /group commits  i t se l f  to  the  music ,  music  therapy i s  

able  to  take  p lace .  The s t ructure  of  se l f -express ion or  

group-express ion emerges  wi th in  the  context  of  the  music .  

Each chi ld ,  regardless  of  how handicapped,  comes up wi th  

h is  own appropr ia t ion of  the  music .  

Therapy involves  rhythm,  melody,  and tone .  The melody 

i s  "an ent i ty  exis t ing in  t ime--an express ive  human exper i -

17 ence  occurr ing in  t ime."  I t s  dissonance may touch one 

chi ld ,  i t s  harmony may provide  the  context  for  creat iv i ty  

for  another .  Therapy takes  place  in  a  f r iendly  landscape,  

the  nonconf l ic t ing ter r i tory  that  both  therapis t  and chi ld  

share .  Once ins ide  the  chi ld ' s  consciousness ,  the  therapy 

can be  worked out  by composi t ional  and by i rnprovisa t ional  

techniques .  "Many expressed thei r  individual i ty  or  s ta te  

of  development  in  thei r  re la t ionship  to  a  speci f ic  e lement  

of  music .This  could  be  lyr ica l ly  a lone or  dramat ica l ly  

as  a  group.  "Dissonant ,  dramat ic  music  engages  psychot ic  

chi ldren,  communicat ion begins  by matching a  chi ld ' s  inner  

•^Paul  Nordoff  and Cl ive  Robbins ,  Therapy in  Music  for  
Handicapped Chi ldren (New York:  S t .  Mart in ' s  Press ,  1965) ,  
p .  31.  

1 8 Ib id . ,  p .  34.  
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19 
condi t ion wi th  music ."  As the  therapis t  works  a long a t  

creat ing the  music  and helping the  chi ld  create  music ,  he  

p icks  up "unreal ized sensi t iv i t ies  and character  a t t r ibutes  

[ that ]  a lso  contr ibute  to  diagnosis ."^® 

The a im of  th is  encounter  of  therapis t  and chi ld  i s  not  

a  p iece  of  technical ly  perfect  music ;  i t  i s  a  moral ,  sp i r i 

tual ,  and physical  wholeness .  The chi ld  can see  that  the  

music  i s  moving through t ime,  developing i t s  own s t ructure .  

The chi ld  ident i f ies  wi th  i t  and so  i s  l i f ted  out  of  h is  

own b izarre  and perplexing behavior .  In  one sense  the  a im 

i s  the  performance i t se l f ,  the  ar ia ,  or  the  p lay.  But  in  a  

deeper  sense  i t  i s  the  creat ion or  recreat ion of  a  whole  

made object  wi th  which one can ident i fy .  

A cer ta in  musical  s t ructure ,  unpremedi ta ted  and unfor-
seeable ,  evolves  through the  cont inui ty  of  the  sess ions ,  
a  s t ructure  created by the  path  and the  conduct  of  the  
chi ld ' s  progress .  As he  ( the  music ian- therapis t )  leads  
and fol lows the  chi ld  in to  new regions  of  se l f -express ion,  
in to  new discover ies  of  f reedom,  h is  joy i s  in  the  
chi ld ' s  joy,  h is  fu l f i l lment  in  the  chi ld ' s  fu l f i l lment .  
The re la t ionship  he  has  to  the  chi ld ' s  seIf -creat ing 
se l f  through the  creat ive  ef for t  of  h is  music-making,  
g ives  h is  own musical  nature--and wi th  i t  the  ar t  of  
music--a  new moral  rea l iza t ion of  the  world .21 

lb  id  .  ,  P .  40 .  

20lbid  .  ,  P- 105.  

^  1  lb  id  .  ,  P- 144.  
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As an  accomplished music ian ,  Nordo££ went  in to  some 

twenty-four  ins t i tu t ions  for  the  handicapped and made h is  

approach to  except ional  chi ldren through music ' s  ca tegor ies .  

This  project  y ie lded three  conclus ions:  (1)  A c l in ica l  

methodology.  Nordoff  concluded that  music  therapy i s  

capable  of  he lping the  aut is t ic ,  the  aphasic ,  the  mongoloid ,  

and the  re tarded.  He be l ieved that  wi th  the  proper  se t t ing 

he could  begin  to  play on the  piano a  tune  or  a  rhythm that  

would correspond to  the  rhythm,  the  "beat ,"  the  "s ignature ,"  

wi thin  the  chi ld .  (2)  In  h is  case  work he  began to  develop 

h is  in terpre ta t ion.  His  work not  only  moved in to  the  per

formance of  the  chi ldren themselves ,  vocal ly  and on s imple ,  

ins t ruments ,  but  in to  a  reper to i re  of  p lays  and dramas.  

Nordoff  took a  ta le  f rom Grimm, for  example ,  the  s tory  of  a  

besom (broom) maker  and turned i t  in to  the  "Pif -Paf-Pol t r ie  , "  

a  drama involving a  dozen or  so  except ional  chi ldren.  

(3)  Final ly ,  he  evolved a  f ramework to  assess  the  chi ld-

therapis t  re la t ionship  on a  ra t ing scale .  He used musical  

ra ther  than medical  terms for  the  d iagnost ic  procedure .  

The scale  assessed the  musical  f reedom in  terms of  

l imi ta t ions  or  d i f f icul t ies  in  rhythmic  f reedom: 

1 .  Overdramat ic  or  obsess ive  unstable  rhythmic  f reedom.  
2 .  Limitedness  or  c lumsiness .  
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3.  Compuls ive  beat ing,  metronomic in  nature .  
4 .  Impuls ive ,  uncoordinated,  confused,  or  cross-

rhythmed disordered beat ing.  
5 .  Fearful  beat ing,  of  an  evas ive  or  of  an  avoidance 

nature .  
6 .  Forced beat ing demonstra t ive  of  sheer  muscular  

s t rength .  
7 .  Hyperact ive ,  chaot ic-creat ive  type beat ing.  

Nordoff  developed a  therapy modif ied  to  meet  each chi ld ' s  

par t icular  d i f f icul ty .  The chi ld ' s  response  might  be  in  

the  form of  an  "ar ia"  of  h is  own,  or  improvised s inging,  or  

greet ing,  or  goodbye,  or ,  as  in  the  case  of  the  aphasic ,  a  

rhythmic  or  a  tonal  response .  Somet imes  d issonance would 

produce harmony.  Somet imes  a  Spanish  or  an  Afr ican or  a  

Bal ines ian  song in t roduced a  d i f ferent  mood or  tempo.  

Somet imes  there  were  words  in  response  to  s inging the  chi ld ' s  

name;  somet imes  words  were  evoked in  response  to  a  par t icular  

musical  id iom or  scale  or  in terval .  Somet imes  there  were  

mood changes  or  model ing of  the  mood of  the  chi ld  by v i r tue  

of  the  mood es tabl ished by the  p layer .  

This  work rea l izes  the  Judeo-Chris t ian  f inal  cause  in  

the  sense  that  i t  focuses  on re la tedness .  There  i s  a  con

cern  for  each h is tor ica l  being to  face  the  ter rors  of  

h is tory .  There  i s  a lso  a  theonomous moral  d imension.  Most  

important  ,  th is  i s  descr ip t ive  of  the  passage of  Nordoff  

h imself ,  f rom Olympian perfect ion to  rea l is t ic  accomplishment .  
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That  i s j  he  dares  to  take  h is  musical  accomplishments  and 

share  them wi th  the  re tarded and the  subnormal .  

CONCLUSION: The Judeo-Chris t ian  curr iculum is  based on 

a  fa l l  f rom e ternal  perfect ions  to  a  re la tedness  to  the  re

dempt ive  process  in  h is tory .  In tervent ion r i sks  not  only  a  

change of  outward behavior ,  but  a lso  a  change in  the  inner  

se l f .  Mis takes  and er rors  evoke not  t ragedy but  judgment* 

success  evokes  not  pathos  but  compass ion.  

CONCLUSION OF CHAPTER TWO 

An imaginat ive  and creat ive  theological  l i te rary  

cr i t ica l  method has  enabled us  to  reason induct ively  in to  

conf igurat ions  or  ges ta l t s  or  numerous  whole  made objects  

and to  recreate ,  by v i r tue  of  our  heur is t ic  typology,  three  

models  for  curr iculum in  communicat ion problems in  specia l  

educat ion:  the  Modern,  the  Greek,  and the  Judeo-Chris t ian .  

The Modern curr iculum unders tandably  i s  technical ly  

prof ic ient ,  but  because  of  i t s  avoidance of  ques t ions  of  

meaning evokes  pathos .  The manner  in  which the  Modern 

curr iculum might  bes t  come in to  exis tence  i s  through 

behavior  modif ica t ion,  behaviora l  object ives ,  or  in  gen

era l  through performance or  competency-based educat ion.  
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The formal  cause  of  th is  curr iculum is  the  exact  imi ta t ion 

of  the  des ign programmed by the  educat ional  technic ian.  The 

pract ica l  implementat ion of  th is  curr iculum might  be  seen in  

Sloaneand MacAulay 's  and in  Jul ie t te  Alvin ' s  t rea tment  of  

the  mater ia l  cause  of  the  curr iculum or  words  and music .  

The pragmat ic  and sys temic  or ienta t ion of  the  Modern cur

r iculum forces  the  pract i t ioners  to  meet  the  yards t ick  of  

accountabi l i ty  and ef f ic iency.  

The Greek curr iculum,  because  of  i t s  humanism and i t s  

perfect ionism evokes  a  t ragic  over tone.  The manner  in  

which i t  might  come in to  being i s  the  mil ieu  therapy of  the  

to ta l  environment .  The formal  cause  of  the  Greek curr iculum 

might  be  compared to  the  symbol ic  ac t ion of  dream work,  for  

i t  re la tes  the  pressures  of  ins t incts  to  the  demands of  

socie ty  in  a  symbol ic  or  concealed way.  In  fac t ,  the  

ac t ion of  the  curr iculum might  ra ther  be  compared wi th  the  

ac t ion of  the  therapis t  who enables  the  repressed parson to  

in terpre t  the  texts  of  h is  own dreams and thus  f ind a  rea

l i s t ic  reconst ruct ion of  h is  pas t .  The mater ia l  of  the  

curr iculum may be  sc ience  or  a r t ,  but  i t s  funct ion wi l l  be  

to  br ing seIf -unders tanding.  The yards t ick  by which the  

curr iculum is  to  be  judged i s  not  the  successfulness  or  
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eff ic iency wi th  which se  I f -unders tanding i s  achieved,  but  

ra ther  the  unrepressed rea l ism that  sees  se l f -unders tanding 

in  a  t ragic  world .  

The Judeo-Chris t ian  curr iculum because  of  i t s  emphasis  

on the  fa l l  in to  h is tory  i s  not  wi thout  suffer ing,  but  

bas ica l ly  i s  redempt ive  in  tone because  i t  assumes a  re-

la  tedness  of  mind and body,  individual  and socie ty .  The 

manner  in  which th is  might  come in to  being i s  in  the  open 

school  s i tuat ion,  where  meaning and knowledge are  not  so  

much assumed as  they are  created.  The formal  cause  i s  the  

ac t ion of  equi l ibr ium that  balances  se l f  and socie ty ,  

imaginat ion and thought ,  work and p lay .  Since  the  process ,  

and not  the  product ,  i s  holy ,  in tervent ion i s  taken wi th  

fear  and t rembl ing.  The mater ia l ,  whether  word or  song,  i s  

taken ser iously  as  an  avenue in to  the  se l f .  The yards t ick  

by which the  Judeo-Chr  i s t  ian  curr iculum is  to  be  judged i s  

i t s  creat iv i ty  in  balancing ef f ic iency and se l f -knowledge.  

The bas is  upon which the  method here  se t  for th  opera tes  

i s  that  a  cr i t ique  of  fee l ing i s  poss ible .  These  fee l ings  

are  g lobal ,  mass ive ,  and profound.  Careful  d iscr iminat ion 

and sharp  analys is  no more  and no less  than mythology,  song,  

and a r t  wi l l  reveal  these  fee l ings .  Once the  fee l ings  are  

presented,  however ,  the  discovery of  the  formal ,  e f f ic ient ,  
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and mater ia l  causes  that  produced them i s  by way of  induc

t ion.  This  method i s  one among many in  inves t igat ing the  

communicat ion problems curr iculum in  specia l  educat ion.  

I t s  v i r tue  i s  in  l i f t ing  up fe l t  wholes  tha t  are  models  

conta ining mythical  and moral  as  wel l  as  therapeut ic  and 

educat ional  impl ica t ions .  The tes t  of  th is  method,  however ,  

wi l l  not  be  merely  in  surveying the  l i te ra ture  in  communica

t ion  problems curr iculum in  specia l  educat ion,  but  as  wel l  

in  i t s  appl ica t ion and pract ice  in  observing a  l iv ing 

ins tance  of  tha t  curr iculum.  With  th is  in  mind,  I  wi l l  turn  

in  the  next  chapter  to  an examinat ion of  the  Center  for  

Human Development .  



CHAPTER THREE 

ON READING THE INSTITUTION 

AS AN ARTISTIC WHOLE 

In  the  f i rs t  chapter  we proposed a  method of  curr iculum 

cr i t ic ism that  i s  modeled d i rec t ly  upon a  method o£ theo

logical  l i te rary  cr i t ic ism.  This  method enables  the  c r i t ic  

to  posi t  a  typology,  locate  a  work wi th in  that  typology,  and 

then discover  the  formal ,  e f f ic ient ,  f inal ,  and mater ia l  

causes  of  tha t  work.  In  the  second chapter  the  typology w«s 

used to  locate  three  d i f ferent  s tor ies  in  specia l  educat ion 

curr iculum.  In  each s tory  the  four  causes  were  analyzed.  

The fee l ing evoked by the  s tory  was c r i t iqued f i rs t ,  and 

then the  formal ,  e f f ic ient ,  and mater ia l  causes  were  explored.  

This  then br ings  us  to  the  point  where  we move f rom specia l  

educat ion in  theory to  curr iculum in  specia l  educat ion in  

pract ice  .  

The se lec t ion of  the  Center  for  Human Development  as  a  

s i te  for  inquiry  in to  specia l  educat ion curr iculum was not  

by chance.  I  vis i ted  a  center  for  the  cerebra l  pals ied ,  an  

open school  wi th  mains t reamed except ional  chi ldren,  a  center  

for  the  Trainable  Mental ly  Retarded,  and a  pre-school  se t t ing 
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where  there  were  s tudents  who were  cul tura l ly  d i f ferent  and 

g i f ted .  I  a lso  ta lked wi th  severa l  except ional  chi ldren and 

the i r  parents ,  wi th  whom I  could  have worked on an  individual  

bas is  outs ide  the  school  se t t ing.  The Center  for  Human De

velopment  was  the  most  res t r ic t ive  of  these  environments ,  

and the  c l iente le  was  the  most  severe ly  handicapped,  so  tha t  

the  curr iculum would,  logical ly ,  be  qui te  d i f ferent  f rom 

that  of  the  publ ic  school .  The Center  a lso  seemed to  be  

l ike  the  Modern type  wi thin  my typology.  This  made i t  leas t  

l ike  my own posi t ion wi thin  the  typology.  These  fac tors ,  

a long wi th  the  very  warm welcome my inquiry  received,  

prompted me to  begin  to  "read the  Center  as  an a r t i s t ic  

whole ,"  because  the  more  d i f f icul t  case  might  make my method,  

i f  i t  was successful ,  more  convincing.  

But ,  one might  ask ,  should  th is  "reading"  be  under taken? 

The ins t i tu t ion ought  to  be  " read"  as  an  ar t i s t ic  whole  be

cause  th is  wi l l  g ive  us  a  pat tern  in  which the  curr iculum 

wi l l  make sense .  Frequent ly  the  c l ient  sees  only  teacher  or  

therapis t  or  examiner .  Frequent ly  the  exper t  sees  only  one 

dimension of  the  c l ient  or  of  the  parent .  Each person cul 

t ivates  h is  own garden.  To put  i t  negat ively ,  those  ins t i 

tu t ions  that  ought  not  be  read as  a r t i s t ic  wholes  are  

ins t i tu t ions  that  are  not  convincing,  tha t  are  f ragmented 
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imput ing a  brokenness  to  that  which i s  whole ,  we he lp  i t  to  

become f ragmented;  but  by imput ing a  wholeness  to  that  which 

i s  broken,  we may help  i t  to  become whole .  

Can th is  be  done? Can one ac tual ly  read a  whole  ins t i 

tu t ion? May we not  delude ourse lves  by " feel ing"  our  way 

in to  the  whole?  Our  fee l ings ,  i f  c r i t ic ized appropr ia te ly ,  

can be  re l iable  in  prehending ins t i tu t ions ,  groups ,  and 

people .  What  i s  a t  i ssue  here  i s  our  common humani ty .  May 

we use  our  bas ic  fee l ings  in  meet ing the  exigencies  of  l i fe?  

I  do not  deny that  our  cul ture  i s  compl icated,  or  that  ex

per t i se  i s  required in  technical  and abs t rac t  i ssues  (cer

ta in ly  th is  d isser ta t ion i s  a  technical  and abs t rac t  under

taking) ,  but  in  fac ing the  whole  of  l i fe  we must  re ly  upon 

our  own wholeness .  Test imony i s  given to  th is  fac t  dai ly  

when people  choose  a  church,  or  decide  on a  col lege ,  or  

es tabl ish  a  f r iendship .  

The method then wi l l  begin  wi th  a  cr i t ique  of  fee l ing.  

I t  i s  one method among many wi th in  l i te rary  cr i t ic ism;  i t  

has  been widened by the  typology;  and i t  has  been appl ied  to  

wri t ten  mater ia l  ( l ike  that  of  Piaget  or  Skinner)  tha t  i s  

not  per  se  imaginat ive  l i te ra ture .  To apply  i t  to  the  

curr iculum within  an ins t i tu t ion i s  to  carry  i t  one s tep  
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the  s tage  i s  to  the  wri t ten  drama,  so  in  a  sense  i t  i s  dra

mat ica l ly  appropr ia te  to  use  the  method in  "reading the  

whole  ins t i tu t ion"  and the  curr iculum within  i t .  

The method i s  bas ica l ly  heur is t ic .  I t  assumes ca te

gor ies  l ike  Greek and Modern and Judeo-Chris t ian  and i t  

posi ts  cer ta in  terms l ike  p lot ,  character ,  thought ,  d ic t ion,  

melody,  and spectacle  (or  point  of  v iew) .  Having made these  

assumpt ions ,  the  work of  the  las t  chapter  was  to  f lesh  out  

the  way in  which the  terms may be  re la ted  to  curr iculum in  

specia l  educat ion.  For  example ,  ac t ion in  Skinner ' s  s tory  

i s  l i te ra l  imi ta t ion;  in  Freud 's  s tory  act ion i s  dream-work:  

and in  Piaget ' s  s tory  act ion i s  equi l ibr ium between accomo

dat ion (or  Skinner ' s  imi ta t ion)  and ass imi la t ion (or  Freud 's  

dream-work) .  In  looking in to  the  Center  for  Human Develop

ment ,  the  f i rs t  s tep  of  the  method was  to  hypothes ize  that  

the  Center  was  one type of  ins t i tu t ion and not  another .  In  

th is  case ,  my hypothes is  was  tha t  th is  i s  a  Modern ins t i tu

t ion wi th  a  Modern curr iculum.  The next  s tep  was the  

cr i t ique  of  fee l ings .  The hypothes is  and the  cr i t ique  then 

are  the  beginning of  the  inquiry  in to  the  curr iculum's  

causes ,  for  example ,  i t s  "act ion."  Is  the  ac t ion Freudian,  

or  Piaget ian ,  or ,  as  we suspect ,  Skinner ian?  The fac ts  that  
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we e l ic i t  to  demonstra te  tha t  our  hypothes is  i s  correct  wi l l  

be  fo l lowed by our  ref lec t ion on what  the  fac ts  symbol ize .  

Hopeful ly  our  response  to  an "ar t i s t ic  whole"  wi l l  i t se l f  

be  somewhat  a r t i s t ic .  

CONTENT OUTLINE:  F i rs t ,  I  wi l l  d iscuss  the  nature  of  

the  Center ;  next  I  wi l l  character ize  the  nature  of  my ro le  

whi le  I  was in terning there ;  and then I  wi l l  re in t roduce my 

method in  terms of  i t s  appl ica t ion to  the  Center .  I  wi l l  

descr ibe  the  method,  the  nature  of  the  data ,  and the  analys is  

of  the  mater ia l .  F inal ly  I  wi l l  examine the  four  causes  of  

the  Center .  Inasmuch as  I  both  observed and par t ic ipated in  

the  music  program,  I  wi l l  de ta i l  my f indings  in  the  area  of  

melody in  a  separa te  chapter .  By so  doing,  I  do not  wish to  

suggest  tha t  music  i s  or  should  be  anything o ther  than an 

in tegra l  par t  of  the  ent i re  curr iculum.  

THE NATURE OF THE CENTER 

The Center  for  Human Development  i s  a  county  agency 

that  serves  the  menta l ly  re tarded.  I t  i s  pr imar i ly  a  d iag

nost ic  center  tha t  assesses  a  wide var ie ty  of  developmental  

d isabi l i t ies ,  makes  referra ls  to  o ther  agencies ,  and serves  

as  a  centra l  regis t ry  for  the  d isabled.  Among i t s  many 
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and physical  therapy;  pre-school  and school  educat ion:  and 

psychological ,  speech and language,  medical ,  and socia l  

services .  I t  i s  open to  a l l  chi ldren in  the  county  who are  

developmental ly  d isabled.  

The Center  i s  located wi thin  a  Black suburb that  i t se l f  

i s  surrounded by ra ther  af f luent  whi te  suburbs  and i s  buf

fered from an indust r ia l -business-res taurant  s t r ip  by a  ra i l  

l ine .  The Center  i s  a lso  adjacent  to  a  minor  a r tery  that  i s  

crenela ted  wi th  var ious  county  agencies  for  socia l  services ,  

a lcohol ism,  and menta l  heal th .  Al though i t  i s  not  more  than 

a  b lock f rom a  bus  l ine ,  less  than a  mi le  e i ther  to  the  

south  or  to  the  nor th  (as  the  crow f l ies)  f rom two of  the  

major  southeas ter ly  ar ter ies  f rom the  c i ty ,  and only  about  

four  mi les  f rom the  middle  of  the  c i ty ,  i t s  ra ther  cul -de-sac  

locat ion makes  i t  seem more  remote  than in  fac t  i t  i s .  

The Center  i s  located on a  p iney knol l  tha t  looks  up 

through the  woods to  the  county  bui ld ings ,  and down upon 

the  houses ,  apar tments ,  and bui ld ings  of  the  neighborhood.  

As one approaches  the  Center ,  i t  g ives  the  appearance of  a  

sp l i t - level  church.  I t  i s  about  the  s ize ,  of  a  footbal l  

f ie ld .  The s ides  r i se  f rom four  fee t  above the  ground to  a  

r idge  that  i s  twenty  fee t  above the  basement  f loor ,  but  only  
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ten  fee t  above the  ent ry  level .  The modest  brown and red  

br ick  i s  punctuated by g lass  doors  and s l i t  windows.  The 

s ide  wal ls  in  fac t  serve  to  conta in  a  playground for  each 

room so  that  there  are  some four  c lassrooms-with-playgrounds  

on the  top level  and e ight  c lassroioms-with-playgrounds  a t  the  

lower  or  " f rog level ."  Across  the  hal l  f rom the  c lassrooms 

on both  levels  are  off ices ,  examining rooms,  and s torage 

space .  This  egg-cra te  arrangement  makes  the  c lassrooms seem 

br ight  and cheery  and the  off ices  seem cold  and drab.  

The bui ld ing conta ins  twelve  c lassrooms (wi th  observa

t ion s ta t ions  between every  two rooms) ,  a  l ibrary ,  a  recrea

t ion room,  an  adul t  educat ion room,  a  k i tchen,  a  lounge,  a  

parent-conference  room,  of f ices  and examining rooms,  and two 

large  recept ion areas .  The o lder  sect ion of  the  bui ld ing 

has  two l ines  of  of f ices ,  of  which the  inner  l ine  opens  onto  

both  f ront  and rear  hal lways .  The back hal lway over looks  

the  c lassrooms for  the  day school ,  and above the  nurs ing 

s ta t ions  of  the  ground f loor  are  observat ion rooms wi th  one

way mirror  windows tha t  permit  anonymous observat ion by 

socia l  case  workers ,  teachers ,  v is i tors ,  and parents .  While  

access  to  the  c lassrooms i s  avai lable  a t  basement  level  by 

ent ry  through the  p laylots  ,  a  ser ies  of  c losed doors  on the  

ent ry  level  f rus t ra te  a l l  but  the  most  in t repid .  One must  
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pass  beyond recept ionis t ,  socia l  case  workers ,  the  s teno 

carre ls ,  hal lways ,  and l ibrary  to  get  to  the  newer  sec t ion.  

The newer  sec t ion,  in  contras t  to  the  labyr inthine  nature  of  

the  o lder  sect ion,  i s  bare  and impersonal  wi th  i t s  hal l  of  

an  unbroken length  of  some 200 fee t .  

The o lder  sect ion of  the  bui ld ing houses  the  adul t  

educat ion c lass ,  and four  day-school  c lasses  of  pre-school  

and school-age chi ldren.  Each c lass  might  conta in  f rom f ive  

to  ten  s tudents  on a  g iven day.  In  the  newer  sec t ion,  four  

of  the  rooms are  used as  dormitor ies  that  s leep up to  s ix  

s tudents ,  and they are  open on a  Monday- through-Fr iday 

bas is .  There  i s  a  respi te  day-care  room that  serves  up to  

f ive  s tudents ,  and severa l  c lassrooms serving the  cerebra l  

pals ied ,  the  physical ly  handicapped,  and the  b l ind;  and 

there  i s  a  parent- infant  t ra in ing program that  serves  up to  

four  s tudents .  One dormitory  room i s  used as  the  d iag

nost ic  lab ,  and the  recreat ion room houses  " teen"  and o ther  

n ight  groups ,  so  that  the  to ta l  number  of  c l ients  served in  

one day might  be  bet ter  than a  hundred.  

The d iagnost ic  lab  a lone,  taking f rom f ive  to  ten  

s tudents  a  day on a  double  sh i f t ,  i s  projected. to  handle  

552 d i f ferent  c l ients  dur ing the  1975-76 year .  These  c l ients ,  

many of  whom wi l l  be  p laced wi thin  the  Center  and many more  
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of  whom wi l l  be  referred to  var ious  agencies  wi th in  the  

county ,  in  a l l  l ikel ihood wi l l  re turn  per iodical ly ;  and,  as  

var ious  problems emerge wi th in  thei r  famil ies ,  the i r  parents  

too wi l l  come to  the  Center  for  c lasses ,  d iscuss ions ,  and 

group meet ings .  

The bui ld ing seems to  f i t  a lmost  indis t inguishably  in to  

the  landscape and in to  the  "murderers  row" of  o ther  county  

agencies ,  but  the  Center  i s  an ac t ive  focus  for  recreat ion,  

therapy,  educat ion,  counsel l ing,  and guidance.  I t s  f lee t  of  

busses  and the  cars  of  parents  and teachers ,  as  wel l  as  those  

of  the  Center ' s  s taf f ,  f i l l  the  parking lo t .  For  a l l  i t s  

seeming remoteness ,  the  Center  touches  many individuals ,  

homes,  and re la ted  ins t i tu t ions .  I t  i s  not  a  f ront- row,  but  

ra ther  a  low prof i le  symbol  of  progress .  

THE STAFF OF THE CENTER 

The s taf f  i s  suppor ted by federa l ,  s ta te ,  and local  

funding,  wi th  a  larger  and larger  percentage each year  of  

i t s  income coming f rom the  county .  The Center  i s  under  the  

supervis ion of  a  d i rec tor  and i s  divided in to  the  Adminis

t ra t ive  Services ,  the  Medical  Services ,  and the  Cl in ical  

Services .  The Director  i s  both  the  d i rec tor  of  the  Center  



and i s  as  wel l  the  d i rec tor  of  the  Medical  Services .  As the  

d i rec tor  of  the  medical  services  h is  s taf f  includes  n ine  

nurses ,  f ive  physical  therapis ts ,  one occupat ional  therapis t  

four  recreat ion therapis ts ,  and severa l  consul tants .  The 

Admi.nis t ra t  ive  Service  Director  has  a  record l ibrar ian ,  an  

account ing c lerk ,  s ix  secre tar ies ,  two cooks ,  four  dr ivers ,  

and a  recept ionis t .  The Cl in ical  Services  Director  has  s ix  

socia l  case  workers ,  three  psychologis ts ,  four  speech and 

hear ing specia l is ts ,  one audiologis t ,  four  educat ional  d iag

nost ic ians ,  one volunteer  coordinator ,  th i r teen specia l  edu

cators ,  and for ty-one a ides .  This  puts  the  s taf f  in  the  

Center  a t  a  l i t t le  over  a  hundred fu l l - t ime people .  

The three  service  d i rec tors  are  whi te ,  male ,  and middle  

aged,  but  only  two of  the  n ine  depar tmenta l  heads  are  males ,  

and most  of  these  are  in  thei r  twent ies  or  th i r t ies .  There  

i s  a  doctora te  or  two,  but  the  academic  prepara t ion of  most  

of  the  s taf f  i s  a t  the  master ' s  level .  Many of  the  teachers  

are  young females .  The turnover  in  compar ison wi th  that  of  

the  pas t  appears  to  be  minimal .  S ince  par t  of  the  s taf f  i s  

on the  night  sh i f t ,  the  f i f ty  or  so  members  of  the  s taf f  

that  were  in terviewed represent  the  core  of  the  s taf f  of  

the  Center .  



On the  whole ,  the  s taf f  appears  knowledgeable ,  f r iendly ,  

a t t rac t ive ,  concerned,  and profess ional .  They speak out  of  

a  sc ience  or  a  socia l  sc ience  or ienta t ion.  Most  of  them are  

able  to  ar t icula te  thei r  f indings ,  keep up in  thei r  reading 

and research,  and record what  they are  doing.  

THE NATURE OF MY ROLE AT THE CENTER 

My ro le  a t  the  Center  was  of  a  threefold  nature .  One 

ro le  was  tha t  of  an  observer  who sa t  off  to  one s ide  and 

took notes .  Another  ro le  was  tha t  of  a  s tudent  who ra ised 

quest ions  about  everything f rom c l ients  and tes ts  to  world  

views and moral i ty .  S t i l l  another  ro le  was  tha t  of  a  group 

song leader  and a  music  therapis t  who enter ta ined c lasses  

and worked wi th  individuals .  Off ic ia l ly  I  was des ignated an 

in tern  of  the  Center .  I  was a l lowed to  v is i t  c lasses  and 

dormitor ies ,  in terview therapis ts  and teachers ,  observe  

tes ts  and therapy,  a t tend meet ings  and lec tures .  

As a  note  taker  I  a t tended e leven s taf f ings ,  three  lan

guage therapy sess ions ,  two d iagnost ic  tes ts  in  language,  

one tes t  in  physical  therapy,  one parent- infant  sess ion,  

severa l  prescr ip t ive  teaching lab  sess ions ,  about  f i f ty  

hours  of  c lassroom room ac t iv i ty  ( f rom the  observat ion level ) ,  
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one Service  Director ' s  meet ing,  one Admiss ions  Commit tee  

meet ing,  one recreat ional  therapy sess ion,  a  c lassroom in  

adul t  educat ion,  severa l  dormitory  c lasses ,  the  room of  

respi te  care ,  one consul ta t ion,  many hours  in  c lassrooms,  

and one v is i t ing speaker .  

Occasional ly  people  would ask  me what  I  was  doing.  

Often I  was engaged in  conversat ion.  When I  expla ined my 

inquiry ,  I  was a lways  g iven reservat ions ,  admoni t ions ,  and 

approbat ions .  Soon I  overcame a l l  shyness  and became an  

invis ib le  presence.  I  s tar ted  v is i t ing in  the  la te  summer 

of  1974 and concluded my work there  in  the  ear ly  summer of  

1975.  By tha t  t ime the  recept ionis t ,  jani tors ,  and secur i ty  

guards  ident i f ied  me as  one of  the  s taf f .  

In  the  ro le  of  the  quest ion-asker ,  I  spent  about  twenty  

hours  in terviewing the  s taf f .  I  spent  four  or  more  hours  

wi th  the  members  of  the  Language Disorders  Staff  s ingly  or  

together ,  many hours  wi th  the  Director  and the  Director  of  

Cl in ical  Services ,  and not  a  few hours  chat t ing and goss iping 

in  the  l ibrary  wi th  everyone who came through.  I  did  my 

reading and typing there ,  but  i t  was  not  long before  a  con

versa t ion wi th  someone on the  s taf f  would begin .  In  one way 

or  another ,  and a t  one t ime or  another^  my d isser ta t ion and 

my proposal  were  d iscussed.  I  would then inquire  about  what  

I  had observed.  
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Final ly ,  as  a  group song leader  v is i t ing each room once 

each week for  hal f  an  hour ,  I  spent  a l together  about  for ty  

hours  wi th  the  three  separa te  c lassrooms.  I  played songs  

that  I  knew,  but  occas ional ly  I  learned a  song or  two.  I  

a lso  spent  a  to ta l  of  about  ten  hours  wi th  two c l ients  in  

music  therapy.  

THE METHOD OF DATA COLLECTION 

The theological  l i te rary  cr i t ica l  method has  been d is

cussed in  the  f i rs t  chapter ,  and i t s  appl ica t ion to  l i te ra ture  

in  curr iculum has  been deta i led  in  the  second chapter .  This  

same method was  used in  examining the  curr iculum in  the  

Center  for  Human Development .  That  i s ,  I  read the  ins t i tu

t ion as  a  work of  imaginat ion,  a  "whole  made object ,"  not ing 

the  p lot ,  character ,  thought  d ic t ion,  melody,  and point  of  

v iew as  I  read.  At  the  same t ime,  as  a  c r i t ic ,  I  f i rs t  made 

a  cr i t ique  of  my fee l ing to  determine the  f inal  cause  of  the  

ins t i tu t ion.  Reasoning f rom that ,  I  induct ively  analyzed 

the  ef f ic ient ,  the  formal ,  and the  mater ia l  cause .  

In  examining the  p lot  I  looked a t  the  ac t ion of  the  

teacher ,  the  therapis t ,  the  d iagnost ic ian ,  the  recreat ional  

therapis t ,  and the  music  therapis t ,  and the  in teract ion 

between them and the  c l ient .  The character  of  the  ac tor  was  
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revealed in  the s taff  meet ings where decis ions about  the 

act ion were made,  and thought  was revealed by s ta tements  

made in  dialogue and in  response to  my quest ionnaire .  The 

seIf-quest ionnaire  (Appendix I )  submit ted in  the proposal  

provided a  way of  assessing act ion,  thought ,  and character  

in  terms of  being Modern,  Greek,  or  Judeo-Chris t ian.  In  

discussing my seIf-quest ionnaire  a t  the Center ,  I  was con

fronted with two problems:  (1)  When i t  was submit ted to  a  

respondent  ( i t  was argued) ,  the respondent  would feel  he was 

being tes ted and was not  being asked for  his  opinions.  

(2)  The quest ions ( i t  was fur ther  argued)  needed to  be more 

behavioral  and less  abstract .  These problems were eased 

when I  meshed my "hard" and abstract  quest ions v?i th  those 

from a quest ionnaire  in  The Halfway House Movement:  A Search 

for  Sani ty  by Harold L.  Rausch with Charlot te  L.  Rausch.  

The Rauschs 1  categories—Origins  and Populat ion,  Staff ,  

Physical  Plant ,  Rules ,  Financial  Arrangement ,  Work and Jobs,  

Therapy,  Discharge,  and Community Relat ions--were used with 

a  few of  their  quest ions combined with a  few of  the quest ions 

from my seIf-quest ionnaire .  Since the Rausch book is  t rack

ing the beginnings,  s t ructure ,  and future  of  the half-way 

house movement ,  I  used their  categories  only suggest ively,  

but  inasmuch as  the premise of  normalizat ion l ies  behind both 
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the  Center  and the half-way house,  I  fe l t  just i f ied in  

blending their  quest ionnaire  with my own.  This  quest ion

naire  (Appendix I I I )  enabled me to  sample the thought  of  the 

s taff  a t  the Center .  

A quest ionnaire  in  Pat terns  of  Res ident  ia l  Care :  

Sociological  Studies  in  Inst  i tu t  ions for  Handicapped Children 

by King,  Raynes,  and Tizard (Appendix I I )  was the model  for  

the quest ionnaire  I  used to  sound out  the thought ,  character ,  

and act ion of  the classroom teachers .  In  these s tudies  the 

authors  examined the chi ld  management  pract ices  in  several  

inst i tut ions to  determine whether  or  not  the s t ructure  of  an 

organizat ion pat terns  the possible  care  given to  the chi ld .  

The aim of  the s tudy was four  fold:  f i rs t ,  to  descr ibe 
the manner  in  which chi ldren were brought  up in  these 
contrast ing inst i tut ions;  second,  to  descr ibe the or
ganizat ion of  the establ ishments  in  which the chi ldren 
were cared for ;  third,  to  develop quant i ta t ive tech
niques for  measuring aspects  of  the chi ldren 's  environ
ment;  and fourth,  to  develop hypotheses  which could 
subsequent ly  be tes ted about  factors  which might  account  
for  any observed differences in  the pat terns  of  res i 
dent ia l  care  

The authors  found - that  s ize  of  the inst i tut ion or  of  

the s taff  did not  account  for  differences in  chi ld  manage

ment ,  but  they did discover  that  the cont inui ty  of  the 

22 King,  Raynes,  and Tizard,  Pat terns  of  Resident ia l  Care :  
Socio logical  Studies  in  Inst i tut  ions for  Hand icapped Children 
(London:  Rout ledge & Kegan Paul ,  1971) ,  p .  51.  
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staff ,  the diffusion of  responsibi l i t ies ,  the social  prox

imity of  the teacher  or  caretaker  to  the chi ld ,  and uni t  

autonomy led to  greater  chi ld-or iented and less  inst i tut ion-

oriented pract ices .  Assuming the authors '  conclusions re

garding chi ld  management ,  I  used their  quest ionnaire  with 

the teachers  a t  the Center  to  assess  their  thoughts  on chi ld-

oriented and inst i tut ion-oriented pract ices .  

In  examining the mater ia l  cause,  or  the dict ion and 

melody,  I  used the Developmental  Sentence Scoring Chart  and 

the Developmental  Sentence Types Chart  in  Laura Lee 's  

De ve lo  pme nt  a  1  Sentence Ana lys is  in  focusing on dict ion 

(Appendix IV).  Check l i s ts  from Musica 1  Growth in  the E le  -

mentary School  by Bjormar Bergethon and Eunice Boardman 

(Appendix V) and from Therapy in  Music  for  Handicapped 

Chi ldren by Paul  Nordoff  and Cl ive Robbins (Appendix VI)  

were helpful  in  focusing on melody.  The f i rs t  of  these 

appendices  wil l  be explained la ter  in  the chapter ,  and the 

others  wil l  be descr ibed in  Chapter  IV.  

In  terms of  the categories  worked out  in  Chapter  I I ,  

these instruments  helped me to  determine whether  the act ion 

was pathet ic  or  t ragic  or  redemptive,  to  determine whether  

character  was heteronomous or  autonomous or  theonomous,  to  

determine whether  d ic t ion was re la ted to  act ion,  to  determine 



whether  melody was to  be assessed in  terms of  medical  cate

gories ,  or  to  be used as  a  media for  assessment ,  to  deter

mine whether  the way in  which the inst i tut ion came into 

being was Modern,  or  Greek,  or  Judeo-Chris t ian.  

Since these instruments  (check l i s ts ,  quest ionnaires ,  

ra t ing scales  and assessment  sheets)  are  heuris t ic  devices ,  

the f indings which wil l  be detai led below wil l  not  prove 

anything.  Conceivably one could use the Nordoff  instrument  

in  an experimental  fashion.  For  my purposes ,  the Nordoff  

scale  was used to  inquire  into the c lass ,  then into selected 

chi ldren,  then into their  and my own interact ion.  

THE NATURE OF THE DATA 

Even though I  took the role  of  observer  and quest ioner  

and par t ic ipant ,  in  a l l  three cases  I  would,  immediately upon 

leaving a  given set t ing,  wri te  up my impressions.  I  would 

begin with the symbol  or  the drama of  the sal ient  features  

and then record the facts  as  the/f lowed from the symbol .  

Sometimes the par t icular  instrument  would run counter  to  my 

notes  or  my recol lect ions,  in  which case I  would weigh the 

verdict  of  the instrument ,  but  in  most  cases  the instrument  

would confirm my impressions.  An hour 's  worth of  observat ion 
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might  yield two or  three pages of  typed notes .  Each t ime I  

would t ry  to  balance my own dreams and aspirat ions with a  

s t r ic t  factual  report  of  what  had happened.  Even as  I  

rounded off  or  "formed" my account ,  I  al lowed the way in  

which the inst i tut ion rounds off  or  "forms" i tself  to  work 

i t s  way upon me.  

The data  so gathered,  especial ly  in  the process  of  in ter

pretat ion,  lends i tself  to  self-ref lect ion.  I  can no more 

f ind the "end" of  an inst i tut ion when ignoring i ts  self-

interpretat ion than I  can f ind the "end" of  a  s tory by merely 

reading the las t  pages of  a  book.  An ins t i tut ion may have 

scr iptures  or  record f i les ,  communion or  cocktai ls ,  prayers  

or  coffee-breaks,  synods or  s taff ings,  heresies  or  gossips ,  

and i t  is  in  these re l iquiae and by these re l iquiae that  i t  

interprets  i tsel f .  Beyond the surface seIf- interpretat ion,  

Utopian or  ideological ,  i s  the concrete  and symbolic  se l f -

interpretat ion which impinges upon the reader 's  se l f -

interpretat ion that  te l ls  him who he i s  and i s  not  and what  

the  inst i tut ion is  and is  not .  At  th is  point  I  must  ins is t  

that  I  am ta lking about  real i ty .  To speak about  "beginning 

with the symbol"  and "rounding off  my account"  and "self-

interpretat ion" would seem to  move us  from fact  to  opinion,  

from real i ty  to  subject ivi ty .  What  would seem to  be required 
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is  "quant i ta t ive techniques for  measuring" and "hypotheses  

that  could be tes ted."  My reply is  that  while  these may be 

requirements  for  the social  sciences ,  the requirements  for  

the humanit ies  involve the human and the personal  interpreta

t ions.  I  am not  t rying to  solve the problem as  to  whether  

or  not  a  sociological  approach (only)  i s  the approach of  the 

Modern myth.  I  am only suggest ing that  the real i ty  of  the 

Center  was revealed to  me,  and I  am discussing the "real"  

and not  an apparent  or  f ic t i t ious Center .  

THE ANALYSIS OF THE MATERIAL 

I  have looked a t  my mater ia l  f rom the point  of  view of  

the humanit ies .  Like the cr i t ic  of  sculpture ,  I  have walked 

around my object  of  invest igat ion and recorded my k inesthet ic  

impressions.  Like the cr i t ic  of  paint ing,  I  have examined 

var ious "frame" devices ,  perspect ive,  symmetry,  and color .  

But  basical ly  I  have l imited myself  to  reading the inst i tu

t ion as  a  theological  l i terary cr i t ic .  As a  l i terary cr i t ic  

I  have examined the curr iculum within the inst i tut ion in  

terms of  plot ,  character ,  thought ,  d ic t ion,  melody,  and 

point  of  view.  As a  theological  l i terary cr i t ic  I  have used 

the heuris t ic  device of  the Modern,  Greek,  and Judeo-Chris t ian 
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typology to  discover  the formal ,  mater ia l ,  eff ic ient ,  and 

f inal  cause of  the curr iculum. My analysis  then wil l  begin 

with the f inal  cause and move to  the eff ic ient  and the formal  

causes .  Inasmuch as  the mater ia l  cause involves  both dict ion 

and melody,  and inasmuch as  my role  shif ted from observer  to  

par t ic ipant  in  my considerat ion of  music ,  I  xvi l l  examine the 

component  of  melody in  the next  chapter ,  t rust ing that  by so 

doing I  wil l  not  be construed in  any way to  be suggest ing 

that  music  i s  anything other  than integral  to  the total  

curr iculum. 

THE FINAL CAUSE OF THE CURRICULUM AT 

THE CENTER FOR HUMAN DEVELOPMENT 

The aim of  the curr iculum at  the Center  i s  not ,  as  is  

the case in  mil ieu therapy,  inst i tut ional  heal th  and sel f -

knowledge;  nor  i s  i t ,  as  is  the case in  the "reschool ing" 

model ,  par t ic ipat ion,  l iberat ion,  and plural ism.  The aim is  

"normalizat ion."  General  educat ional  object ives  for  the day 

school  a t  the Center  for  Human Development  are  expl ic i t ly  

s ta ted :  

1 .  Monitor ing and data  col lect ion in  each c lass .  

2 .  Consul ta t ion with parents .  

3 .  Interdiscipl inary teaching.  

4 .  Individual  evaluat ion.  
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5.  Tai lored programs for  each s tudent .  

6 .  Programs of  qual i ty  equal  to  those offered in  
publ ic  educat ion.  

7 .  Educat ion appropriate  to  special  chi ldren 's  needs.  

8 .  Coeducat ional  experiences .  

9 .  Consul ta t ion with other  teachers  or  other  agencies .  

10.  Data  on the chi ld 's  developmental  s ta te  and ra te .  

11.  Wri t ten lesson plans.  

12.  Fol low-up af ter  discharge.  

These general  object ives  are  focused,  for  example,  in  

day educat ion,  as  fol lows:  gross  motor  ski l ls ,  f ine motor  

ski l ls ,  social  ski l ls ,  self-help ski l ls ,  cogni t ive ski l ls ,  

language ski l ls ,  behavior  shaping,  family involvement ,  and 

involvement  with anci l lary s taff .^3 

The aim of  an inst i tut ion or  an inst i tut ion 's  curr iculum 

is  one thing,  however ,  and the effect  that  i t  produces i s  

qui te  a  different  mat ter .  One effect  that  i t  could produce 

on the beholder  i s  the Judeo-Chris t ian response of  compas

s ion and judgment .  A language teacher  tenderly wipes a  

chi ld 's  nose;  a  special  educat ion teacher  changes a  chi ld 's  

soi led clothes;  an aide chucks a  bl ind chi ld 's  dimple to  

make her  smile  in  response to  her  name.  These events  evoke 

a  feel ing of  compassion or  re la tedness .  A teacher  tapes  up 

the hands of  a  rowdy boy.  An a ide makes a  chi ld  s i t  up to  

a t tend.  These events  evoke a  feel ing of  judgment .  

9  ̂  
Mimeographed mater ia l  f rom The Center  for  Human Devel

opment ,  no date ,  pp.  1-2.  
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Another  effect  that  the curr iculum could produce is  the 

Greek response of  pi ty  and fear .  The chi ld  who i s  locked 

into a  subnormal  s tage evokes pi ty .  The sometimes ruthless  

pot ty  t ra ining that  s t r ips  the chi ld  of  pr ivacy arouses  fear .  

The response that  seems the most  appropriate  i s  the 

Modern one of  meaninglessness  and despair .  The data  col lec

t ion,  a t  t imes neglected and a t  t imes an end in  i tsel f ,  i s  

not  an evi l  thing.  Indeed,  i t  has  humane implicat ions:  No 

one should intervene unless  what  the chi ld  can and cannot  do 

i s  f i rmly establ ished.  I t  i s  ra ther  that  this  data  nei ther  

creates  new knowledge nor  does i t  abate  the feel ing that  

knowledge i s  expanding and dividing meaningless  ly .  The 

interdiscipl inary teaching usual ly  means that  two people  f rom 

two discipl ines  work on the same chi ld .  (We wi l l  see more 

of  th is  in  consider ing the s taff ing.)  I t  i s  as  though the 

possibi l i ty  of  creat ing a  common language and an integrated 

approach were hopeless .  Wri t ten lesson plans are  an excel

lent  way for  the teacher  to  prepare himself :  

There i s  something for  the teacher  to  do before  he con
fronts  the pupi l .  I t  may be gather ing mater ia ls ,  making 
a  lesson plan,  looking over  tes t  scores ,  reviewing one 's  
lecture  notes ,  or  s imply rehearsing in  imaginat ion how 
one wil l  introduce a  topic  and what  the pupi l ' s  response 
might  be.24 

^Harry S.  Broudy and John R.  Palmer,  Exemplars  of  
Teaching Method (Chicago:  Rand McNally & Company,  1970) ,  
pp.  9-10.  
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But "preinstruct ion" is  ra ther  meaningless  i f  the curr iculum 

is  aimed a t  removing nuisance factors .  Tai lor-made programs,  

individual  evaluat ion,  and educat ion appropriate  to  special  

chi ldren 's  needs seem to  betoken an emphasis  on the unique 

and the his tor ic ,  but  th is  becomes pathet ic  i f  the thrust  of  

moral  t ra ining is  in  the service of  heteronomy rather  than 

autonomy.  I t  i s  not  the absence of  ideals ,  but  precisely 

the presence of  them, that  makes the Modern reading of  the 

Center  so convincing.  

The Modern reading of  the Center  i s  not  a  pleasant  

assessment .  In  fact ,  l ike an assessment  of  l i terature ,  for  

example,  of  Catcher  in  the Rye,  i t  i s  a  painful  process ,  but  

i t  is  more humane to  be honest  than otherwise.  The Modern 

reading does not  come about  due to  a  hol ier- than-thou a t t i 

tude.  The typology makes that  response impossible .  In  

spi te  of  other  responses ,  the day-to-day,  week-in,  week-out  

response was a  feel ing of  ident i f icat ion with the act ion 

that  was precisely Modern.  I t  i s  not  subnormali ty  that  i s  

pathet ic  but  the act ion used in  the curr iculum for  the 

subnormal .  
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THE EFFICIENT CAUSE OF THE CURRICULUM 

OF THE CENTER FOR HUMAN DEVELOPMENT 

In  the Conceptua1 Mode 1  the open school  i s  the wanner  

in  which the curr iculum comes into being.  Process  i s  empha

s ized.  Mater ia l  i s  matter  that  can faci l i ta te  t ranscendence.  

Premature c losure is  avoided,  and meaning i s  created in  a  

mil ieu of  l iberat ion,  divers i ty ,  and self-discovery.  At  the  

Center  for  Human Development ,  there  are  interest  centers ,  

and there  is  a  good deal  of  f ree  play where a  chi ld  can r ide 

a  t r ike or  push a  bal l ,  but  th is  does not  appear  open in  the 

sense that  i t  is  there  to  faci l i ta te  explor ing,  or  sensing,  

or  delving.  Is  i t  assumed that  the re tarded chi ld 's  act ivi ty  

is  chaot ic  or  random without  much meaning to  i t?  I t  is  

assumed that  each chi ld  has  a  l imited reper toire  of  c l iches ,  

and while  i t  is  hoped that  he wil l  be helped to  expand and 

grow out  of  them, his  wandering around reenact ing them ap

pears  to  be regarded as  harmless .  I f  the behavior  i s  a  

nuisance,  however ,  i t  is  shaped "out ."  

I  must  confess  that  within the Center  I  was able  to  

muck about ,  f i l l  in  holes ,  and avoid premature c losure.  I  

had the pleasure of  creat ing knowledge.  Many of  the s taff ,  

however ,  seemed burdened by record keeping and adminis t ra

t ion.  Too,  I  am sure  that  many parents  who feel  gui l ty  
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about  having retarded chi ldren rel ieve this  feel ing by 

accusing the teachers  and s taff  of  incompetence.  One must  

have char ts  and records of  progress  to  sat isfy such i r ra

t ional  demands.  But  th is  is  one more way of  saying that  the 

way in  which the curr icuhm comes into being is  Modern.  

The Orthogenic  School  descr ibed by Bet t leheim in  Home 

for  the Heart  comes into being through mil ieu therapy.  

Everyone,  not  just  the c l ients ,  i s  the subject  of  therapy.  

Everyone works through his  own past  and seeks self-knowledge.  

Everyone depends on dreams and symbols  for  insight  and 

knowledge.  At  the  Center  for  Human Development  there  were 

var ious in-service resources:  lectures ,  f i lms,  meet ings,  

and a t tendance a t  conferences,  seminars ,  and courses .  But  

these are  more for  professional  than for  personal  growth.  

The Director  of  Cl inical  Services  pointed out  to  me 

that  every hour  he gave to  me to  help me in  my project  meant  

one less  hour  for  his  work.  Although he assured me that  my 

work was the except ion rather  than the rule ,  his  point  was 

c lear ,  logical ,  and understandable ,  namely,  that  the aim of  

the Center  was service,  not  self-knowledge.  I t  must  be 

added that  he gave ungrudgingly of  h is  t ime to  help me work 

out  my quest ionnaire ,  to  understand the e thics  of  confident i 

a l i ty ,  to  br ing my s tudents  into the Center ,  and to  focus my 
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observat ion in  a  teaching-therapeut ic  role .  This  same issue 

was debated in  the Service Director 's  meet ing.  

The issue in  the Service Director 's  meet ing was whether  

the Center  had the t ime or  the space to  t ra in  outs iders  or  

whether  i t  should focus i t s  at tent ion only upon service to  

i ts  c l ients .  The Center ' s  Directors  argued that  (1)  anyone 

who had come up the ladder  of  success  had done so precisely 

because he was able  to  t ra in  in  such a  set t ing,  and (2)  the 

Center  was not  able  to  ignore the mandate  regarding manpower 

development  by the s ta te  and federal  governments .  The reso

lut ion to  the problem was a  typical  Modern move:  I t  was 

turned over  for  considerat ion by a  commit tee .  

Before I  conclude the discussion of  the eff ic ient  cause 

of  the curr iculum of  the Center ,  I  would l ike to  note  what  

the  Director  revealed to  me about  how the Center  came into 

being.  In  the days af ter  World War I I ,  he said,  i t  was not  

unusual  to  hear  about  the "GARKS" or  thoaa"God-Awful-Retarded-

Kids."  He recounted the heroism of  a  group of  parents  who 

were wil l ing to  push for  a  center  for  the spast ic  chi ldren.  

A swimming faci l i ty  and a  hospi ta l  were bui l t ,  but  i t  appears  

that  this  was taken over  by the neighboring hospi ta l  soon 

af ter  i ts  complet ion.  Once again,  the parents  were without  

housing for  their  program. The f i rs t  c lass  for  except ional  
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chi ldren,  the Director  recal led,  was in  the basement  of  a  

downtown school  ( long s ince demolished) ,  and again the 

heroic  at tempt  was to  get  recogni t ion of  the need for  educa

t ional  programs for  re tarded chi ldren.  

Perhaps the awkwardness  of  the present  Center ' s  accomo

dat ions can be explained,  he added,  by the design wri t ten 

into i t :  I t  was designed to  be a  res ident ia l  locat ion for  

the local  re tardates  (who should no longer  be shipped away 

to  dis tant  inst i tut ions)  and a  t ra ining center  (where nurses ,  

doctors ,  and psychologis ts  would have easy access  to  the re

tarded chi ldren) .  The dormitory rooms were bui l t  with an 

observat ion room between each room: a  feature ,  due to  i t s  

uselessness ,  that  br ings discomfort  to  most  teachers .  The 

present  emphasis  i s  on more diagnost ic  and developmental  

t reatment  and less  res ident ia l  t reatment .  

The Center  provides  expert ise  for  shel tered workshops,  

day care  centers ,  kindergartens,  local  schools ,  and publ ic  

heal th .  As one person put  i t ,  the Center  i s  l ike an octopus 

reaching out  into a l l  areas  of  the c i ty .  So,  present ly ,  one 

of  the dormitory rooms houses  a  handicapped-cerebral  pals ied 

classroom, and another  the deaf-bl ind for  the publ ic  school  

system. The audiometr is t  goes to  and tes ts  a t  the EMR center .  

The speech therapis t  serves  a  local  kindergarten.  
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The or igin of  the Center ,  then,  i s  in  par t  by way of  

f ia t  from the s ta te ,  the county,  and the federal  funds that  

have come in  response to  the needs of  the people ,  but  a lso 

in  par t  by way of  the logic  of  the Modern myth where a l l  

quest ioning is  put  as ide and progress  i s  the only ta le  to  

te l l .  Perhaps the rhetor ic  of  the Judeo-Chris t ian myth i s  

heard in  bi ts  and pieces  here  and there  in  the not ion of  

service and self-sacr i f ice  and in  helping those who are  not  

as  s t rong as  we are ,  and there  is  a lso the Greek ta le  of  

heroism as  the director  recounts  i t ,  but  by and large,  there  

is  mainly the Modern not ion of  progress .  

The not ion of  progress  i s  seen best  in  the competency-

based educat ion manner  of  coming into exis tence.  The manner  

i s  systemic,  and a l l  f ive components-- t ra ining centers ,  

protocol  mater ia ls ,  t ra ining mater ia ls ,  performance-based 

cr i ter ia ,  and models--rnust  be interrelated to  be ful ly  

funct ioning.  

MODEL: The model  for  the Center  i s  not  c lear  a t  present .  

25 There are  across  the country many Developmental  Centers .  

Some are  more or iented toward medicine,  o thers  toward 

2 5 See the George W. Brown,  M.D. ,  a r t ic le ,  "The Diagnosis  
and Treatment  of  Chi ldren with Learning and Developmental  
Problems:  A Community Service for  Medical  Group Pract ice ,"  
Rehabi l i ta t ion Li terature ,  Vol .  31,  No.  8  (August ,  1970) ,  
pp.  234-3T7~243 .  
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psychology,  and s t i l l  others  toward educat ion.  The Director  

wished for  the Center  to  become more medic  ine-or  iented,  

whereas  a  s izeable  major i ty  of  the educators  wish for  the 

model  to  become more psychological  or  educat ional  in  nature .  

TRAINING CENTER: The debate  about  the Center  being a  

t ra ining center  has  been mentioned above.  Training not  only 

Involves  professionals  but  paraprofess  ionals  and parents  as  

wel l .  The Clinical  Service Director  envisages more and more 

community involvement .  

TRAINING MATERIAL and PROTOCOL MATERIAL: A good b i t  of  

mater ia l  has  been used that  has  been developed by s ta te  

agencies .  Outside speakers  appear  on a  semi-regular  schedule  

The s ta te  univers i ty  teacher  educat ion programs regular ly  

supply several  interns  in  many dif ferent  areas  .  

PERFORMANCE-BASED CRITERIA: There i s  a  pragmatic  and 

a  u t i l i tar ian s t reak in  a l l  of  us ,  or  to  put  i t  the other  

way around,  there  is  something typical ly  American in  meas

ur ing competence and performance by vis ible  and tes table  

yardst icks .  Many of  the s taff  have gone through performance-

based programs,  and many of  the interns  are  working a t  the 

Center  on this  basis .  

CONCLUSION :  The way in  which the curr iculum comes into 

being is  never  untroubled.  A young classroom teacher  
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st ruggles  with her  a ides  who are  older  than she and f inds 

that  her  behavior  modif icat ion regime is  sabotaged.  A mem

ber  of  one department  a t tempts  to  modify the behavior  of  a  

peer  in  another  department ,  A bat t le  over  a  secretary-

br ings a  shower of  in teroff ice  memos.  But  these events  

would take place i f  the curr iculum came into exis tence in  a  

mil ieu context  or  in  an open context .  The system, con

sciously or  unconsciously,  underlying the way in  which the 

curr iculum comes into being,  i s  competency-based,  and i t s  

very s t rength,  and not  i t s  weakness  or  i t s  fa i l ing,  produces 

the Modern effect  of  pathos and despair .  

THE FORMAL CAUSE OF THE CURRICULUM AT 

THE CENTER FOR HUMAN DEVELOPMENT 

I f  the f inal  cause of  the curr iculum is  the feel ing of  

pathos,  and the way in  which the act ion that  produces this  

feel ing comes into being is  not  by way of  mil ieu therapy or  

by way of  the open classroom, but  by way of  quant i f iable  and 

observable  behavior ,  l ike  competency-based educat ion,  what  

precisely is  the act ion i tself?  As I  indicated in  the f i rs t  

chapter ,  the act ion or  the plot  i s  informed by character ,  

and character  i s  informed by thought .  Dramatical ly  speaking,  
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the  " ideas"  of  a  hero in  the s tory character izes  him for  us ,  

and this  character izat ion dramatizes  his  act ion.  I  went  on 

to  say in  the second chapter  that  in  the competency-based 

set t ing,  language i s  a  reper toire  of  react ions,  and i t  char

acter izes  a  hero who i s  basical ly  heteronomous:  that  i s ,  

whose act ion basical ly  is  governed by conformity to  the ex

pectat ions of  others .  This  act ion,  then,  i s  a  behavior  that  

i s  observable  and measurable .  In  the mil ieu set t ing lan

guage i s  a  symbolic  ra t ional izat ion of  the preconscious 

wishes of  the inst incts ,  and i t  character izes  a  hero who i s  

basical ly  autonomous:  That  i s ,  in  i ts  dream-work the ego is  

able  to  work a  compromise formation between the demands of  

the inst incts .  In  the open set t ing language i s  born out  of  

the cont igui ty  between the society 's  language and the inner  

language acquir ing device.  Language here  character izes  a  

hero who i s  basical ly  theonomous:  That  i s ,  his  act ion is  

not  only a  sense of  equi l ibr ium between imitat ion and play,  

the outer  and the inner ,  but  moreover ,  i t  reveals  a  dr ive 

toward just ice ,  and indeed toward t ranscendence.  Our hy

pothesis  i s  that  the act ion a t  the Center  i s  Modern.  The 

act ion in  or  the formal  cause of  the curr iculum at  the Center  

for  Human Development ,  then,  wil l  be analyzed f i rs t  in  terms 

of  THOUGHT, and then CHARACTER, and f inal ly  ACTION. 
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THOUGHT 

In  ray examinat ion of  thought  I  wil l  use information that  

I  gained from three separate  sources:  the classroom teachers ,  

the speech therapis ts ,  and the s taff .  Inasmuch as  the s taff  

consis ts  of  the supervisors  of  the teachers  and the thera

pis ts ,  I  wil l  s tar t  with the s taff  f i rs t .  

QUESTIONNAIRE ADMINISTERED TO STAFF :  My quest ionnaire  

(Appendix I I I )  evolved out  of  the self-quest ionnaire  (Appen

dix I )  that  I  used in  observing the Center  for  Human Develop

ment .  I t  has  some thir ty-one i tems in  i t ,  and I  went  over  

each i tem (spending an average of  three minutes  on each 

quest ion)  with each respondent ,  spending a l together  an hour  

and a  half  per  respondent .  I  interviewed the Director  of  

the Center  (who i s  a lso the Director  of  Medical  Services)  ,  

the Director  of  Cl inical  Services ,  and the Director  of  

Adminis t ra t ive Services .  Within the Cl inical  Services  I  

interviewed the heads of  the departments  of  Communicat ive 

Disorders ,  In-Service (or  Diagnost ic) ,  Psychology,  Social  

Services ,  and Special  Educat ion.  Within the Adminis t ra t ive 

Services  I  interviewed i ts  director  and the Medical  Record 

Librar ian.  Final ly ,  in  the Medical  Services  I  interviewed 

i ts  director ,  the Head of  Nursing,  and the Head of  Recrea

t ional  Therapy.  (The Head of  Physical  Therapy was 
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hospi ta l ized a t  the t ime of  ray interviewing.)  There were 

f ive men and s ix  women.  As I  noted ear l ier ,  the  three di

rectors  are  a l l  males;  of  the department  heads,  three are  

male,  s ix  are  female.  

The method of  the quest ionnaire  was to  s tar t  with non-

threatening and general  quest ions about  how the Center  

s tar ted,  what  groups were served,  how one entered the Center ,  

and what  the  present  makeup of  the c l ients  in  the Center  was.  

Then I  focused my quest ions on the formal ,  the eff ic ient ,  

the mater ia l ,  and the f inal  causes  of  the inst i tut ion.  

The headings in  the quest ionnaire  were:  Origins  and Popu

la t ion,  Staff ,  Physical  Plant ,  Rules ,  Finances,  Divis ion 

of  Labor ,  Treatment ,  and Ambiance,  but  within each heading 

quest ions covered the formal ,  the mater ia l ,  the eff ic ient ,  

and the f inal  causes .  In  this  way I  found out  how the s taff  

re la ted the curr iculum in  communicat ion problems in  special  

educat ion to  the wider  inst i tut ional  framework.  ( In  my 

tabulat ions,  the s lash ( / )  wil l  indicate  that ,  e .g . ,  2/9 

means two of  nine respondents  answered aff i rmat ively.)  

STAFF: The Director  (3/11) ,  the Service Directors  (A/11) ,  

the  Department  Heads (3/11)  make day-to-day decis ions.  

Facts  (such as  f inancing) ,  issues  (such as  recent  l i t igat ion 

on special  educat ion) ,  and pr inciples  (such as  normalizat ion)  

determine pol icy decis ions a t  the Center  (7/11) .  Supervis ion 
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is  interpreted to  mean effect iveness  (5/11)  but  a lso autonomy 

(4/11) .  Lack of  avai lable  qual i ty  s taff  and s taff  turnover  

was a  problem for  some (7/11)  but  not  for  others  (4/11) .  A 

probe into this  las t  response revealed that  the recrui tment  

for  the s taff  of  the Center  i s  l imited to  what  i s  avai lable  

on the s ta te  regis t ry ,  and that  the categories  of  the reg

is t ry  were based on the mental  hospi ta l  model  ra ther  than on 

a  developmental  or  diagnost ic  c l inic .  An opposi te  response 

was that  the Center  has  a  good s taff  and that  such s taff  

members  that  were lost  lef t  for  professional  reasons (such 

as  advancement  or  re turn to  school) .  What  emerges for  me in  

these responses  is  a  picture  of  a  s taff  that  sees  i tsel f  as  

bureaucrat ic ,  effect ive,  and Modern.  Thought  symbolized the 

s taff  as  a  business  or  an associat ion rather  than a  family 

or  an organism.  

PHYSICAL PLANT: The s taff  feels  that  the physical  plar t  

was purpose-bui l t ,  but  some feel  that  i t  needs to  be changed 

(4/10) ,  while  others  feel  that  i t  needed changes in  i t s  

incept ion (5/10) .  The locat ion of  the plant  was mandated by 

pr ice  of  the property ( the "urban-renewal-equals-Negro-

removal"  syndrome) that  the c i ty  paid for  i t  (7/10)  and not  

the usual  reason that  c i t izen complaint  requires  that  a  cen

ter  for  the re tarded must  be out  of  s ight  (2/10) .  The 
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archi tecture  of  the plant  suggests  that  of  a  church (1/10) ,  

a  factory (1/10) ,  but  basical ly  a  hospi ta l  (4/10)  or  a  

school  (4/10) .  I  have a l ready remarked about  the inaccessi

bi l i ty  of  the Center .  The s taff  confirms this  feel ing.  But  

whereas  I  f ind the physical  plant  i t se l f  has  a  kind of  unique

ness  and charm, the s taff  seems a  l i t t le  bi t  i l l  a t  ease in  

i ts  physical  body.  I  am not  sure  whether  th is  is  a  commen

tary on the mausoleum look of  much Modern archi tecture  or  

whether  there  is  a  Greek or  Judeo-Chris t ian quest ioning of  

the surface of  th ings.  Symbolical ly  the s taff ' s  thought  

here  suggests  that  i t s  home i s  a  "plant ,"  a  semi-effect ive 

machine to  work in .  

RULES: Rules  l ike wearing your  best  c lothes  when par

ents  vis i t  and not  eat ing with the chi ldren,  rules  that  are  

wri t ten and unwri t ten,  are  wel l  known (9/10) .  Moral  educa

t ion is  provided in  the curr iculum (but  by moral  educat ion 

is  meant  compliance with behavior  modif icat ion)  (3/10);  or  

i t  emerges by chance (a  teen-ager  i s  told not  to  play with 

himself  in  f ront  of  o thers ;  a  young boy is  told not  to  play 

with a  dol l  because that ' s  for  gir ls)  (4/10);  or  i t  is  neg

lected (we should teach them not  to  s teal)  (3/10) .  Behavior  

modif icat ion is  accepted by consensus (7/10) .  Those who 

took except ion to  this  premise said they did so because they 
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fe l t  that  i t  was not  a lways possible  to  put  behavior  modif i 

cat ion into effect  (2/10);  or  they said that  i t  was jus t  one 

technique among many (1/10) .  As to  whether  the regime in  

the classrooms is  rout ine,  regimented,  depersonal iz ing,  and 

produces social  dis tance,  half  fe l t  that  the curr iculum is  

chi ld-or iented ( that  i s ,  absence of  rout ine,  regimentat ion,  

depersonal izat ion,  and social  dis tance) ,  and the other  half  

fe l t  that  curr iculum was inst i tut ion-oriented.  Inst i tut ion-

oriented meant  marching in  l ine or  wearing uniforms or  being 

hosed down a t  bath t ime.  Chi ld-or iented meant  open educat ion.  

Transcendence of  rules  ( in  the Judeo-Chris t ian posi t ion)  or  

internal izat ion of  rules  ( in  the Greek posi t ion)  is  a  rar i ty  

in  the curr iculum; and while  the Center  i s  not  a  ja i l  or  an 

asylum, i t  nonetheless  inst i tut ional izes  a  heteronomous or  

Modern type of  moral i ty .  Symbolical ly  the s taff ' s  thought  

suggests  that  moral i ty  is  of  a  management  or  dominat ion 

nature .  

FINANCES: Most  of  the  s taff  real ized that  their  

funding,  that  i s ,  their  salar ies ,  comes from county,  s ta te ,  

and federal  funds (8/11) ,  but  their  understanding as  to  why 

th is  was so was not  very c lear .  Some fe l t  that  they had to  

be accredi ted to  receive funds (2/11) ,  others  fe l t  that  they 

were assessed as  to  their  effect iveness  (4/11) ,  while  s t i l l  
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others  fe l t  that  they must  meet  cer ta in  guidel ines  to  receive 

funds (A/11) .  The offer  of  a  nearby col lege to  diagnose 

chi ldren for  f i f ty  dol lars  had brought  to  the a t tent ion of  

the s taff  that  i t s  s taff ing (diagnosis  and prescr ipt ion)  

costs  about  $750 per  c l ient .  A probe here  revealed that  

some were not  sure  whether  the high cost  i s  due to  inter

discipl inary expert ise  or  to  adminis t ra t ion.  

That  the largest  share  of  funding wil l  shif t  from the 

s ta te  to  the county in  the near  future  is  the Damocles  sword 

of  accountabi l i ty  which hangs above the heads of  the s taff---

preeminent3.y the directors  a t  present ,  but  I  suspect  the 

ent i re  s taff  in  the near  future .  The Modern assessment  of  

worth in  terms of  dol lars  and cents  i s  taken real is t ical ly  

by the s taff ,  and i t s  thought  about  f inances symbolizes  a  

product ivi ty-or iented mind.  

DIVISION OF LABOR: The model  for  the Center ,  par t icu

lar ly  among those in  i ts  educat ional  component ,  i s  the 

school  (6/11)  ra ther  than the c l inic  (1/11);  but  there  were 

some who fe l t  that  the Center  was too unique to  be con

sidered to  have been modeled upon something e lse ,  and hence 

preferred to  say i t  grew l ike topsy (3/11) .  The t r ini ty  

(adminis t ra t ion,  c l inical ,  and medical  services)  evolved 

from the needs of  c l ients  (3/11) ,  was mandated by the nature  
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of  things (3/11) ,  and was and s t i l l  is  changeable  (3/10) .  

Rather  than spending their  t ime with the c l ients ,  or  their  

s taff-supervisees ,  most  of  the s taff  spends i t s  t ime with 

adminis t ra t ive matters  (8/11) .  Staff ing (diagnosis  and 

prescr ipt ion) ,  which I  wil l  la ter  discuss  as  "character iz ing" 

the s taff ,  i s  an evaluat ive act  (4/11)  or  i s  a  learning ex

perience (3/11) ,  but  i s  not  a  necessary and inevi table  

conclusion (1/10) .  The thought  of  the s taff  on the divis ion 

of  labor  reveals  two ambigui t ies :  (1)  Is  the divis ion of  

labor  a long medical  or  educat ional  l ines? (2)  Is  the valued 

labor  funct ioning in  one 's  area of  competence or  i s  i t  admin

is t ra t ion? These thoughts  are  symbolic  of  the problems that  

confront  Modern bureaucracy.  

TREATMENT: Leadership i s  bureaucrat ic  (9/11) .  This  

idea should have corresponding consequences in  the curr iculum. 

The evaluat ion of  the curr iculum ( t reatment)  i s  quant i f iable  

(6/11) ,  or ,  though hard to  measure,  c lear  to  the t ra ined 

observer  (4/11)  or  both (1/11) ,  but  cer ta inly not  confirmed 

by intui t ion (0/11)  .  The cr i ter ia  used to  select  tes ts  was 

rarely re l iabi l i ty  (2/11) ,  or  t radi t ional  use (1/11) .  The 

cr i ter ia  for  select ing tes ts  was that  they apply to  the 

c l ient ' s  unique needs (4/11) ,  or  there  was no cr i ter ia  a t  

a l l  (4/11) .  The world view ref lected in  curr iculum was held 
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to  be e i ther  humanist ic  (3/11) ,  or  scient i f ic  and pro

gressive (6/11) .  A paradox within competency-based educa

t ion or  performance-based educat ion is  that  i t  focuses  on 

the observable  and measurable ,  while  a t  the same t ime i t  

deser ts  i t s  empir ical  or  research base.  Is  this  paradox 

a lso within the Center?  The desire  to  get  away from norm-

referenced tes ts  and to  get  into cr i ter ion-based tes ts ,  in  

l ight  of  the except ional i ty  of  the c l ientele ,  is  cer ta inly 

laudable .  But  the consequence of  th is  must  be the admission 

of  re l iance upon the intui t ive as  wel l  as  the scient i f ic  and 

admission of  quasi-experimental  ra ther  than experimental  

methods.  The thought  of  the s taff  symbolizes  the Modern 

desire  to  appear  sc ient i f ic  in  t reatment .  

AMBIANCE: Art  in  the curr iculum at  the Center  i s  not  

legi t imate  and autonomous;  ar t  is  re inforcing and anci l lary 

(9/11) .  Music  for  t ra ining movement  i s  folksy,  ar t  work 

decorates  doors  and hal lways,  f i lm is  shown on occasion,  but  

the symbolism of  the mil ieu therapy inst i tut ion and the in

terest  centers  of  the open school  are  missing.  Art  i s  c lear ly  

subordinate  to  scient i f ic  or  social  scient i f ic  t ruths .  

With regard to  work,  some sense progress  in  their  work a t  

the inst i tut ion (3/11) .  As one therapis t  put  i t ,  she had to  

bel ieve that  each person had a  plateau and that  each c l ient  
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will  work toward that  end and s tay there  ,  and then work up 

again.  Another  s taff  member observed,  however ,  that  some 

chi ldren who were mental ly  re tarded "peaked" and then began 

to  dr i f t  backward.  Work a t  the Center  " is  a  l iving" (2/11) ,  

or  a  mat ter  of  "dedicat ion and purpose" (4/11) .  A probe 

revealed two things:  (1)  that  the s taff  to  whom this  dedi

cat ion was a t t r ibuted were the a ides  and occasional ly  the 

teachers ,  and (2)  that  this  sect ion of  the s taff  was,  in  

l ight  of  their  t ra ining,  probably making bet ter  salar ies  

than they could e lsewhere,  and that  their  longevi ty  a t  the 

Center  could be interpreted e i ther  in  terms of  fa i thfulness  

and dedicat ion or  in  terms of  se l f - interest .  In  terms of  

the s tudents  who leave the Center  ( there  had been only two 

deaths  over  the las t  several  years ,  and a  few c l ients  who 

lef t  and were never  heard from again) ,  the c l ients  graduate  

to  the next  program, for  example,  the  E.M.R.  Center  or  a  

shel tered workshop (1/11) ,  a l l  c l ients  leave under  pleasant  

condi t ions (1/11) ,  the c l ients  leave under  a  var ie ty  of  

condi t ions (6/11) .  The thought  of  the s taff  symbolizes  a  

Modern mind l imit ing ambiance to  the here  and now. 

QUESTIONNAIRE ADMINISTERED TO CLASSROOM TEACHERS (Appendix 

I I ) :  This  quest ionnaire  was adminis tered to  three teachers  

of  pre-school  c lasses .  The composi t ion of  these classrooms 
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will  be mentioned la ter .  In  the quest ionnaire  I  wanted to  

discover  the teachers '  a t t i tude about  their  re la t ion to  the 

chi ldren on the one hand,  and to  the inst i tut ion on the 

other .  In  quest ions regarding r igidi ty  of  rout ine,  block 

t reatment ,  depersonal izat ion,  and social  dis tance,  my scale  

al lowed three ranks:  0  equals  chi ld-or iented,  2 equals  

inst i tut ion-oriented,  and 1  equals  halfway between.  

ROUTINE: With regard to  doing things a t  the same t ime 

(eat ing,  toi le t ing,  and napping)  as  wel l  as  using outs ide 

areas  or  seeing outs ide people ,  the teachers  ranked their  

c lasses  5/10,  A/10,  and 5/10.  My own react ion to  their  

rout ine was that  i t  was r igorously adhered to ,  but  i t  was 

not  inf lexible .  Their  thought  about  their  rout ine seems 

real is t ic :  Routine was midway between a  chi ld  and an inst i 

tut ion or ientat ion.  

BLOCK TREATMENT: With regard to  wai t ing to  wash,  or  

dr ink juice,  or  for  the next  act ivi ty ,  or  to  leave,  the 

teachers  ranked their  c lasses  7/10,  5/10,  4/10.  Some of  the 

teachers  regarded the doctr ines  of  behavior  modif icat ion in  

an or thodox fashion,  insis t ing that ,  for  example,  a l l  chi ldren 

must  u t ter  speech before  receiving juice.  ( In  the re l igious 

set t ing this  would be the prayers-before-cookies  formula.)  

The highest  ra t ing (meaning the most  ins t i tut ion-oriented 
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class)  was a lso the c lass  with the largest  number of  s tu

dents .  Their  thought  about  block t reatment  was diverse ,  but  

again real is t ic .  

DEPERSONALIZATION: The personal ized school  wil l  to l 

erate  photos  displayed in  personal  lockers ,  pr ivate  toys,  

and plenty of  f ree  t ime and self-expression,  and most  cer

ta inly a  c lear  focus on bir thdays.  The teachers  ra ted them 

selves  as  6/10,  4/10,  3/10.  The greatest  personal izat ion 

took place in  the smallest  room..  Eccentr ic i t ies  as  wel l  as  

def ic i ts  were equal ly  recognized in  a l l  three rooms.  

Thought  about  personal izat ion was diverse .  

SOCIAL DISTANCE: With regard to  how the s taff  ass is ts  

chi ldren a t  to i le t ,  in  washing,  in  eat ing,  and in  play,  or ,  

in  short ,  how c lose they are  to  each other ,  was ra ted as  

fol lows:  6/10,  6/10,  6/10.  I  have a l ready mentioned the 

rule  forbidding eat ing with chi ldren.  At  the same t ime I  

have seen the teachers  gent ly  change the chi ldren,  s ing 

with them, use puppets  with them, and wash them. From my 

observat ions I  would be incl ined to  lower th is  ra t ing.  The 

teachers  think of  themselves  as  more chi ld-or iented with 

regard to  personal izat ion and rout ine ,  more ins t i tut ion-

oriented with regard to  social  dis tance and block t reatment  
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The ra t ing 24/40,  19/40,  18/40 seems to  agree with the 

ra t ing that  the s taff  accorded in  i ts  evaluat ion of  the 

Center ' s  rules .  Both the s taff  and the teachers  feel  that  

the curr iculum is  not  exclusively chi ld-or iented nor  ex

clusively inst i tut ion-oriented,  but  somewhere in  between.  

The other  par t  of  the quest ionnaire  adminis tered to  the 

teachers  concerned the teacher-s tudent-aide re la t ions and 

the teacher-s taff  re la t ions.  With regard to  the model  behind 

teacher-s tudent-aide re la t ions,  s taff  turnover ,  s ize  of  

s taff ,  re la t ion of  the senior  s taff  with the chi ldren,  and 

diffusion of  role  act ivi t ies  within the classroom, the c lass

room teachers  ra ted their  rooms 5/12,  3/12,  5/12 in  the di

rect ion of  c loseness  of  the teachers  to  each other  and 

joint ly  to  the s tudents .  I  found myself  in  the middle  of  

one a l tercat ion,  so I  can tes t i fy  that  a l l  was not  sweetness  

and l ight ,  but  even that  quarrel  was handled with discret ion.  

On the whole there  was a  kind of  camaraderie  between and 

among the teachers ,  a ides ,  and pupi ls .  Their  thought  did 

not  reveal  a  s t r ic t ly  business  or  a  s t r ic t ly  family 

or ientat ion.  

With regard to  freedom from inspect ion,  decis ions about  

s taff ,  supply decis ions,  chi ld-care  decis ions,  and uni t  man

agement ,  the  ranking was 1 /10,  3/10,  and 5/10 in  the 
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direct ion of  autonomy.- .  But  a l l  three rooms were overlooked 

by observat ion booths .  In  a  sense,  they were under  constant  

survei l lance.  Addit ional ly ,  s ince the back par t  of  each 

room was v i r tual ly  a  hal lway,  none of  them was f ree  of  

parents ,  s taff ,  or  indeed other  chi ldren observing their  

rooms.  All  of  th is  f i ts ,  however ,  wi thin the competency-

based not ion of  observable  performance.  Again,  s ince diag

nosis  and prescr ipt ion were made by the s taff ,  the curr iculum 

in one sanse was constructed a t  the onset  and from the out

s ide.  Final ly ,  decis ions about  s taff ,  budget ,  and chi ld  

care  were not  decis ions made in  isolat ion from the depart

ment  head nor ,  for  that  mat ter ,  f rom the res t  of  the s taff .  

The ra ther  low ra t ings,  above,  in  the direct ion of  autonomy 

(1/10,  3/10,  5/10)  seem real is t ic  in  that  i t  ref lects  the 

greater  autonomy of  the older  s taff  (1/10)  and the greater  

insecuri ty  of  the newer s taff  (5/10) .  In  an absolute  sense,  

however ,  the  ra t ing seems unreal is t ic .  One must  wonder  both 

about  the s taff  (commenting on their  autonomy) and about  the 

teachers  as  to  whether  they br ing to  this  quest ion a  mature 

autonomy or  a  t radi t ion of  conformity.  Both teachers  and 

s tudents  a t  the Center  are  more bound to  the doctr ines  of  

behavior  than they know. The thought  of  the classroom sym

bol ized a  camaraderie  and communion in  spi te  of  bureaucracy 

and the Modern myth.  
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INTERVIEWS WITH THE SPEECH THERAPISTS: My in terviews 

with the three speech therapis ts  took place individual ly  and 

once with them as  a  group,  a  departmental  meet ing as  i t  were.  

My quest ions grew out  of  my observat ions of  their  therapy,  

which they so graciously al lowed me to  observe.  All  three 

read my proposal ,  and a l l  three have a  reasonably c lear  

understanding of  my typology,  a l though each has  his  own re

sponse and interpretat ion of  i t .  All  three helped me to  

formulate  the quest ionnaire  that  I  subsequent ly  used with 

the s taff .  For  these reasons,  I  wil l  l imit  my remarks to  

the quest ions that  their  pract ice  evoked in  me,  t rust ing 

that  this  wil l  shed fur ther  l ight  on the THOUGHT of  the 

s taff .  These were quest ions that  I  asked af ter  having ob

served two of  them teach.  

TEACHER #1:  

1 .  Why did you use the word "bath" and not  accept  the 
chi ld 's  saying "wash"? 

2 .  Why was L.  not  praised when he said that  the l ight  
had " turned on"? 

3 .  Was a l lowing B.  to  have the book your  way of  having 
a  " t ime out"?  

k .  Do you bel ieve in  tes t ing f i rs t ,  and then teaching,  
or  vice-versa? 

5 .  Is  echolal ia  curable? Is  i t  merely being a  parrot  
or  i s  i t  being something e lse? 
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6.  Do not  chi ldren have inf lect ion before  they develop 
language ? 

7 .  Can inf lect ions,  l ike language,  be delayed in  re
tarded chi ldren? 

8 .  What  i s  the re la t ion between social izat ion and lan
guage acquis i t ion? 

9 .  What  i s  the long-term effect  of  speech or  language 
t ra ining? What  i s  re ta ined af ter  the chi ld  leaves the Center  

10.  What  do you think of  M & M's? 

11.  Does a  chi ld 's  being physical ly  cr ippled have any 
effect  on his  language acquis i t ion? 

12.  What  i s  the eff icacy of  your  one-on-one approach? 

13.  Does the teaching in  the classroom reinforce your  
teaching/ therapy ? 

14.  Do you object  to  my pul l ing charts  on your  s tudents?  

15.  Where did you go to  col lege? To graduate  school?  

16.  What  has  been your  work experience s ince graduate  
school?  

17.  Would you object  to  my observing your  s tudents  in  
the classroom by way of  playing the gui tar  for  them? 

The teacher  found most  of  her  answers  in  the pract ice  of  

behavior  modif icat ion but  never  a l lowed i ts  doctr ines  ( l ike 

the M & M's)  to  obstruct  her  humanity.  

TEACHER #2 

1 .  Do you see much confl ic t  between behavior  modif ica
t ion and freedom? 

2 .  What  do you think is  enough language to  get  by on? 
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3.  What  s tock do you put  in  Peabody Picture  Tests ,  
IPTAj and Bender-Gestal t?  

4 .  May a  language-retarded chi ld  acquire  phonemes in  
their  typical  order?  

5 .  Are famil ies  real is t ic  about  their  chi ldren 's  re
tardat ion? 

6 .  Why should a  chi ld  be t ra ined a t  CHD i f  he i s  going 
to  an ear ly  death? 

7 .  Do you equate  the mental  with the psychological?  

8 .  Do you think that  the Center  i s  basical ly  diagnost ic  
or  therapeut ic  or  educat ional?  

9 .  To what  extent  may communicat ion disorders  be com
partmental ized without  their  a t  the same t ime being re i f ied? 

10.  How much language is  acquired? How much i s  imitated 

11.  Has working here  changed your  theory or  your  assump-
t  ions ? 

12.  Is  the moral i ty  engendered here  conformity or  
autonomy? I f  conformity,  may re tarded chi ldren ever  reach 
the s tage of  autonomy? 

13.  Do you feel  that  s taff ing procedures  on Fr idays is  
a  formali ty  or  is  there  a  dynamic to  i t  for  you? 

14.  Does ins t i tut ional iz ing a chi ld  tend to  re i fy  his  
problem? 

15.  What  i s  your  world view and how does i t  re la te  to  
my typology? 

16.  What  do you think is  the world view a t  the Center?  

While  th is  teacher  was bet ter  able  to  f ie ld  the theoret ical  

quest ions,  she avoided quest ions on myths and morals .  Her  

pract ical  experience was less  avai lable  to  her .  
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CONCLUSION ON THOUGHT IN THE CENTER'S CURRICULUM: The 

quest ions above obviate  the not ion that  the speech teachers  

are  thought less  or  naive.  The "fel t"  autonomy o£ the c lass

room teachers  rules  out  their  being regarded as  assembly-

l ine product ions.  The very fact  that  e leven of  the top-

ranked s taff  could take an hour  and a  half  to  answer an in

tern 's  quest ionnaire  suggests  that  uniformity of  thought  i s  

not  mandated.  Nevertheless ,  upon ref lect ion,  i t  is  c lear  to  

me again and again that  the THOUGHT i s  Modern and produces a  

feel ing of  pathos,  rneaninglessness  and despair .  Taken sep

arately there  is  br i l l iance,  tenderness ,  warmth,  and re-

latedness  that  i s  eff ic ient  and observable .  Together ,  as  a  

whole object ,  the THOUGHT a t  the Center  reveals  a  Modern 

character izat  ion.  

CHARACTER 

Thought  reveals  character ,  and character  reveals  act ion 

The service in  the Center  for  Human Development  that  is  so 

decis ive for  curr iculum and that  reveals  character  i s  

"s taff ing."  A c l ient  typical ly  is  "s taffed" one week af ter  

his  tes t ing.  During Monday through Thursday a  given c l ient  

is  examined and tes ted by one of  the " teams."  This  informa

t ion is  shared on the fol lowing Fridays a t  the s taff  meet ing 

I  at tended eleven of  these meet ings a t  an average of  two 
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four  hours  with four  to  e ight  cases)  and heard the diagnosis  

and prescr ipt ion for  thir ty- three different  c l ients .  Inas

much as  there  were three separate  teams,  i t  was not  unusual  

for  me to  hear  the reports  of  two or  three different  teams.  

After  I  lef t  the meet ing,  I  would f i l l  in  my seIf-quest ionnaire  

and wri te  up about  one or  two pages per  hours  observed.  As 

was the case with classroom observat ions,  I  would a l low my 

mind to  play over  the symbolic  and dramatic  events  and to  

round off  the report  accordingly.  

DIAGNOSIS:  The s taff ing typical ly  involved a  team of  

about  ten people:  the doctor ,  a  nurse,  the social  " in- take" 

case worker ,  the psychologis t ,  the  speech therapis t ,  the 

special  educat ion teacher ,  the audiologis t ,  the educat ional  

diagnost ic ian,  the occupat ional  or  physical  therapis t ,  the 

recreat ional  therapis t ,  and a  member of  the diagnost ic  

prescr ipt ive teaching laboratory.  Firs t  the social  case 

worker  would give a  background report  on the family,  the 

c l ient ,  and the reasons for  the c l ient ' s  coming into the 

Center .  Next ,  the  doctor  would give s ignif icant  points  from 

the case his tory,  his  resume of  medical  char ts ,  and the f ind

ings from the physical  examinat ion.  The preconcept ion,  post-

concept ion,  prenatal ,  and postnatal  facts  were scrut inized 

for  c lues  as  to  the nature  of  the c l ient ' s  problem. 
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The psychologis t  then would report  on tes ts  such as  the 

Stanford-Binet ,  the WISC, the  Bayley Scales ,  and occasional ly  

a  TAT. The speech therapis t  would report  on observat ions of  

the c l ient ' s  expressive and recept ive language and would 

give the resul ts  of  tes ts  such as  the Arizona or  the Peahody 

Picture  Vocabulary Test .  The audiologis t  would report  on 

bone conduct ion tes ts ,  indicat ing whether  the c l ient ' s  

hear ing was normal  or  not .  The occupat ional  and/or  the physi

cal  therapis t  would report  on the c l ient ' s  perceptual  motor  

ski l l  and perhaps how wel l  he had done on the Ayres '  Southern 

Cal i fornia  Test .  I f  the chi ld  was a  s tudent  in  one of  the 

classrooms,  the special  educat ion classroom teacher  would 

report  on the performance of  the chi ld  in  her  room. Final ly  

a  member of  the Prescr ipt ive Teaching Laboratory would re

port  on observat ions made in  the lab (where the c l ient  had 

been Monday through Thursday of  the preceding week)  in  terms 

of  the scores  on the PAID or  the ITPA or  the WRAT. The 

Educat ional  Diagnost ic ian would funct ion more or  less  as  

the t imekeeper-moderator-secretary.  

PRESCRIPTION: After  f ive to  ten minutes  of  the presen

ta t ion of  the f indings and discussions about  them, the team 

would spend an equal  amount  of  t ime making suggest ions and 

prescr ipt ions (regardless  as  to  whether  or  not  the c l ient  or  
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his  family would fol low this  advice) ,  and these were re

corded and submit ted to  the medical  record l ibrar ian,  who 

typed them up and put  them in  the c l ient ' s  f i le  and a lso 

dis t r ibuted them to  the appropriate  recipients .  

A diagnosis  might  reveal  that  the chi ld  is  severely re

tarded,  or  mildly or  educably re tarded,  or  mental ly  re tarded 

but  t ra inable ,  or  not  re tarded a t  a l l .  The diagnosis  might  

be Down's  syndrome or  learning disabi l i ty  or  mult iple  brain 

damage,  or  cerebral  palsy,  or  normali ty ,  or  even gif tedness .  

In  a  few rare  cases  there  was no immediate  consensus,  but  

usual ly  there  was taci t  consent  that  each person,  in  his  own 

domain,  was r ight  to  diagnose in  the way he did and prescr ibe 

in  the way he did.  Prescr ipt ion and diagnosis  then received 

unanimous consent .  Occasional ly  the Director  would cal l  

a t tent ion to  incompatibi l i t ies  or  inconsis tencies  in  the 

prescr ipt ions,  and these usual ly  were soon resolved.  Occa

s ional ly  I  had seen the c l ient  under  considerat ion and would 

s i lent ly  agree or  disagree with the decis ions.  

The prescr ipt ion in  some cases  involved re turning the 

chi ld  to  the Center  for  out-pat ient  speech therapy or  for  

day school ,  or  even for  in-pat ient  res idency.  Sometimes 

the recommendat ion was that  the c l ient  should receive 

therapy a t  a  given c l inic ,  or  should be in  a  self-contained 
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EMR room a t  a  publ ic  school ,  or  should be a t  the TMR center ,  

or  should go to  a  shel tered workshop.  Some were prescr ibed 

to  take drugs,  others  to  at tend an open school ,  or  to  receive 

vocat ional  counsel ing.  

The tone of  the s taff ings shif ted from week to  week and 

from month to  month.  Some were sober:  The painful  t ruth 

that  nothing wil l  be done hangs in  the a i r  to  depress  a l l .  

The family refuses  advice.  At  o ther  t imes there  was joking 

and badinage:  A c l ient  c lear ly  has  bested the tes tor .  The 

director  throws out  a  new term l ike "diastosuamostomelia ."  

The group ref lects  upon i t se l f .  

The thought  was largely convergent .  Each person re

vealed what  was "remarkable"  about  the c l ient .  There was a  

didact ic  overtone inasmuch as  each special is t  was teaching 

every other  special is t .  The br i l l iant  insights  that  were 

cross-departmental  were a t  t imes resented as  intrusions upon 

other 's  terr i tory.  

One case was a i red that  I  fe l t  revealed a  re l igious 

problem. I  made th is  feel ing known to  two members  of  the 

team involved,  and they kindly considered that  what  I  had to  

say was a  l ikel ihood,  but  then dismissed i t .  Diagnosis  and 

prescr ipt ion come out  of  experience and t ra ining,  common 

sense and not  a  l i t t le  bluff ,  but  a l l  too rarely out  of  a  
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general is t ' s  sense of  the wholeness  of  the c l ient .  In  some 

few instances,  diagnoses  and prescr ipt ions were provincial  

and terr i tor ia l .  

CONCLUSION: Thought  i s  brought  to  bear  upon the c l ient .  

Judgments ,  a l l  too infrequent ly  moral  or  aesthet ic ,  are  made 

on these thoughts .  In  the s taff  meet ing the diagnost ic ian 

takes  on a  character  specif ic  to  his  special ty .  He i s  

re i f ied.  Character  i s  heteronomous inasmuch as  the wil l  of  

the other  i s  required to  br ing "one 's  exis tence" into being.  

There i s  occasional ly  the autonomous character  who takes  a  

Greek s tance that  i s  isolated and individuated.  There i s  

occasional ly  the theonomous character  who takes  the Judeo-

Chris t ian s tance that  is  wil l ful  and fa l len.  Most  charac

ters  are ,  with an admit ted mixture  of  a  b i t  of  the Greek and 

of  the Judeo-Chris t ian within them, more precisely Modern 

characters  who are  other-directed and conformist .  

ACTION 

Thought  reveals  character ,  and character  dramatizes  

act ion.  Act ion,  in  l i terature ,  may be s imple or  complex;  i t  

may have a  reversal  or  a  discovery,  or  both.  The imitat ion 

of  an act ion was,  for  Aris tot le ,  the soul  of  the play.  

Imitat ion,  as  discussed in  Chapter  Two,  can be l i teral  and 

outward,  or  i t  can be inner  and dream-l ike.  For  Piaget ,  
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l i teral  imitat ion is  an outward acconmodat ion,  whi le  playful  

imitat ion is  an inner  ass imilat ion,  and real  growth takes  

place when an equi l ibr ium is  reached between the two of  them. 

In  observing the act ion a t  the Center ,  I  f i rs t  wanted to  

know i f  i t  was imitable  and second wanted to  determine i f  i t  

involved equi l ibr ium or  some other  kind of  imitat ion.  

I  observed the recreat ion therapis t  work on perceptual  

motor  ski l ls  with the chi ldren.  She had planned motion and 

movement  games that  emphasized body space and deemphasized 

competi t ion.  (There seems to  be a  hiatus  between noncompeti

t ive sports  and record keeping:  I t  is  easier  to  chart  the 

winners  and losers . )  In  many of  the competi t ive games she 

got  down on the f loor  with the chi ldren and was a  contestant .  

She par t ic ipated in  a  three- legged race.  She a lso played 

dominoes and directed a  cerebral  pals ied chi ld  on a  dol ly  to  

move himself  in  a  f igure e ight  pat tern.  In  par t  the s tudents  

(who,  i t  must  be admit ted,  are  a t  a  higher  level  of  func

t ioning than the day s tudents)  "played" with the act ion of  

the teacher ,  and in  par t  they imitated her  exact ly .  This  

act ion is  s imilar  to  that  of  the open classroom. 

I  also observed the occupat ional  therapis t  adminis ter  a  

Southern Cal i fornia  Sensory Integrat ion Test  by J .  Jean 

Ayres .  This  tes ted space visual izat ion,  f igure-ground,  
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f inger  ident i f icat ion.  As the chi ld  f i t ted pieces  together ,  

or  discr iminated between t r iangles  and pears ,  or  as  he t r ied 

to  fol low the race t rack drawing in  f ront  of  him by making 

his  mark between the two borders ,  he imitated exact ly  what  

the  teacher  had modeled for  him.  The tes t ' s  le t ters  are  in  

blocky pr int  and cheerful  colors .  Some par ts  of  the tes t  

are  l ike games:  Simon Says or  hopscotch.  In  a l l  cases ,  how

ever ,  an exact  imitat ion of  the model  i s  what  i s  required.  

The two Language Disorders  teachers  that  I  observed in  

speech therapy had both more than a couple  of  years '  experi

ence working with the re tarded.  Both had a  few reservat ions 

about  the appl icat ion of ,  but  not  the theory behind,  operant  

conditioning and behavior modification. Both allowed me to 

observe their  work in  pr ivate  and in  the classroom. Both 

sought  to  e l ic i t  from their  s tudents  a t tent ion and response.  

Both asked the s tudent  to  imitate  and to  model  their  lan

guage on their ,  the teacher 's ,  language.  Both used mult iple  

s taged commands to  determine the recept ive language of  the 

chi ld .  ("Pick up the key and give i t  to  me!")  One used 

verbal  reinforcement  while  the other  used token re inforce

ment .  Both used the s taff ' s  diagnosis  of  the chi ld 's  per

formance as  a  basel ine upon which to  bui ld  their  program. 

Both worked to  ini t ia te  or  to  improve the s tudent 's  language 
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The Language Disorders  teachers  es tabl ished the chi ld 's  

reper toire ,  and they at tempted to  t ra in  " in"  addi t ions to  

that  reper toire .  They of ten recognized the difference be

tween re tardat ion of  a  physical  nature  and impoverishment  of  

a  social  nature .  They made the s teps  in  their  lessons c lear  

and s imple.  They used reinforcement  to  consol idate  on the 

gains  they made.  The act ion,  then,  did not  involve reversal  

and discovery,  but  i t  was s imple and uncomplicated,  and 

basical ly  Modern.  

The dream-l ike and symbolic  act ion appropriate  to  the 

Greek or  Freudian technique (of  Bodenheimer)  and the equi l i 

brated act ion appropriate  to  the Judeo-Chris t ian or  Piaget ian 

technique (of  Eisenson)  was not  unknown to  these teachers ,  

and in  some instances  one or  the other  emerged in  their  cur

r iculum. But  the act ion,  or  the prescr ipt ion that  they made,  

might  read l ike this :  

Have the s tudent  a t tend!  
Have the s tudent  imitate!  
Have the s tudent  imitate  without  a  model  present!  

This  prescr ipt ion seems to  rule  out  the Piaget ian assumption 

that  the chi ld ,  from infancy on,  combines imitat ion with 

play,  ass imilat ion with accommodat ion.  What  i s  ruled _in i s  

the Modern assumption that  language can be t ra ined in ,  and 

that  the model  provides  a  s imple kind of  imitat ion.  The 
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act ion is  Modern,  but  regardless  of  whether  i t  is  Greek or  

Judeo-Chris t ian or  Modern,  i t  is  an act ion that  the observer  

can "read" and with which he can ident i fy .  

CONCLUSION ON THE FORMAL CAUSE OF THE CURRICULUM 

The THOUGHT as  represented by the opinions of  the s taff  

i s  Modern.  Whether  i t  be bureaucrat ic  leadership,  or  be

havior  modif icat ion moral i ty ,  or  progressive world view,  or  

observable  and quant i f iable  t reatment ,  the opinion seems to  

dr i f t  toward the Modern reading.  In  turn,  the CHARACTER of  

the s taff  i s  Modern.  Many d iscipl ines  were represented in  

s taff ing,  and most  are  from the sciences or  the social  

sciences .  What  br ings them together  i s  not  the total  view 

of  a  general is t ,  but  ra ther  an inst i tut ional  heteronomy or  

conformity.  When one departs  from what  i s  "remarkable"  

about  the pat ient  in  terms of  one 's  own special izat ion and 

begins  to  use one 's  wisdom or  common sense to  ta lk  about  

chi ldren or  adul ts ,  one i s  a t  t imes accused of  get t ing out  

of  one 's  f ie ld .  ACTION that  i s  the resul t  of  THOUGHT and 

CHARACTER i s  also Modern.  There i s  occasional ly  t ime for  

play and t ime for  equi l ibr ium, but  in  the act ion most  of ten 

observed,  the teacher  usual ly  had a  s imple act ion which the 

chi ld  was to  imitate .  This  s imple mimicry symbolized the 

Modern act ion.  
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THE MATERIAL CAUSE OF THE CURRICULUM AT 

THE CENTER FOR HUMAN DEVELOPMENT 

At  the Center  the mater ia l  i s  based on developmental ly  

appropriate  behaviors  in  gross  motor ,  f ine motor ,  social ,  

se l f -help,  cogni t ive,  and language areas .  Given the diag

nosis  of  a  par t icular  chi ld  and the ski l l  or  act ion that  is  

appropriate  for  his  mental  age,  the teacher  constructs  be

havioral  object ives  accordingly.  I f  a  chi ld  needs to  inser t  

"a 's"  and " the 's"  into his  sentences,  then the mater ia l  may 

be sentences that  he i s  to  parrot  that  include "a 's"  and 

" the 's"  or  i t  may be sentences where the "a 's"  and the 

" the 's"  are  omit ted so as  to  have the s tudent  f i l l  them in .  

In  the Greek type inst i tut ion,  the mater ia l  might  be 

selected to  reinforce oral ,  anal ,  or  geni ta l  problems,  and 

symbols  f rom dining,  def icat ing,  and dreaming might  be used.  

In  the Judeo-Chris t ian type inst i tut ion,  the mater ia l  might  

be selected by the s tudent  because i t  displays presymbolic  

pat terning within the chi ld ,  or  i t  might  be selected by the 

teacher  because i t  displays openness  to  t ranscendence.  

Similar ly ,  a  video-tape recorder  might  be used for  i t s  dream

l ike effect  in  the Greek inst i tut ion,  and i t  might  be used 

to  play around and create  meaning in  the Judeo-Chris t ian 
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inst i tut ion.  Food,  as  Bodenheimer pointed out ,  might  be fed 

to  the teacher  b^_ the  chi ld ,  or ,  as  in  the case of  the Judeo-

Chris t ian set t ing,  might  be shared.  The mater ia l  in  the 

Modern se t t ing must  be manipulable  and age-appropriate .  The 

requirements  of  heteronomy are  such that  s tor ies  and music  

and toys must  have met  some consensual  approval .  The video

tape recorder  i s  used to  monitor  the chi ldren.  Food i s  not  

to  be shared by chi ldren and teachers  .  

Mater ia l  in  the Modern se t t ing also is  of ten confused 

with the formal  cause of  the curr iculum. Words,  for  exam

ple  ,  are  a  kind of  behavior  that  have no meaning beyond 

themselves  and consequent ly  do not  re la te  internal ly  to  play 

or  dreams.  They therefore  become in  and of  themselves  a  

kind of  act ion,  s ince thought  or  wil l  or  wit  are  not  re

quired for  their  operat ion.  

At  the Center  the mater ia l  was more of  the Modern than 

of  the Judeo-Chris t ian or  Greek var ia t ion.  Goals  were pre-

establ ished,  words were " t ra ined in ,"  model ing and echoing 

were used to  achieve the goals .  I  was not  aware that  the 

s t rong modal i t ies  discovered in  assessment  of  the chi ld  were 

exploi ted,  but  such could have been the case.  (That  i s ,  i f  

a  chi ld  were s t rong tact i le ly  but  weak visual ly ,  he would be 

made to  feel  ra ther  than see the object  he was learning to  
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descr ibe.)  Assimilat ion never  received as  much a t tent ion as  

accommodat ion.  On the whole,  my impression was that  the Mod

ern approach to  mater ia l  was used.  

My explorat ion of  the mater ia l  cause of  the curr iculum 

and my in terest  in  Piaget  and McNeil l  and Menyuk did prompt 

me to  observe the spontaneous speech of  two chi ldren using 

the scoring system provided by Laura Lee in  her  Develop-

mental  Sentence Analysis .  Lee feels  that :  

A language-delayed chi ld  seems to  formulate  a  sentence 
s lowly and to  re t r ieve words one by one in  contrast  to  
a  normal  chi ld ,  who appears  to  formulate  a  sentence as  
a  uni t  and to  say i t  quickly.  The problem of  word la t 
ency may be c losely related to  s low-developing syntac
t ic  rules .  The very effor t  required for  word recal l  
may interfere  with the development  of  automatic  sen
tence format  ion.26 

Each type of  word and each type of  sentence and each type of  

phrase the chi ld  ut ters  is  scored.  I f  the chi ld 's  score in  

syntax and grammar lags  behind his  age,  then the analysis  i s  

used for  planning future  instruct ion.  

The two s tudents  I  observed ut tered occasional  spon

taneous sentences while  they were being tes ted by the 

teachers .  The developmental  sentence analysis  (Appendix IV 

a  and b)  of  their  ut terances reveals  that  they lag behind 

r\ r 

Laura Lee,  Developmental  Sentence Analysis  (Evanston:  
Northwestern Universi ty  Press ,  1974) ,  p .  8 .  



147 

their  age level .  One i s  in  the dormitory set t ing a t  CHD, 

and the other  was considered to  be funct ional ly  re tarded by 

the speech therapis t .  Lee remarks about  negat ion of  verbs:  

A chi ld  who i s  retarded in  cogni t ive development  may be 
extremely s i tuat ion-bound,  that  i s ,  unable  to  think be
yond the immediate  sensory s t imulat ion of  h is  present  
environment .  I f  a  chi ld  has  not  yet  developed the idea 
of  object  constancy,  i f  he cannot  think about  anything 
that  i s  not  in  s ight ,  then negat ion has  l i t t le  semantic  
value.  Nonexis tence of  a  famil iar  object  wil l  not  be 
not iced by so re tarded a  chi ld .27 

In both of  these subjects  only two negat ions were present  

("I  can ' t  hardly hear"  and "I  a in  doin no more") .  What  i s  

c lear  a t  this  point  i s  that  a  harmless  exercise  such as  an 

analysis  of  sentences takes  one into the middle  of  the meta

physical  issue:  Is  "object  constancy" a  behavior  that  i s  

t ra ined " in"  or  is  i t  a  "cogni t ive de\d.opment"  that ,  in  the 

case of  the re tarded,  has  been postponed? 

CONCLUSION REGARDING THE MATERIAL CAUSE 

OF THE CURRICULUM 

The mater ia l  cause of  the curr iculum for  the Modern 

s tory may be considered to  be independent  of  or  i t  may be 

considered to  be dependent  upon the formal  cause of  the 

curr iculum. I f  the act ion is  echoing or  model ing af ter  the 

teacher  ( that  i s ,  l i teral  imitat ion) ,  and language is  con

sidered a  behavior  unrelated to  "mental is t ic  and invis ible"  

^  lb id  .  ,  p .  28.  
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act ivi t ies ,  then,  in  a  sense,  act ion is  only react ion,  and 

dream, play,  and cogni t ion are  ruled out ,  and in  a sense the 

formal  and mater ia l  causes  of  the curr iculum are  one.  

CONCLUSION ON TOE CENTER 

The Center  for  Human Development  i s  commit ted to  

"normalizat ion,"  that  i s ,  to  the pr inciple  that  the re tarded 

no longer  need to  be permanent ly  inst i tut ional ized or  even 

compartmental ized,  but  that  they can be t ra ined to  be or  

appear  to  be normal  in  cer ta in  funct ions and can f i t  into 

society in  one way or  another .  That  th is  concept  may or  may 

not  be humane i s  not  under  considerat ion a t  this  point ,  a l 

though I  wil l  remark on that  issue la ter ;  what  i s  a t  s take 

here  is  the way in  which the Center  goes about  operat ing on 

this  premise .  

As I  read the Center ,  I  f ind i t  a  convincing and a  

bel ievable  ar t is t ic  whole.  The f inal  cause of  pathos i s  a  

powerful  feel ing.  Some of  the Greek drama,  some of  Shakes

peare ,  and much Modern l i terature  leave this  feel ing.  I  

have observed ear l ier  that  the feel ing of  pathos is  " in

tended" by the ar t is t  and is  evoked by an "heroic ,"  a lbei t  

Modern,  act ion.  Other  inst i tut ions that  I  have observed or  

served have lef t  this  feel ing also.  
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The eff ic ient  and the mater ia l  causes  are  both Modern.  

Competency-based educat ion or  t ra ining and accountabi l i ty-

are  present ly  in  the saddle .  This  method of  coming into 

being and the mater ia ls  that  are  spawned are  not  open and 

not  mil ieu-or iented.  They re inforce the feel ing of  pathos.  

The formal  cause of  the Center  i s ,  so far  as  the act ion 

in  the curr iculum is  concerned,  a lso Modern.  I t  is  a  l i teral  

kind of  imitat ion dependent  upon behavior  modif icat ion and 

operant  condi t ioning.  This  act ion f inds i ts  way into 

schools  today in  the form of  behavioral  object ives .  I t  has  

also been used with some success  in  penal  ins t i tut ions.  

There should be no surpr ise  in  i ts  being used with the re

tarded.  Act ion involving play and equi l ibr ium is  less  

s imple and not  as  immediately successful .  

While  the Center  as  a  whole,  then,  i s  convincingly 

Modern,  i t  is  c lear  that  the curr iculum, the s taff ,  and the 

teachers  have Greek and Judeo-Chris t ian components  within 

them. At  t imes i t  seems that  the Center  i s  working a t  

cross-purposes  with i t se l f .  There are  ambigui t ies  and 

paradoxes that  seem to  be a  burden.  Perhaps i t s  nat ive wit  

wi l l  a l low the Center  to  take this  burden somewhat  more 

i ronical ly  or  less  heavi ly .  
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So far  I  have been able  to  ident i fy  with the programs 

a t  the Center  and to  project  myself  in to  them. This  wil l  be 

c lear  in  the next  chapter .  In  level ing my cr i t ic ism at  the 

Center ,  I  t rust  that  i t  wil l  be received in  the spir i t  in  

which i t  is  intended;  namely as  coming from one who loves 

i t  and who has  worked for  i ts  bet terment .  

CONCLUSION TO CHAPTER THREE 

The method used a t  the Center  for  Human Development  i s  

a  method taken from the humanit ies .  I t  i s  modeled af ter  a  

theological  l i terary cr i t ical  method.  I t  i s  a t  home with 

inquiry into myths and morals .  I t  is  not  uncomfortable  with 

divergent  thinking and value judgments .  The method i s  unin

te l l igible  to  and uncomfortable  for  the mind that  f inds 

t ruth only in  the natural  and the social  sciences .  The 

method i s  intel l igible  to  and useful  for  the mind with a  

modicum of  t ra ining in  the humanit ies .  

The goal  of  th is  method i s  not  only abstract  general i 

zat ions but  as  wel l  concrete  self-knowledge.  The larger  

quest ions are:  "What  i s  the nature  of  curr iculum in special  

educat ion?" "What  are  the mythical  opt ions in  our  cul ture  

today?" "What  re la t ion do these myths have to  moral i ty?"  
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"What  re la t ion do both myths and morals  have to  curr iculum 

in special  educat ion?" The method,  however ,  i s  not  run by 

a  machine,  but  used by an inquirer  who i s  a  se l f - ref lect ing 

human being.  The inquirer  properly asks  of  himself :  "What  

mythical  world do I  l ive in?"  "What  moral i ty  i s  engendered 

by this  myth?" "What  do I  understand curr iculum to  be?" 

"What  do I  understand special  educat ion to  be?" "What  

bear ing do myths and morals  have on curr iculum in  special  

educat ion?" 

Special  educat ion has  been def ined by Robert  M. Smith 

and John T.  Neisworth in  their  The Except ional  Chi ld  :  A 

Funct ional  Approach as  fol lows :  

Special  educat ion is  that  profession concerned with the 
arrangement  of  educat ional  var iables  leading to  the pre
vent ion,  reduct ion,  or  e l iminat ion of  those condi t ions 
that  produce s ignif icant  defects  in  the academic,  com
municat ive,  locomotor ,  or  adjust ive funct ioning of  
chi ldren.  "  

For  the authors ,  the def ini t ion serves  to  deemphasize def i 

c i ts  and deviat ions and to  do away with label ing and to  em

phasize the interact ion between teacher ,  s tudent ,  and the 

learning environment .  The def ini t ion raises  quest ions such 

as- :  I s  teaching a  profession? What  i s  educat ion? What  i s  

^Robert  M. Smith and John T.  Neisworth,  The Except  ional  
Chi ld:  A Funct ional  Approach (New York:  McGraw Hi l l ,  Inc. ,  
1975) ,  p .  13.  
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funct ioning? Tentat ively accept ing i t ,  however ,  the  def ini

t ion means that  by,  for  example,  giving me a  pair  of  glasses  

and by not  label ing me as  funct ional ly  bl ind,  special  educa

t ion has  the job of  faci l i ta t ing interact ion between me 

(with my glasses  on) ,  my teacher ,  and my learning environ

ment .  This  i s  also the process  of  "normalizat ion":  

Normalizat ion is  the concept  that  the educat ional  and 
therapeut ic  goal  for  except ional  individuals  must  be 
normal  funct ioning and s ta tus ,  and that  procedures  em
ployed in  a t ta ining the goal  must  be as  c lose to  normal  
as  feasible .29 

Again,  the authors '  def ini t ion raises  quest ions about  nor

mali ty  and s ta tus ,  but  again,  accept ing the def ini t ion ten

ta t ively,  the normalizat ion of  my educat ion,  for  example,  

would be m}'-  funct ioning in  an environment  where no s t igma is  

at tached to  wearing glasses .  

These def ini t ions may br ing out  the problems that  the 

method used a t  the Center  seeks to  address .  What  myth does 

normalizat ion presuppose? What  type of  moral i ty  does normal  

funct ioning and s ta tus  presuppose? Does the Modern myth 

re inforce or  contradict  normalizat ion? Does the heterono-

mous moral i ty  of  Behavior  Modif icat ion reinforce or  contra

dict  normal  funct ioning and s ta tus? As laudable  as  the 

^^Ibid .  ,  p .  395 .  
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gains  may be that  are  accomplished by Behavior  Modif icat ion,  

nonlabel ing,  effect ive funct ioning,  and normalizat ion,  ques

t ions s t i l l  must  be ra ised about  the myths and the moral i ty  

implici t  within them. 

With the problems addressed by this  inquiry being of  

such a  global  nature ,  heuris t ic  hypotheses  are  ruled in ,  and 

tes table  hypotheses  are  c lear ly  out  of  court .  The typology 

assumes cer ta in  things about  real i ty ,  but  i t  is  one thing to  

assume that  the present  day myth i s  the Modern myth or  that  

this  myth can be used heuris t ical ly  to  discover  the causes  

of  the curr iculum at  the Center  for  Human Development  or  

that ,  indeed,  the Center ' s  curr iculum has a  formal ,  f inal ,  

eff ic ient ,  and mater ia l  cause;  and i t  is  qui te  another  to  

tes t  these assumptions.  

What  appl ies  a t  the Center  a lso obtains  in  the l i tera

ture .  The method admit tedly operates  on the basis  of  

e l ic i t ing one 's  feel ings f i rs t ,  and then working back from 

that  to  discoveries  in  other  areas .  This  aesthet ic  approach 

is  not  problematic  in  the humanit ies ;  what  i s  required is  a  

thorough-going cr i t ique of  feel ings.  In  the social  sciences 

this  move i s  to  be deplored;  object ivi ty  is  the object .  My 

feel ings are  pecul iar  to  me;  the method 's  being based on 

pursuing one 's  feel ings is  not  a  personal  crotchet  or  
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idiosyncrasy.  So whether  one examines the l i terature  or  the 

case s tudy,  the method requires  that  one feel  deeply and 

examine one 's  feel ings.  

Curiously this  emphasis  on feel ing made the select ion 

of  the Center  random. In  a  t ight ly  s t ructured experimental  

design one might  randomly select  one school  out  of  th i r ty  

different  schools ,  but  one must  have determined in  advance 

that  one was examining schools .  The method might  jus t  as  

easi ly  have worked on a  c lassroom, a  TMR center ,  an indi

vidual ,  or  a  pre-school  set t ing,  but ,  in  fact ,  i t  was 

focused on the Center .  

Assuming the correctness  of  my feel ing that  the Center  

had a  Modern curr iculum, I  invest igated the formal ,  eff i 

cient ,  and mater ia l  causes  of  the curr iculum. My or iginal  

quest ionnaire  was t ransformed by the new mater ia l  given me,  

and by the new s i tuat ions in  which I  found myself ,  and by 

the new people  whom I  met .  Because my instruments  were f rom 

the humanit ies  and because they were growing ra ther  than 

s ta t ic ,  i t  must  be admit ted that  their  re l iabi l i ty  as  meas

ur ing instruments  diminished.  Because they or iginated out  

of  my se l f -quest ionnaire ,  th is  meant  that  they carr ied my 

biases  with them; and i f  I  nodded in  the process ,  my s leep 

a l l  the.  more compounded the error .  Addit ional ly ,  being in  
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the  equat ion myself ,  I  was one of  the confounding var iables .  

On the other  hand,  the method i s  a  re l iable  instrument  for  

get t ing into a  "whole made object"  and passing judgments  on 

i t s  completeness  or  incompleteness .  

With regard to  val idi ty ,  the method i s  not  incompatible  

with the insights  and instruments  of  other  curr iculum cr i t 

ics  (see especial ly  the essays "Curr iculum Cri t ic ism" and 

"A Discipl ine of  Curr iculum Theory" in  Wil l iam Pinar 's  

Curr iculum Theorizing:  The Reconceptual is ts)  .  But  i t  does 

not  c la im to  invest igate  quant i f iable  evidence.  Is  the 

THOUGHT of  the Center  more pronounced and s ignif icant  than 

the ACTION? Is  there  more or  less  camaraderie  among the 

teachers  than what  I  reported? Is  the THOUGHT as  present-

or iented and i s  the CHARACTER as  fragmented as  I  suggest?  

Would another  inquirer  using the same method f ind the same 

mater ia l  and the same conclusions? An apocryphal  s tory has  

i t  that  a  young l i terary cr i t ic  came to  Robert  Frost ,  ex

claiming that  one cr i t ic  read one of  Frost ' s  poems one way,  

and that  another  cr i t ic  had read exact ly  the same poem an 

ent i re ly  different  way.  What ,  he inquired,  was Frost  to  

make of  those two diametr ical ly  opposi te  readings? Frost ' s  

reply was "So much the bet ter ."  



I f  oae reads the f inal  cause of  the Center ' s  curr iculum 

as  pathos and another  reads i t  as  t ragic ,  so much the bet ter .  

I f  one reads the s taff ing as  a  re i f icat ion of  special iza

t ions (and except ional i t ies) ,  and another  reads the s taff ing 

as  integrat ive,  so much the bet ter .  I f  one reads the eff i 

cient  cause as  competency-based,  and another  reads i t  as  

mil ieu therapy-oriented,  so much the bet ter .  I f  one reads 

the mater ia l  cause as  subordinate  to  the formal  cause,  and 

another  reads the formal  cause as  subordinate  to  the mate

r ia l  cause,  so much the bet ter .  The val idi ty  of  the method 

i s  vi t ia ted only i f  one were not  able  to  discover  something 

about  the causes  themselves ,  or  something about  the myths 

and the morals  re la ted to  these causes .  

The analysis  of  the data  that  I  have col lected by means 

of  my method has  been ref lect ive and not  s ta t is t ical .  I  

have been passive and act ive and interact ive.  Mater ia l  has  

been quant i f ied and key-sorted.  But ,  in  l ine with Whitehead 's  

maxim, my a t tempt  has  been to  "Seek s implici ty ,  and mistrust  

i t . "  The method leaves the f inal  juggl ing of  the var ious 

instruments  up to  the inquirer .  The method makes possible  a  

c lean dr ive into the causes  of  curr iculum, but  i t  a lso makes 

a  serendipi ty  in  myths and morals  possible .  
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The f indings in  ray inquiry into the curr iculum at  the 

Center  may be s low in  making themselves  fe l t  in  the con

s t ruct ion of  curr iculum in special  educat ion.  My gamble in  

the next  chapter  i s  that  this  is  not  the.  case .  What  i s  

immediately c lear  to  me i s  that  the method reveals  problems 

that  Behavior  Modif icat ion ra ises  for  moral i ty .  The method 

seems to  suggest  a  broader  problem: Does the Modern approach 

apply to  normal  people? Does the Judeo-Chris t ian approach 

apply to  subnormal  people? Does the Modern myth del iver  the 

goods of  progress ,  or  does i t  burden us  with contradict ions? 

Does the Judeo-Chris t ian "fal l  into his tory" mean anything 

to ,  or  in ,  educat ion? These and other  metaphysical  quest ions 

wil l  be addressed in  the two subsequent  chapters .  
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CHAPTER FOUR 

HOW CAN WE KNOW THE DANCER FROM THE DANCE? 

This  chapter  wil l  focus on the music  curr iculum of  three 

day school  c lasses  a t  the Center  as  they engage in  s inging 

and on two s tudents  as  they encounter  a  s tudent  intern-

curr iculum cr i t ic-music  therapis t .  I t  is  not  easy to  ex

plain how I  moved f rom the role  of  the curr iculum cr i t ic  to  

that  of  the curr iculum maker ,  but  i t  was a  natural  emergent  

f rom the method thus far  out l ined.  I  wil l  answer la ter  how 

the method _I  have used can be used by other  cr i t ics ,  and 

how they too would be carr ied by the logic  of  the method to  

a  s imilar  posi t ion.  Suff ice  i t  to  say a t  this  point ,  I  am 

now ta lking about  how the curr iculum looks to  me as  a  

cr i t ic  and how i t  appears  to  me as  a  teacher .  To explain 

this  posi t ion,  a  br ief  recap is  in  order .  

In  Chapter  One the theological  l i terary cr i t ical  method 

was explained.  According to  the Aris totel ian t radi t ion the 

l i terary object  i s  a  whole made object  that  makes an impact  

on the reader .  Reading back from this  impact ,  or  "f inal  

cause,"  the reader  i s  able  to  discover  the causes  of  that  
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"wholeness ,"  that  i s ,  the formal  cause,  or  the plot ,  char

acter ,  and thought ;  the eff ic ient  cause,  or  the point  of  

view; and the mater ia l  cause,  or  the dict ion and melody.  

When the Aris totel ian method i s  considered hermeneut ical ly ,  

that  i s ,  is  interpreted in  terms of  present  condi t ions,  the 

theological  l i terary cr i t ic  expands the f inal  cause from 

just  one kind of  feel ing to  several ,  f rom one kind of  hero 

to  several ,  f rom one kind of  character  to  several ,  and from 

one kind of  point  of  view to  several .  This  method has  much 

in  common with the method of  T.  S .  El iot  and Robert  Penn 

Warren and Kenneth Burke,  and i s  more precisely pat terned 

af ter  the method of  the Chicago theological  Neo-Aris totel ian 

cr i t ics .  I t  is  one method among many in  the f ie ld  of  l i t 

erary cr i t ic ism,  and i t s  pract i t ioners  have put  i t  to  use in  

examining Faulkner  and Hawthorne and Melvi l le  and Hemingway.  

In  Chapter  Two the f i rs t  gamble of  th is  work was under

taken:  that  i s ,  that  this  method may be used in  examining 

l i terature  in  curr iculum, in  this  instance,  in  the area of  

communicat ion problems curr iculum in special  educat ion.  I t  

would have been an easy task to  focus on a l l  the "how to  do 

i t"  texts  deal ing with communicat ion problems,  but  th is  

procedure c lear ly  would f ly  in  the face of  a  method that  
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sets  i tself  up to  invest igate  formal  and eff ic ient  and f inal  

as  wel l  as  mater ia l  causes .  The method,  then,  began by 

making a  comprehensive review of  the l i terature  and by 

focusing on the feel ing or  the "f inal  cause" produced by 

this  l i terature .  From there  the method pushed back to  the 

formal ,  eff ic ient ,  and mater ia l  causes .  The pathet ic  feel ing 

was produced by a  l i teral is t ic  imitat ion of  an act ion found 

in  behavior ism and was brought  into being af ter  the manner  

of  competency-based educat ion.  The mater ia l  cause of  th is  

curr iculum was language and song on a  l i teral is t ic  level .  

The t ragic  feel ing was produced by a  symbolic  imitat ion of  

an act ion found in  psychoanalysis  and was brought  into being 

af ter  the manner  of  mil ieu therapy.  The mater ia l  cause of  

th is  curr iculum was language and song on a  dream-l ike level .  

Final ly  the redemptive feel ing was produced by an act ion 

that  brought  equi l ibr ium between imitat ion and dream found 

in  s t ructural  psychology af ter  the manner  of  open educat ion.  

The mater ia l  cause of  th is  curr iculum was language and song 

on an his tor ical  and a  representat ional  level .  

In  Chapter  Three the second gamble of  the work was 

undertaken:  that  i s ,  that  this  method not  only is  appl i 

cable  to  the f ie ld  of  l i terature  in  curr iculum, but  that  i t  
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have been possible  to  have examined a  school  where special  

educat ion s tudents  are  mainstreamed into the regular  c lass

room, or  to  have examined a  self-contained class  in  a  publ ic  

school  for  except ional  chi ldren.  This  might  have focused 

more on the manner  and on the mater ia ls  of  the curr iculum 

and less  on the formal  cause of  the curr iculum. At  the 

Center  the act ion of  the teacher  can reveal  s imultaneously 

the act ion chosen to  impinge on the except ional  s tudent  and 

as  wel l  on the diagnost ic  and the prescr ipt ive act  upon 

which this  teaching is  bui l t .  

In  my judgment ,  the  gamble in  Chapters  Two and Three 

paid off .  In  Chapter  Two the whole spectrum of  l i terature  

was covered—from the roost  theoret ical  to  the most  pract ical  

Freud,  Skinner ,  and Piaget ,  as  I  argued,  not  only represent  

three dis t inct  and important  categories  of  thought  re levant  

to  special  educat ion,  but  indeed have created or  a t  least  

recreated these categories .  To deal  with them has  amounted 

to  deal ing with the formal  cause of  the curr iculum in  specia  

educat ion.  The three world views that  they reveal  are  of  

course typological  and do not ,  as  I  have insis ted a l l  along,  

cover  the world view of  the pr imit ive nor  of  the Eastern 
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modes of  thought .  But  the surest  way to  misunderstand the 

Eastern and the pr imit ive mind i s  to  fa i l  to  come down 

where one is_ in  the Western world.  The survey of  the four  

causes  of  the curr iculum spawned by the schools  of  Piaget  

and Skinner  and Freud,  then,  I  submit ,  i s  representat ive,  

though by no means absolutely exhaust ive.  

I t  i s  r isky to  feel  one 's  way into l i terature;  i t  is  

even r iskier  to  feel  one 's  way into inst i tut ions.  In  Chapter  

Three the invest igat ion moved f rom theory to  pract ice ,  and 

in  Chapter  Three the invest igat ion moved within appl ied 

curr iculum from feel ing to  form,  from the thought  and the 

character  of  the s taff  to  the act ion of  the s taff .  I f  one 

were f rom a county or  an accredi t ing agency assessing the 

accountabi l i ty  of  the Center ,  th is  gamble would be a  s t range 

and perhaps unacceptable  procedure to  fol low.  Conversely,  

my a im was not  to  measure the eff ic iency of  the curr iculum, 

for  the yardst ick that  measures  curr iculum in that  way i t 

self  i s  one of  the counters  within the Modern game.  Rather ,  

I  have a t tempted to  f ind the connect ion between the world 

view of  the curr iculum and the moral i ty  that  i t  engenders .  

The reading I  have given the Center  must  be judged in  terms 

of  i t s  drama,  i t s  concreteness ,  and i t s  abi l i ty  to  convince 

readers  as  diverse  as  except ional  chi ldren,  parents  of  
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except ional  chi ldren,  teachers  of  except ional  chi ldren,  and 

curr iculum cr i t ics .  I t  is  t ime to  s top apologizing for  

feel ings in  matters  of  the mind and to  s tar t  cr i t iquing 

rather  than dismissing those feel ings.  My feel ing as  I  

reacted to  the Center  was one of  pathos and despair .  

Having reviewed the l i terature  and having "read" the 

Center ,  there  was one more r isk before  me.  Having fe l t  

despair  and pathos about  the curr iculum at  the Center ,  dare  

I  ask to  create  and apply a  different  curr iculum there? 

Again,  my feel ings led me f i rs t  to  ask i f  I  could " teach" 

the c lasses ,  and then to  ask i f  I  could " teach" the s tudents  

on an individual  basis .  The f i rs t  feel ing was not  based on 

an assumption that  I  was a  bet ter  teacher  than those I  ob

served.  On the contrary,  I  found the teachers  to  be compe

tent ,  intel l igent ,  and a t t ract ive.  Nor was i t  that  I  

should chip in  and pay my way,  a l though I  must  admit  that ,  

as  a  conscient ious s tudent  and teacher ,  there  must  have been 

some preconscious feel ings of  the Protestant  work e thic  

var ie ty  that  disposed me in  this  direct ion.  Rather  i t  was 

a  feel ing of  complementar i ty .  The more I  saw the method 

and the moral i ty  and the mythology under  which the teachers  

operated,  the more I  fe l t  impel led to  tes t i fy  to  a  different  
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method and moral i ty  and mythology.  The hospi ta l i ty  of  the 

Center  was such that  I  was encouraged to  experiment  f rom my 

se t  of  convict ions and presupposi t ions,  a l l  of  us ,  of  

course,  recognizing that  the aim of  a l l  of  us  was for  the 

good (however  that  may be conceived)  of  the s tudents .  

The second feel ing,  that  i s ,  the feel ing that  I  should 

ask whether  I  could teach the s tudents  on an individual  

basis ,  was not  based on the feel ing that  "af ter  a l l ,  there  

are  those who fa l l  between the cracks"  and that  I  should 

help those unfortunates  who needed special  a t tent ion above 

and beyond what  was given by the classroom s i tuat ion.  On 

the contrary,  one of  the two chi ldren with whom I  was to  

work was a l ready receiving outs ide help,  and both of  them 

had physical  and/or  recreat ional  therapy addi t ional  to  

their  classroom curr iculum. Strange as  i t  may seem, i t  

sometimes appears  that  some chi ldren receive too much 

a t tent ion.  Nor was i t  my feel ing that  these two chi ldren 

were enigmas to  their  classroom teachers  and that  by d i l i 

gence I  could crack the code and explain them to  their  

teacher .  I  must  admit  to  an element  of  the "mad scient is t"  

in  my make-up,  or  to  put  a  decent  face on i t ,  "construct ive 

cur iosi ty ."  I  have learned,  however ,  pret ty  much to  
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st ra ight  jacket  th is  feel ing when I  am away from home.  I t  

again was the not ion of  complementar i ty .  There seemed to  me 

to  be a  s t ra ight  l ine from Piaget ' s  equi l ibr ium to  Eisenson 's  

es tabl ishing representat ional  thought  to  McNeil l ' s  cont i 

gui ty  of  chi ld  and adul t  to  Nordoff ' s  music  therapy to  the 

problems of  these chi ldren and that  that  l ine of  thought  was 

qui te  different  from the one underlying the curr iculum in 

the classroom at  the Center .  Again I  was a l lowed to  proceed.  

The two chi ldren with whom I  worked came from two of  the 

three classrooms where I  played my gui tar .  Firs t  I  wil l  

descr ibe these classrooms,  my role  in  the classrooms,  and 

my method of  data  col lect ion.  Then I  wil l  analyze the cur

r iculum in music  both for  the c lasses  and for  the individual  

s tudents .  Final ly  I  wil l  conclude with some remarks about  

my pract ice  a t  the Center .  

THE NATURE OF THE CLASSROOM 

The teachers  indicated that  there  were between them in  

their  three rooms ten,  seven,  and nine chi ldren for  a  total  

of  twenty-s ix  chi ldren.  Most  of  the chi ldren were pre-

kindergarten age,  but  some were seven,  e ight ,  or  nine years  

old.  Six of  these chi ldren were not  ambulant .  Three had 
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poor  vis ion and two were bl ind.  Four  had hear ing problems,  

but  none were deaf .  Six could feed themselves  normally,  

fourteen fed themselves  with a  spoon only,  seven needed 

help,  and one had to  be fed.  Twelve chi ldren wet  themselves  

about  once every hour ,  and s ix  were incont inent  maybe once 

a  day.  Five soi led themselves  without  warning,  and seven 

made a  mistake every day or  so.  Three had minor  seizures ,  

but  none had grand mal  se izures .  About  a  th i rd  had no in

te l l igible  speech,  another  third used only a  few words or  

phrases .  Six had an I .Q.  of  f rom 0-25,  f i f teen had an I .Q.  

of  f rom 25-50,  and f ive had above 50 but  below 70 I .Q.  To 

put  th is  another  way,  about  one fourth of  the chi ldren would 

be labeled educable  mental ly  re tarded,  and about  a  fourth 

of  the chi ldren would be labeled severely mental ly  re tarded,  

while  about  a  half  of  them would be labeled as  t ra inable  

mental ly  re tarded chi ldren.  

Each room had one teacher  and two or  more a ides .  Each 

room had record players  or  music  of  one sor t  or  another .  

One room had a  major i ty  of  nonambulant  chi ldren,  so that  

their  songs were a lways sung around the table .  The other  

c lasses  had small  s tyrofoam seats  that  the chi ldren put  out  

for  themselves .  Each room had music  a t  one or  more points  



167 

during the day,  and their  record col lect ion had c lass  or  

personal  records of  folk songs,  pop tunes,  and records made 

especial ly  for  except ional  chi ldren.  

THE NATURE OF MY ROLE IN THE CLASSROOMS 

All  three teachers  consented to  my playing for  their  

c lasses ,  and most  seemed to  enjoy i t  themselves .  In  most  

cases  the t ime of  my arr ival  was a l ready scheduled so that  

I  would occasional ly  wai t  unt i l  the conclusion of  an ac

t ivi ty ,  but  in  most  cases  I  was asked to  play a t  once,  even 

a t  t imes interrupt ing a  scheduled act ivi ty .  I  would s i t  a t  

the table  or  in  a  chair  and f i rs t  al low the chi ldren to  

handle  the instrument ,  and to  s t rum i t  i f  they l iked.  Some

t imes I  had a  f ixed agenda,  and other  t imes I  would play a  

song and then the teachers ,  and occasional ly  the chi ldren,  

would suggest  songs that  I  knew or  would teach me songs 

with which I  was not  famil iar .  I  played some for ty-f ive 

t imes to  the three classrooms or  about  f i f teen t imes in  

each room ( though on some occasions two or  more rooms would 

join together) .  Each session las ted about  th i r ty  minutes .  

We sang a  to ta l  of  a t  least  thir ty- three different  songs.  

Some s t ressed social izat ion,  creat ive dance,  count ing,  
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memory,  body motions,  and f ine motor  act ions.  Some of  the 

favori te  songs were sung each meet ing,  whereas  some songs 

were used only once.  Sometimes the teachers  and the a ides  

were qui te  act ive in  s inging and in  model ing for  the chi l 

dren,  and a t  other  t imes they sat  back and l is tened.  Thus 

my role  var ied from class  to  c lass .  For  some c lasses  I  was 

a  teacher .  For  some I  was an enter ta iner .  For  some c lasses  

I  was a  faci l i ta tor .  For  some c lasses  I  was a  therapis t .  

While  I  always considered myself  a  par t ic ipant-observer ,  my 

role  as  an observer  of ten appeared subordinate  to  my role  

as  an actor .  

METHOD OF DATA COLLECTION 

Musical  Growth in  the Elementary School  by Bjornar  

Bergethon and Eunice Boardmari  was not  designed for  the assess

ment  of  the re tarded chi ld ,  but  i t  provides  a  char t  for  s ix  

areas  of  musical  act ivi t ies :  l is tening,  s inging,  playing,  

moving,  creat ing,  and reading.  Further ,  as  Appendix V re

veals ,  these act ivi t ies  are  correlated with ski l ls  and with 

concepts  (melody,  rhythm, harmony,  form,  and expression) .  

I t  was a  s imple mat ter ,  af ter  a  c lass ,  to  put  the ini t ia ls  

of  each chi ld  in  the appropriate  block.  Even the most  
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basic  ski l l ,  l is tening,  was never  checked for  a l l  members  of  

the c lass ,  and other  ski l ls  l ike playing instruments  and 

moving dramatical ly  and creat ing spontaneous sounds or  tunes 

were typical  of  only a  few.  Few could actual ly  s ing,  and 

none of  them could read music ,  but  the check sheet  served 

to  remind me of  how many were in  the c lass ,  how many seemed 

to  be l is tening,  and how many par t ic ipated in  dance and 

drama more than to  indicate  growth of  the individual  chi ld .  

The char t  that  Paul  Nordoff  suggests  in  Therapy in  

Music  for  Handicapped Children by Paul  Nordoff  and Cl ive 

Robbins i s  divided into four  par ts  (Appendix VI) .  The f i rs t  

par t  may be checked i f  the individual  chi ld  has  rhythmic 

freedom, that  i s ,  i f  he appears  to  have musical  in te l l igence.  

The second par t  i s  divided into e ight  categories  by which 

the l imited "beat"  of  each chi ld  is  assessed:  

1 .  Unstable  
2 .  Over-dramatic  or  over-exci ted 
3 .  Clumsiness  
is. Compulsive-metronomic 
5 .  Disordered:  impulsive,  uncoordinated,  confl ic t  of  

tempi ,  cross  rhythms 
6 .  Evasive or  avoidance 
7 .  Forced-muscular  s t rength 
8 .  Chaot ic-creat ive 

The third par t  of  Nordoff ' s  char t  may be checked i f  there  is  

a response to  the therapis t ' s  playing.  The las t  par t  of  the 
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chart  may be checked i f  the response is  re la ted to  the 

player  as  wel l  as  to  what  i s  played (how can we know the 

dancer  f rom the dance?) .  I f  there  is  a  response to  s inging 

or  to  a  specif ic  musical  idiom, or  to  a  mood,  then this  may 

be indicated.  This  check sheet  was used to  check the appro

pr ia te  category in  par t  two af ter  each music  session.  I f  

pat terns  emerged af ter  several  sessions,  my curr iculum was 

ta i lored accordingly.  Nei ther  of  these two sheets  proved 

anything,  but  they did serve to  keep my observat ions pointed,  

to  force me to  accept  the real i t ies  of  the s i tuat ion,  and to  

faci l i ta te  ref lect ion on curr iculum. 

Although i t  is  impossible  to  be object ive about  the 

curr iculum that  I  devised and pract iced,  I  wil l  a t tempt  to  

analyze i t  in  the same way that  I  analyzed the curr iculum 

prepared by the s taff .  One complicat ing factor  i s  that  the 

work I  did in  the classrooms was inser ted into the exis t ing 

curr iculum. The teachers  and the s tudents  adjusted to  me 

and I  to  them. The other  complicat ing factor  i s  the di f f i 

cul ty  of  se l f -cr i t ic ism.  Allen Tate  in  an essay t i t led 

"Narcissus  as  Narcissus"  cr i t ic izes  his  own poem for  some 

twenty pages and concludes:  
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One can no more f ind the qual i ty  of  one 's  own verse  
than one can f ind i ts  value,  and to  t ry  to  f ind e i ther  
is  l ike looking into a  glass  for  the effect  that  one 's  
face has  upon other  persons.30 

At the r isk of  being narciss is t ic ,  however ,  and cast ing 

aside Tate 's  admonit ion,  I  wil l  essay a  cr i t ic ism of  my own 

curr iculum. 

THE FINAL CAUSE OF THE CLASSROOM MUSIC CURRICULUM 

Two events  symbolize the feel ing that  was evoked by the 

curr iculum. The f i rs t  took place when I  had vis i ted with 

the c lass  only two or  three t imes.  For  this  session I  had 

picked out  several  pictures  and pasted them on a  f l ip  chart  

that  was about  three feet  by two feet  in  s ize .  Each s ide 

had a  picture  i l lustrat ing the verse  that  I  would be s inging.  

The newness  of  my v is i t ing the c lass  had worn off ,  and the 

s tudents  were beginning to  imitate  my act ions.  One chi ld  

began to  throw things and subsequent ly  had his  hands taped.  

Another  chi ld  s tood up and wet  h imself .  St i l l  another  came 

and sat  in  my lap.  Nonetheless ,  I  sang my i l lus t ra ted song,  

"Somet  ime s ."  

^Allen Tate  ,  The Man of  Let ters  in  the Moclern World 
(New York:  Meridian Books,  1955) ,  p .  345.  
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The melody of  "Sometimes" i s  l ike a  folk song,  a l though 

the song i tself  i s  of  a  recent  vintage.  

Sometimes,  you know, f lowers  in  the snow. 
Somewhere,  anywhere,  you can see them grow. 
I f  you want  to  see,  just  come a long with me.  
There 's  no need to  hurry,  worry,  what ' s  the hurry 
Sometimes,  sometimes i s  now. 

Sometimes,  in  your  mind,  music  seems to  sound.  
Some sound,  any sound,  go in '  ' round and ' round.  
Sounds are  in  the a i r  and music 's  everywhere 
Lis ten to  the chi ldren s inging,  bel ls  are  r inging 
Sometimes,  sometimes i s  now. 

Sometimes,  in  the wind,  you can feel  the sea.  
Sometimes,  any t ime,  blowing fas t  and f ree .  
Now's  the t ime to  choose,  and there 's  no t ime to  lose,  
Sometimes,  sometimes i s  now. 

The song is  s imply phrased and easy to  s ing.  The chords are  

s imple and easy to  play.  As I  moved fur ther  into the song,  

I  also moved fur ther  into myself .  Words and music  became 

indis t inguishable .  One of  the teachers  turned my f l ip  

chart  so that  there  was a  s imple harmony between music  and 

picture .  The chi ldren were s i lent .  Many looked a t  the 

pictures  and l is tened.  The a ides  shif ted quiet ly  in  their  

places  but  applauded when I  had f inished.  

A Modern reading of  th is  event  would suggest  that  the 

words of  the music  are  about  chi ldren rather  than to  them, 

that  there  is  an i r responsible  leave-taking from real i ty  

suggested in  the song which is  diametr ical ly  opposi te  of  
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what  re tarded chi ldren should hear .  This  pathet ic  act ion 

imitated here  i s  an exercise  in  meaninglessness  because i t  

departs  from the real i ty  s i tuat ion of  the chi ldren and con

gratulates  the self  on i t s  clever  dexter i ty .  

A Greek reading of  th is  event  would focus on the quest  

for  self-understanding.  The object ion would be that  the 

set t ing is  too Utopian with f lowers  blooming a l l  the t ime,  

chi ldren s inging with the bel ls ,  and a  t r ip  to  the beach 

thrown in  for  good measure.  The act  of  quest ioning and 

asking is  not  s t rong enough to  be taken ser iously.  

My reading of  th is  event ,  however ,  was more precisely 

Judeo-Chris t ian.  I  did not  presuppose that  the chi ldren 

would understand the meaning of  the song.  I  did assume that  

the subverbal  symbol  of  picture  and song would regis ter  with 

a  few.  I  bel ieve that  when the s inger  becomes one with the 

song (or  the dancer  with the dance)  he communicates  not  just  

the song but  a lso himself .  My basic  feel ing af ter  i t  was 

over  was judgment .  I  was judged,  not  because I  had sung a  

song over  their  heads,  but  just  the reverse:  I  had sung a  

song that  projected me in to  them and them into me.  Can the 

teacher  ident i fy  with the s tudent  or  the s tudent  with the 

teacher? The Judeo-Chris t ian posi t ion assumes this  is  not  

only possible  but  necessary.  
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The second event  occurred much la ter  and in  another  

c lassroom. The teacher  and the s taff  were cal led into the 

teacher 's  room for  an emergency meet ing.  The teacher  said 

to  "take care  of  my hoodlums for  me."  At  f i rs t  I  was 

f r ightened.  What  i f  the small  b l ind gir l  had a  seizure? 

The g i r l  who had lef t  her  chair  and now moved dumbly toward 

me,  what  i f  she made a  break for  the door--what  would I  do 

about  the res t  of  them? I  fe l t  as  though I  might  fa int .  

As a  las t  resor t  I  began to  s ing.  

I  cast  as ide a l l  res t ra int .  I  bel ted out  the songs 

the way I  had always wanted to  before ,  but  was too t imid to  

do so.  I  even showed off  a  b i t .  I  looked them s t ra ight  in  

the eye,  as  I  would my own chi ldren,  and demanded that  they 

not  only hear ,  but  understand.  No longer  beseechingly,  but  

proudly and honest ly .  I  sensed that  they understood.  The 

older  g i r l  re turned to  her  seat ,  and the bl ind chi ld  fe l l  

off  to  s leep.  I  sang lust i ly  for  twenty minutes .  Favori tes :  

JLove songs,  t ravel ing songs,  re l igious songs.  They seemed 

to  join in  the s inging.  They did c lap and hum as  they 

usual ly  do.  A v is i tor  a t  the cur ta in  above on the observa

t ion balcony looked down incredulously.  I  ref lected that  

teaching is  a  matter  of  wi l l ing.  I  ref lected that  there  is  
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no dimension o£ re tardat ion that  any of  these chi ldren have 

that  i s  a l ien to  me,  for  I  have somewhere and a t  some t ime 

fe l t  hal t ,  or  bl ind,  or  maimed,  or  c lumsy,  or  shy,  or  dumb,  

or  re tarded.  Whether  the s taff  was having a  spat  or  just  

enjoying my labor  or  there  was an emergency,  I  do not  know. 

All  I  know was that  the twenty minutes  was too short .  

The Greek interpretat ion of  th is  event  would be that  

the t ragedy of  l i fe  is  mit igated by the recogni t ion of  the 

fact  that  suffer ing is  common to  a l l .  The Modern view 

might  take this  inter lude as  another  instance of  my sol ip

sism.  My own feel ing was one of  judgment  and compassion.  

There grew up out  of  the context  a  saving grace not  of  my 

own making.  I  fe l t  that  I  had fa l len from the securi ty  of  

the e ternal  paradigms and had confronted the terrors  of  

exis tence.  But  I  was saved,  not  by my own doing,  but  by 

the teacher  who entrusted me with her  hoodlums,  by the chi ld  

who did not  bol t  and run,  by the sweet  soul  who was lu l led 

to  s leep,  and by my own inner  resources  that  were unknown 

to  me.  The f inal  cause was judgment  and compassion.  
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THE EFFICIENT CAUSE 

OF THE CLASSROOM MUSIC CURRICULUM 

What  i s  i t  that  i s  required to  br ing these feel ings of  

judgment  and compassion into exis tence? Could the manner  in  

which the curr iculum is  presented have produced these 

feel ings? I t  is  doubtful  whether  these feel ings would have 

been produced i f  the teacher  played perfect ly  and did not  

to lerate  intrusions or  inat tent ion.  I t  i s  a lso doubtful  

that  these feel ings would have been produced i f  i t  were 

required that  the learning and the growth emerging from the 

classroom be quant i f iable  and measurable .  

The manner  in  which the curr iculum came into being was 

not  a  dramatizat ion of  the competency-based model ,  nor  was 

i t  an instance of  the mil ieu therapy model .  Behavior  was 

not  managed or  shaped.  Self-knowledge both of  s tudents  and 

of  teacher  was subordinated to  the act ion of  the wil l .  

There was a  dream-l ike qual i ty  of  the song in  the f i rs t  

classroom, and the second classroom star ted off  l ike a  

nightmare,  but  there  was no predetermined or  foreordained 

necessi ty  dr iving us  on.  The manner  of  the coming-into-

exis tence of  the classroom was one of  process  and emergence ,  
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"a vague adumbrat ion of  enr iching relat ionships  yet  unes-

31 
tabl ished but  beckoning."  

In  a l l  of  the songs that  were sung,  there  was an in

teract ion that  was basic .  In  some cases  I  would s ing the 

var ious s tanzas ,  and the c lass  picked up the burden.  In  

other  cases  the words were dramatized by everyone.  In  

s t i l l  other  cases  the teachers  or  a ides  would s tar t  a  song 

unfamil iar  to  me and would s ing i t  or  teach i t  to  me.  In  

some c lasses  the ent i re  t ime would be spent  without  any 

group s inging.  That  i s ,  the gui tar  i tsel f  would serve as  

an interest  center .  Some chi ldren would s t rum the s t r ings,  

others  would pound the box,  and s t i l l  others  would t ry  to  

s ing to  accompany whatever  song I  was making.  I f  there  

were a  preconcept ion--"Now the music  teacher  wil l  pick up 

the gui tar ,  hold i t  in  a  cer ta in  way,  play cer ta in  notes  on 

i t ,  and accompany i t  with his  s inging"-- that  preconcept ion 

quickly vanished.  Was the interact ion of  such a  nature  

that ,  l ike open educat ion,  i t  engendered l iberat ion,  par

t ic ipat ion,  and plural ism? More of ten than not ,  th is  was 

the dominat ing model  behind the curr iculum. A teacher  i s  

31 Phi l ip  H.  Phenix,  "Transcendence and the Curr iculum," 
Curr iculum Theorizing:  The Reconceptual is ts ,  ed.  Wil l iam 
Pinar  (Berkeley,  Cal i fornia:  McCutchan Publ ishing Corpora
t ion,  1975) ,  p .  332.  
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l iberated by vir tue of  the s inging,  f reeing her  of  the bur

den of  constant ly  having to  constrain the chi ldren.  A 

chi ld  whose "beat"  is  avoidance takes  the gui tar  and s t rums 

rhythmical ly .  The motion of  each chi ld--however  clumsy or  

del icate-- is  accepted in  the group song.  

THE FORMAL CAUSE 

2L CLASSROOM MUSIC CURRICULUM 

What  type of  act ion,  or  character ,  or  thought  i s  re

quired to  br ing the feel ings of  judgment  and compassion 

into being? I  wil l  look f i rs t  a t  the THOUGHT expressed in  

the songs.  I t  must  be s t ressed that  the content  type of  

song meant  a  great  deal  to  the teachers  and a ides .  The 

d i f f icul ty  that  content  presented was determining whether  

the s tudents  were react ing to  the songs or  to  the teachers  

as  they sang the songs.  Secondly,  I  wil l  look a t  CHARACTER 

in  the songs,  both in  word and in  deed.  Does the song 

foster  conformity or  autonomy or  theonomy? Final ly ,  I  

wil l  look a t  the ACTION involved in  songs,  both on the 

par t  of  the teachers  and on the par t  of  the s tudents .  

THOUGHT 

A song,  l ike a  poem, i s  not  to  be reduced to  i ts  para-

phrasable  content .  A d idact ic  song teaches a  lesson,  i s  
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content-or iented,  and i t s  thought  i s  c lear .  A mimetic  song 

imitates  an act ion.  Thought  in  a  mimetic  song is  subordi

nate  to  character  and character  to  act ion.  We of ten l ike 

songs whose act ion and character  are  not  immediately c lear  

but  whose thought ,  by being subordinate  to  the song 's  

mimesis ,  i s  imitable  and not  preacherish.  Two such songs 

were used in  the classroom. 

One song was not  new,  and almost  a l l  of  the teachers  

and a ides  sang along when i t  was played;  the other  was not  

wel l  known,  but  i t  was requested on occasion,  and i t s  melody 

and some of  the words were commit ted to  memory.  The f i rs t  

song was "Raindrops";  

Raindrops keep fa l l in '  on my head,  and just  l ike the 
guy whose feet  are  too big for  his  bed,  

Nothin '  seems to  f i t .  
Those ra indrops are  fa l l in '  on my head.  
They keep fa l l in ' ,  so I  just  did me some ta lkin '  to  the 

sun 
And I  said I  didn ' t  l ike the way he got  things done.  
Sleep in '  on the job.  
Those ra indrops are  fa l l in '  on my head.  
They keep fa l l in ' .  
But  there 's  one thing I  know, 
The blues  they sent  to  meet  me won' t  defeat  me.  
I t  won' t  be long t i l l  happiness  s teps  up to  greet  me.  
Raindrops keep fa l l in '  on my head,  but  that  doesn ' t  

mean my eyes  wil l  soon be turnin '  red.  
Cryin 's  not  for  me 'cause 
I 'm never  gonna s top the ra in  by complainin ' ,  
Because I 'm free nothin 's  worr in '  me.  
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Upon f i rs t  analysis  one could give this  a  Greek reading.  

After  a l l ,  this  is  man's  s t ruggle  against  nature  and deter

minism.  A s t i f f  upper  l ip  keeps the speaker  from crying,  

and he aff i rms that  he is  f ree .  Another  reading is  Judeo-

Chris t ian.  The character  knows he is  yet  to  face a l l  suf

fer ing;  the blues  are  sent  to  defeat  him.  This  character  

vows that  nothing wil l  worry him.  As I  s ing this  song,  I  

project  myself  as  a  character  who i s  f ree ,  but  f ree ,  as  

"Frost  would say,  "moving easy in  harness ."  A Judeo-

Chris t ian awareness  of  l imitat ion and createdness .  

The second song that  focuses  expl ic i t ly  on thought  i s  

"Magic Penny" :  

Love i s  something i f  you give i t  away,  give i t  away,  
give i t  away,  give i t  away.  

Love i s  something i f  you give i t  away,  
You end up having more.  
I t ' s  just  l ike a  magic penny,  
Hold i t  t ight  and you won' t  have any.  
Lend i t ,  spend i t ,  and you ' l l  have so many,  
They ' l l  rol l  a l l  over  the f loor ,  for  
Love i s  something i f  you give i t  away,  give i t  away,  

give i t  away,  
Love i s  something i f  you give i t  away,  
You' l l  end up having more.  

On f i rs t  blush this  seems to  be Modern.  Giving everything 

away and assuming that  more wi l l  come back to  take i t s  

place is  pathet ic .  The magic penny,  but  not  the meaning of  

money,  i s  precisely what  the  re tarded needs to  be disabused 
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of .  Love sounds l ike a  giveaway that  turns  the person who 

loves into an object :  a  doormat .  This  i s  a  saccharine 

kind of  piety that  might  be good discipl ine for  the s t rong,  

but  a  demeaning t r ick to  teach the weak.  

A d i f ferent  reading suggests  that  the drama of  the 

song places  the turning point  on the prolept ic  word "for ."  

As one projects  oneself  into the song,  i t  is  the magic 

penny that  i s  in  one 's  mind 's  eye.  Paradoxical ly  one s tops 

thinking about  love and is  envisaging the pennies  a l l  over  

the f loor .  But ,  a t  precisely that  point ,  one sees  that  

these imaginary pennies  are  in  fact  symbolic  of  love.  As I  

s ing this  song,  I  see myself  as  giving a l l  I  have to  those 

around me,  but  s imultaneously I  end up having more.  Sacr i f ice  

is  not  meant  to  be giving up my being or  diminishing my 

se l f ,  but  ra ther  shar ing in  the grace that  emerges within 

and among us .  

Using Alvin 's  assessment ,  I  might  be perceived as  

having some musical  sensi t ivi ty  but  perhaps less  musical  

abi l i ty .  I  need prompts  for  some of  the songs,  my var ia t ion 

of  chords is  l imited,  and there  are  occasional  errors  and 

dischords.  In  Nordoff ' s  assessment  I  sense that  I  might  

appear  to  have musical  f reedom, and some instabi l i ty  in  the 

direct ion of  the overdramatic  and the muscular  when lef t  to  
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myself ,  and a  l i t t le  clumsiness  and shyness  when I  am with 

those I  do not  know. Hence,  THOUGHT in  the curr iculum re

veals  CHARACTER that  is  f ree  but  unstable ,  loving but  

c lumsy.  However ,  THOUGHT i s  much too complicated for  a  

curr iculum at  this  level  and s tands as  a  judgment  against  i t .  

CHARACTER 

THOUGHT reveals  CHARACTER. CHARACTER may be hetero-

nomous;  that  i s ,  one 's  character  i s  subjected or  bound to  

an a l ien or  outs ide norm or  law;  or  autonomous,  that  i s ,  

one 's  character  i s  able  to  provide i t s  own norms or  law;  or  

theonomous,  that  i s ,  one 's  character  i s  bound to  an outs ide 

norm or  law that  i s  ident ical  with the norms or  the law of  

the self .  In  heteronomous songs,  act ion may be in  con

formity with the demands of  the society,  or  in  conformity 

with the demands of  the body.  In  autonomous songs,  act ion 

is  more than legal is t ic  and involves  some choice and 

decis ion-making.  Final ly ,  in  theonomous songs,  act ion 

interrelates  the self  and the other .  

I f  i t  is  recal led that  a  chi ld  with an I .Q.  of  50 who 

i s  f ive years  old has ,  accordingly,  a  mental  age of  a  two-

and-a-half  -year  old,  i t  i s  c lear  that  most  of  these chi l 

dren are  a t  a  premoral  s tage.  Some are  becoming obedient  

and even egal i tar ian in  their  act ions,  but  most  are  s imply 

too young,  mental ly ,  to  obey.  I t  i s  easy to  see why 
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behavior  modif icat ion that  appears  to  make chi ldren obedient  

therefore  is  so popular ,  regardless  of  the cost  i t  may-

exact .  This  i s  the context  in  which songs were sung and in  

which I  as  the teacher  was the actor  with THOUGHT and CHAR

ACTER that  I  hoped would be cont iguous with the s tudent 's  

thoughts  and character .  

A premoral  type of  song is  the whimsical  song by Tom 

Paxton,  " I  Love to  Swim in  My Water":  

I  love to  swim in  my water ,  swim, swim, swimmy, I  swim. 
I  love to  swim in  my water ,  swim, swim, swimmy, I  swim. 
Swim, swim, swim; swim, swim, swim; swim, swim, swim; 

swim, swim, swimmy, I  swim. 

I t  is  easy to  become i ronic  or  t ickled by this  very s imple 

song,  but  l ike a  lul laby i t  has  a  soporif ic  effect  on the 

chi ld .  "Play with my f r iends,"  "Eat  my food,"  and "Take my 

nap" are  a l ternate  verses  that  can be subst i tuted for  "Swim 

in  my water ."  This  song usual ly  has  a  calming effect  on 

the s tudents  who are  compulsive,  have cross-rhythms,  and 

who are  hyperact ive.  

At  the  heteronomous level  there  is  a  song that  has  

made the rounds in  special  educat ion but  with which I  was 

unfamil iar :  "The Wheels  on the Bus."  This  song reverses  

the s t igma at tached to  bussing.  

The wheels  on the bus go round and round,  
Round and round,  round and round.  
The wheels  on the bus go round and round,  a l l  through 

the town.  



184 

The word "wheel"  i s  the cue to  spin one 's  c losed f is ts  round 

and round each other .  In  the verse  "The dr iver  on the bus 

says,  'Step on back, '"  the word "dr iver"is  a  cue to  point  

the thumb back over  one 's  shoulder .  In  the verse  "The 

wipers  on the bus go swoosh,  swoosh,  swoosh,"  the word 

"wipers"  i s  a  cue to  make a  wiper- l ike motion with both 

hands.  Addit ional  verses  include "The money on the bus goes 

j ingle ,  jangle ,  j ingle ,"  "The people  on the bus get  up and 

down,"  and "The doors  on the bus go open and shut ."  Re

cal l ing again that  these are  s ix  or  seven year  olds  with 

gross  and f ine motor  abi l i t ies  that  are  sometimes a t  a  two 

or  three year  old level ,  i t  can be seen that  moral i ty  and 

motor  act ivi ty  are  one;  that  the teacher  is  teaching move

ment ,  song,  and obedience.  

A song that  suggests  autonomy is  "Train is  A-Comin ' ."  

The song has  a  b i t  of  the blues  and the spir i tuals  in  i t ,  

plus  the whole e thos surrounding the t ra in  in  our  society.  

The song suggests  more than just  doing one 's  duty.  Each 

person can be different  and perform a different  funct ion.  

Train is  a-comin '  ,  oh yes!  Train i s  a-comin ' ,  oh yes!  
Train is  a-comin ' ,  t ra in  is  a-comin ' ,  t ra in  is  a-comin ' ,  

oh ye s .  

Each person in  the group then is  designated or  volunteers  

to  be the engineer ,  the dr iver ,  the t icket- taker ,  the coal  
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car ,  the f i reman,  and so on.  This  i s  a  song into which I  

can project  myself  as  an autonomous dec is  ion-making char

acter .  To some the t ra in  is  a  symbol  of  bureaucracy,  for  

others  i t  is  a  symbol  of  the machine,  but  to  myself  and to  

the a ides  and teachers ,  i t  i s  a  symbol  of  the past ,  indi

vidual ism,  cooperat ion,  and mechanizat ion.  To the s tudents  

the song means taking turns ,  i tems in  a  ser ies ,  and re

ceiving an imaginary designat ion.  "J im is  the engineer ,  

oh yes!"  

I  have a l ready referred to  "Raindrops" and "Somewhere" 

as  songs that  evoke powerful  feel ings.  I  wil l  go on to  say 

that  these two songs are  theonomous.  "Raindrops" ( requir ing 

ten different  chords,  and for  me a  tour  de force)  when 

played with the r ight  rhythm and beat  cal ls  no a t tent ion to  

i tself ,  but  ra ther  to  i ts  act ion.  The act ion reveals  a  

s tage of  moral i ty  that  t ranscends both a  moral i ty  of  con

formity and a  moral i ty  of  autonomy.  We have a l ready said 

that  these chi ldren are  funct ional ly  hardly more than two 

year  olds .  Are these songs theonomous for  me,  but  not  for  

the s tudents?  My opinion is  that  as  I  s ing songs which 

express  thought ,  and thought  in  turn character izes  me,  and 

my character  dramatizes  an act ion,  that  this  act ion is  

avai lable  to  a l l  who empathize with i t .  i f  i t  is  bel ieved 

that  everything one does must  be t ra ined " in"  and i f  i t  
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is  bel ieved that  one cannot  t ranscend oneself ,  then "empa

thizing" with this  act ion wil l  be d i f f icul t .  Moreover ,  i f  

learning is  always fe l t  to  be sheer  mimicry (behavior  modi

f icat ion)  or  sheer  dream-work (psychoanalysis) ,  then one 

cannot  "empathize"  with the act ion.  But  i f  learning is  

al lowed to  be an equi l ibr ium between imitat ion and play,  

then i t  is  possible  for  an act ion not  yet  in  a  chi ld 's  

reper toire  to  have some suasion on him.  I t  is  in  this  be

l ief  that  I  s ing these theonomous songs.  

The place where the premoral  level  i s  revealed is  

where the hedonis t  in  everyone comes out ,  the sheer  love 

of  l i fe ,  i r responsible  pleasure.  The level  of  autonomy is  

more of  a  chal lenge.  

Momma's  taking me to  the zoo tomorrow,  zoo tomorrow,  
zoo tomorrow.  

Momma's  taking me to  the zoo tomorrow,  
We're  gonna s tay a l l  day.  
We're  go in '  to  the zoo,  zoo,  zoo,  
How 'bout  you,  you,  you? 
You come too,  too,  too,  
We're  goin '  to  the zoo,  zoo,  zoo.  

This  song,  l ike "Old Macdonald,"  requires  that  each chi ld  

name or  point  to  an animal  and then name or  point  to  i ts  

color  or  a  dis t inguishing character is t ic .  

Great  big l ion with a  long yel low mane,  
Great  big l ion with a  long yel low mane,  
Great  b ig  l ion with a  long yel low mane 
And we ' re  gonna see i t  a t  the zoo.  
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Only about  one chi ld  in  four  can actual ly  point  to ,  much 

less  namej  an animal;  and only about  one in  e ight  can point  

to  i t s  color .  Even when the a ide or  the teacher  makes the 

decis ion,  the song s t i l l  contains  an element  of  suspense 

and accountabi l i ty .  I  as  a  character  in  this  song ident i fy  

with this  level  of  moral i ty .  My assumption is  that  only as  

I  project  myself  in to  these levels  of  moral i ty  can the 

s tudent  project  himself  in to  me.  

ACTION 

THOUGHT character izes  the actor ,  and CHARACTER drama

t izes  the ACTION. While  there  are  a  number of  act ion songs 

("The Wheels  on the Bus")  in  use a t  the Center ,  there  were 

three that  I  introduced which included one var ia t ion created 

by the speech therapis t  and myself .  

Two of  these songs are  on the heteronomous level :  "Put  

Your Finger  in  the Air"  and "Let  Everyone Do Like This ."  

Put  your  f inger  in  the a i r ,  and in  the a i r  
Put  your  f inger  in  the a i r ,  and in  the a i r  
Put  your  f inger  in  the a i r  and hold i t  there  a  year  
Put  your  f inger  in  the a i r ,  and in  the a i r .  

Like most  act ion songs this  requires  that  the s inger  be 

able  spontaneously to  r ime the par t  of  the body with a  

length of  t ime:  "On your  chin and don ' t  you gr in ,"  "On 

your  nose and hold i t  t i l l  i t  grows,"  "On your  ear  and 
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don' t  you disappear ."  But  i t  a lso requires  the s tudent  to  

imitate  the act ion.  In  some cases ,  th is  entai ls  crossing 

the midl ine,  that  i s ,  touching the r ight  ear  with the lef t  

hand (a  type of  therapy for  those with problems of  dominance) .  

The Pete  Seeger  song,  "Let  Everyone Do Like This ,"  is  

of ten used with chi ldren,  and the " this"  is  a  sneeze or  a  

whist le  or  a  motion.  

Let  everyone do l ike this ,  ,  ,  (c  lap,  c  lap or  
whist le  ,  whist le)  

Let  everyone do l ike this ,  ,  ,  
Come on and join into the game,  
You' l l  f ind that  i t ' s  always the same,  ,  .  

In  observing the speech therapis t ' s  a t tempts  to  get  a  chi ld  

to  imitate  sounds such as  "m" or  "s"  or  " t ,"  i t  occurred to  

me that  these sounds could be used in  the song:  "Let  every

one do l ike this  ,  mm, rmn,  /  Let  everyone do l ike  this ,  mm, 

mm." So,  she used behavior  modif icat ion to  t ra in  in  a  

sound,  and I  used play therapy to  br ing i t  out .  (This  was 

but  one instance of  the pr inciple  of  complementar i ty . )  

Two other  songs that  require  autonomous decis ion

making are  rendi t ions of  play par ty  dance songs.  

I  looked for  Suzie ,  and I  couldn ' t  f ind her .  
I  looked for  Suzie ,  and I  couldn ' t  f ind her .  
I  looked for  Suzie ,  and I  couldn ' t  f ind her ,  
Way down yonder  in  the pawpaw patch.  
Picking up pawpaws,  put t  in '  'em in  a  basket .  
Picking up pawpaws,  put t in '  'em in  a  basket .  
Picking up pawpaws,  put t in '  'em in  a  basket .  
Way down yonder  in  the pawpaw patch.  
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In  this  song the s inger  can dramatize the idea of  looking 

for  and not  being able  to  f ind Suzie  (or  whoever  the desig

nated person is)  by pausing long enough for  the chi ld  to  

take in  the enactment  of  the search.  In  the second par t  

everyone is  required to  imitate  the act ion of  picking up 

imaginary pawpaws and put t ing them into imaginary baskets .  

The second autonomous level  song is  "Skip to  My Lou":  

Gone again,  Skip to  my Lou.  
Gone again,  Skip to  my Lou.  
Gone again,  Skip to  my Lou.  
Skip to  my Lou,  my dar l ing.  

Suzie 1  s  in  the middle ,  shoo!  shoo!  shoo!  
Suzie 's  in  the middle ,  shoo!  shoo!  shoo!  
Suzie 's  in  the middle ,  shoo!  shoo!  shoo!  
Skip to  my Lou,  my dar l ing.  

There i s  something in  this  song for  everyone.  The g i r l  

whose beat  i s  one of  avoidance suddenly comes into the 

middle  of  the r ing on her  crutches and "cuts  a  wing."  The 

clumsy chi ld  suddenly is  imitat ing his  parents '  la tes t  

dance s teps .  The overdramatic  chi ld  f inds a  place where 

th is  ta lent  is  accepted.  Even the hyperact ive chi ld  is  

not  fas t  enough to  get  ahead of  the s ingers .  In  both of  

the songs,  everyone par t ic ipates .  Each chi ld  is  f ree  to  

reveal  his  idiosyncrasies .  The cul ture  of  every chi ld  is  

bodi ly  presented to  the group.  
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In  many of  these act ions I  would perform myself .  In  

others  the teachers  would get  into the middle  and model  for  

the chi ldren.  In  some cases  a  s tudent  would in i t ia te  a  

song by approximating a  word or  gesture ,  and the group 

would fol low spontaneously.  Some act ions would be woodenly 

l i teral is t ic ,  while  others  would be surreal is t ical ly  dream

l ike.  Seeing a  chi ld  who cannot  refrain from boxing his  

neighbor 's  ear  whenever  the opportuni ty  presents  i tsel f  

suddenly and graceful ly  merely touching the dancer  he i s  to  

fol low gives  one a  feel ing of  warmth and compassion.  One 's  

presupposi t ions about  the coordinat ion and the animal  verve 

of  the re tarded are  abrupt ly  dashed.  

The thought ,  character ,  and act ion that  I  dramatized 

in  the three classrooms was both s imple and complex.  The 

reversals  that  I  introduced into s inging,  such as  "Looked 

for  Suzie"  or  "Train Is  A-Comin ' ,"  gave the music  perhaps 

less  of  a  re inforcement  and more of  an autonomous nature .  

My re la t ion to  the s tudents  was a t  t imes didact ic ,  and on 

occasion intel lectual ,  but  by effor t  and by grace,  i t  was 

one of  love.  I  soon learned how to  discipl ine as  wel l  as  

to  love,  so that  my act ion was accepted by the chi ldren as  

different  from but  of  the same kind as  that  of  the teachers .  
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THE MATERIAL CAUSE 

OF THE CLASSROOM MUSIC CURRICULUM 

The mater ia l  cause of  the  music ,  insofar  as  i t  was 

music ,  involved harmony,  melody,  rhythm, expression,  and 

form.  Insofar  as  i t  was sound,  the mater ia l  cause of  the 

music  involved phonat ion,  grammar,  syntax,  and semantics .  

I  wil l  look into these components  to  suggest  how they re

inforce the act ion or  the formal  cause of  the curr iculum. 

PHONATION AND RHYTHM 

I f  we look a t  "Let  Everyone Do Like This ,"  i t  can be 

seen that  the meter  i s  te t rameter  that  contains  one iambic 

foot  (  -  1  ) ,  two anapest ic  feet  (  -  -  '  ) ,  and one 

spondaic  foot  (  '  1  ) .  

12  3 4 

Let  everyone do l ike this ,  c lap,  c lap 

I t  has  a l ready been suggested that  in  place of  the t radi

t ional  "clap,  c lap,"  the speech therapis t  inser ted a  sound 

or  phoneme that  she wanted the chi ldren to  produce.  What  

d i f ferent ia tes  music  f rom phonat ion is  the act ion that  is  

imitated.  Here the act ion is  four  beats  to  the l ine with 

a  var ia t ion between one iamb,  two anapests ,  and one spondee.  

Those chi ldren whose beat  i s  mixed tempi  or  cross-rhythmed 
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may f ind this  hard to  do,  whereas  sometimes the clumsy or  

the re t icent  do i t  instant ly .  The metronomic f ind i t  too 

i r regular ,  and the muscular  p i t  their  s t rength against  i t s  

f low.  Most  of  us  do not  real ize  that  Engl ish is  f i l led 

with iambics  unt i l  we work with those who lack rhythm and 

intonat ion.  The mater ia l  of  the song,  hopeful ly ,  i s  the 

propaedeut ic  of  d ic t ion.  

GRAMMAR AND EXPRESSION 

The song "I  Looked for  Suzie"  can be a l tered to  "Where,  

Oh Where,  Oh Where Is  Suzie?"  This  s imple change i s  hardly 

not iceable ,  but  the different ia t ion between the descr ipt ive 

and the interrogatory sentences poses  the problem of  expres

s ion,  or  not ing the same within the different .  Thus the 

different ia t ion of  sentence s t ructures  is  required when one 

s ings "Let  Everyone Do Like This"  ( imperat ive) ,  or  "Where,  

Oh Where,  Oh Where Is  Suzie?"  ( interrogatory) ,  "Train Is  

A-Comin '"  (declarat ive) .  Again,  there  is  a l l  the differ

ence in  the world between " the wiper  goes"  and the "wheels  

go,"  but  these dis t inct ions,  i f  draxm out  s lowly enough,  

are  re inforced in  var ious songs.  In  one case i t  was not  as  

remarkabk that  a  chi ld  used a  given word in  a  song as  i t  

was that  he plural ized i t  when he said "marshmeHows."  
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SYNTAX AND FORM 

Within the sentence s t ructure  there  are  morphological  

d is t inct ions such as  inf lect ion and embedding that  emerge 

natural ly  within the chi ld 's  acquis i t ion of  language.  The 

s imple song "The Farmer 's  in  the Del l"  works on an embedding 

process .  (Each addi t ional  phrase is  inser ted between the 

f i rs t  phrase and the las t  phrase:  "Hi  ho the derry oh,  the 

farmer in  the del l .")  Is  this  embedding process  of  the 

adul t  suff ic ient ly  cont iguous to  the inner  syntax of  the 

re tarded chi ld  to  e l ic i t  syntax now or  a t  a  la ter  age? A 

chi ld  in  one of  the rooms who was basical ly  aphasic  l i s 

tened to  the embedding in  the song "A Frog He Would a  

Wooing Go,  Um Hmm, Um Hmm." The next  day when he ut tered 

the word "frog,"  i t  was applauded for ,  hi ther tofore ,  he 

echoed only a  few cl iches  that  could not  be considered lan

guage.  The quest ion is  not  "How do we t ra in  a chi ld  to  

imitate  this ,  that  or  the other  word?" but  "When a  chi ld  

ut ters  a  word,  how do we f ind and help faci l i ta te  the form 

in  which the par t icular  word i s  embedded?" 

SEMANTICS AND HARMONY 

Do chi ldren understand metaphors  l ike  "magic pennies"  

or  personif icat ions l ike " ta lking to  the sun"? According 
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to  Ernst  Cassirer  in  his  Language and Myth and Claude 

Levi-Strauss  in  his  Totemism, the metaphorical  approach to  

real i ty  is  not  a  s ign of  .chi ldishness  but  ra ther  an index 

of  in te l lectual  sophis t icat ion.  They argue that  meaning a t  

i t s  core i s  f igurat ive and i ronic .  While  I  want  to  avoid 

the " idiot  savant"  fa l lacy of  the romantics  that  re tarded 

chi ldren are  l ike pr imit ives  or  vice-versa ,  I  do wish to  

suggest  that  the language of  poetry and the language of  

music ,  ra ther  than being complicated and abstract ,  may be 

more indigenous to  the except ional  chi ld 's  mind in  his  

s t ruggle  with semantics .  

In  the analysis  of  the mater ia l  of  the curr iculum, I  

have only skimmed the surface.  The checkl is t  of  Nordoff  

could be used to  determine the appropriateness  of  the mate

r ia l  in  a  given song for  the diagnosis  of  a  given chi ld .  

The concepts  of  Bergethon and Boardman could be used to  

draw up fur ther  sets  of  songs to  complement  concepts  of  

grammar,  phonat ion,  syntax,  and semantics .  My se lect ion of  

mater ia l  came from my memory and my t radi t ion,  from fel low 

gui tar  players ,  and from the Center  i t se l f .  A recent  v is i t  

to  the publ ic  school 's  T.M.R.  center  where I  played for  a  

c lass  convinced me that  there  i s  a  reservoir  of  songs there  

that  are  not  used by the Center ,  and vice-versa .  What  i s  
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important  for  my method is  that  the mater ia l  f i rs t  of  a l l  

be an autonomous or  theonomous area of  mater ia l  ( that  i s ,  

that  music  not  be subordinate  to  some other  discipl ine) ,  

and secondly that  i t  be subordinate  to  the formal  cause of  

the curr iculum. Mater ia l  must  match the s t rongest  modal

i t ies  of  the except ional  learner ,  but  more important ly  i t  

must  help mater ia l ize  the act ion to  be imitated.  

CONCLUSIONS ABOUT THE GROUP SINGING AT THE CENTER 

My re la t ion to  the Center  has  been a  ser ies  of  pleas

ant  discoveries:  f i rs t  that  i t  exis ted,  that  i t  was open 

to  vis i tors ,  that  i t  accepted s tudent  interns ,  that  i t  per

mit ted access  to  records and f i les ,  and that  i t  accepted 

research and experimentat ion.  I  have discussed my d isser

ta t ion with the Director  of  the Center ,  the Director  of  the 

Cl inical  Services ,  the Head of  the Special  Educat ion Depart

ment ,  and the teachers  in  the classrooms.  Their  response 

to  my proposal  var ied from guarded suspicion to  warm wel

come,  but  a l l  of  them have welcomed my v is i t ing and then 

my working-singing therapy in  the classroom. They knew that  

I  was observing the possible  re la t ion of  morals  and myth

ology to  curr iculum. They real ized that  my teaching music  

meant  not  only another  chance to  observe the classroom, 

but  as  wel l  to  teach,  in  my own way,  myths and morals .  
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In  s inging songs and expect ing responses  from s tudents  

a t  the Center ,  I  at tempted to  imitate  an act ion that  is  

Judeo-Chris t ian,  one that  exacts  an element  of  mimicry f rom 

the chi ld  but  which a lso permits  a  dream-l ike play with the 

act ion.  The chi ld  is  encouraged to  accommcdate  and to  as

s imilate .  The act ion that  I  have imitated has  var iously 

been one of  heteronomy or  other-directed,  autonomy or  inner-

directed,  and theonomy or  equi l ibr ium of  self  and others .  

The mental  age of  the chi ldren being a t  one to  three is  

such that  a  moral i ty  of  the f i rs t  level ,  or  preconvent ional  

moral i ty  only,  may be expected.  But  in  fact  these chi ldren 

are  s ix ,  seven,  and e ight  years  old.  Do we expect  a  pre-

convent ional  moral i ty  because the re tarded act  l ike one 

year  olds ,  or  do chi ldren with year-old mental i ty  nonethe

less  have a  yearning to  be chal lenged by a  higher  level  

moral i ty? My pract ice  made that  chal lenge without  de

manding fulf i l lment  of  my expectat ions--"a  bel ief-ful  

real ism."  

This  act ion on my par t  on many occasions,  such as  in  

the room I  was asked to  handle  and on numerous other  occa

s ions in  publ ic  T.M.R.  c lasses ,  revealed behavior  that  

requires  fur ther  inquiry.  Why do chi ldren so chal lenged 

behave on a  higher  level  of  funct ioning? How much 
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assimilat ion can the retarded undertake? When does raw 

experience ( in  sheer  number of  years)  tend,  i f  not  chal

lenged by imaginat ion,  to  turn upon and s tul l i fy  i tself?  

I  have self-consciously t r ied to  do three things in  

the classrooms:  to  act  out  rhythms,  intonat ions,  and in

f lect ions;  to  faci l i ta te  enjoyment ,  expression,  visual  

discr iminat ion,  and audi tory discr iminat ion;  and to  imi

ta te  motor  ski l ls ,  social  ski l ls ,  cogni t ive ski l ls ,  and 

moral  ski l ls .  All  of  these act ions const i tute  my Judeo-

Chris t ian act ion.  In  terms of  my own world view I  am not  

commit ted to  answer the quest ion:  "Well ,  were you success

ful?  Did the chi ldren grow?" This  i t  seems to  me i s  a  

quest ion that  presupposes  progress .  One might  a lso ask 

me,  "Did you not ice  the t ragic  difference between you and 

the s tudents ,  between your  expectat ions and their  accom

pl ishments?"  One might  a lso ask,  "Did you impose your  

wil l?  Did you and the s tudents  meet  each other  as  fa l len 

and unique beings?" The in i t ia l  s ta tement  about  the f inal  

cause of  th is  curr iculum presupposes  that  I  t ry  to  answer 

the las t  quest ion.  My answer i s  "Yes!"  Here a  c lassroom, 

there  a  teacher ,  here  a  soi led chi ld ,  there  a  f ree  spir i t .  

All  of  us  met  in  his tor ical  exis tence and were real  to  

one another .  
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Strangely,  my obl ique method of  observat ion has  made 

cer ta in  quest ions that  I  never  knew before  take on a  new 

color  and hue.  "What  i s  the theory of  learning presupposed 

in  this  classroom?" "How are  the teachers  evaluated?" 

"How is  the curr iculum evaluated?" "Who,  in  the bureau

cracy,  are  the pace-set ters ,  the change agents ,  the opinion 

formers?"  "What  do members  of  th is  inst i tut ion make of  the 

contradictory myths in  operat ion here?" "What  do they make 

of  moral  educat ion?" "Under  what  condi t ions do myths shape 

events ,  and how and in  what  way do they do so?" These 

quest ions obviously indicate  that  I  have been chal lenged to  

ref lect  on myself  and on my method as  wel l  as  on the Center  

and on i ts  curr iculum. 

INDIVIDUAL THERAPY IN MUSIC AT THE CENTER: 

THE CASE STUDIES OF WILL AND LOVELL 

THE NATURE OF THE STUDENT: WILL 

In  the Center ' s  report ,  Wil l  i s  diagnosed as  from 

mildly to  severely re tarded.  His  bi r th  was normal ,  and his  

learning to  walk was age-appropriate;  h is  ta lking and his  

toi le t  t ra ining were not .  One of  the psychologis ts  a t  the 
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Center  adjudged him to  have an I .Q.  of  about  23 a t  the age 

of  f ive.  His  gross  motor  ski l ls  were put  a t  the level  of  a  

two year  old.  He i s  now s ix  years  old and says only a  few 

words.  My guess  i s  that  he i s  phenylketonuric ,  but  th is  

has  not  been confirmed.  

His  family  s i tuat ion has  been unstable ,  and h is  mother  

and fa ther  are  now separa ted.  There  i s  an o lder  chi ld  who 

occas ional ly  re turns  to  l ive  wi th  the  fa ther .  The wife  and 

husband have made b i t ter  accusat ions  about  each o ther .  The 

chi ld ,  perhaps  as  a  resul t  (or  as  the  cause)  of  the  family  

s i tuat ion,  i s  receiving menta l  heal th  care .  The wife  i s  

sure  that  Wil l  i s  re tarded but  tor tures  herse l f  about  i t  

and holds  the  Center  to  blame for  h is  re tardat ion.  

Wil l  i s  descr ibed in  the report  as  bi t ing,  spi t t ing,  

and hypervent i la t ing.  There i s  a lso nystagmus present .  

Wil l  i s  on a  behavior  modif ica t ion and a  physical  

therapy program as  wel l  as  being in  the  day school .  

Lis ter ine  was prescr ibed for  h is  b i t ing and ammonia  for  

h is  spi t t ing  and hypervent i la t ion.  He i s  a lso  on 

Ste laz ine ,  which i s  repor ted  to  have s lowed him down a  b i t  

and permit ted  him to  ar t icula te  somewhat .  
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DATA: I  saw Wil l  on s ixteen different  occasions over  

a  per iod of  a  year .  Most  of  these occasions were with 

group s inging when I  was observing his  behavior  without  

making specif ic  notes  of  h is  act ivi ty  in  par t icular .  The 

other  four  occasions were th i r ty  to  s ixty minutes  in  length,  

and they were in  pr ivate  "music  therapy" with Wil l .  On a l l  

of  these four  occasions,  according to  my Bergethon and 

Boardman checksheet ,  Wil l  evidenced the ski l ls  of  l i s 

tening and playing an instrument .  His  behavior  a lso indi

cated that  on most  of  these occasions he l is tened to  melody,  

rhythm, harmony,  form (phrases  that  are  s imilar  but  a lso 

different  from each other) ,  and expression (dis t inguished 

instrumental  sound from vocal  sound) .  At  no t ime did he 

s ing or  create  sounds or  motions,  or  read music .  When he 

played on the instruments--my gui tar ,  the drum, or  the 

cymbals--he evidenced some understanding of  melody and 

rhythm. On one occasion he marched around the room in  

rhythm, moved h is  body to  ref lect  form (same and yet  d i f 

ferent  movements)  ,  and he twice evidenced expression 

(spontaneous movement  to  express  qual i t ies  of  music) .  The 

facts  seem to  indicate  that  while  Wil l  i s  unable  or  un

wil l ing to  s ing (or  to  read) ,  he can both l is ten to  and 

make mus ic .  
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On the Nordoff  checksheet  Wil l  seemed to  be neuro-

logical ly  overexci ted twice,  metronomical ly  compulsive 

twice,  impulsively disordered twice,  chaot ic-creat ive twice,  

and on almost  every occasion he demonstrated emotional ly  

forced muscular  beat ing.  On two occasions he a lso seemed 

to  model  h is  mood af ter  mine ( ra ther  than on the mood of  

the music) .  Wil l  did not  l ike dissonances in  my playing.  

The music  did seem to  act ivate  in  him an urge to  speak.  I  

would diagnose Wil l  as  musical ly  unstable .  

THE FINAL CAUSE OF THE MUSIC CURRICULUM FOR WILL 

The feel ing that  emerged in  the curr iculum for  Wil l  i s  

pi ty  and fear .  There seems to  be a  spl i t  between the body 

and the spir i t  of  Wil l .  The music  seemed to  touch his  body 

but  not  his  spir i t .  His  outward behavior  changed somewhat ,  

but  his  spir i t  rarely seemed l iberated.  His  muscular  

s t rength seemed a t  t imes as  though i t  would overwhelm him.  

THE EFFICIENT CAUSE OF TEE MUSIC CURRICULUM FOR WILL 

Wil l ' s  behavior  seemed to  model  the  set t ing for  the 

curr iculum. I f  he was not  on the coffee table  (we met  in  a  

conference room),  he was into my gui tar  case.  I f  he was 

not  t rying to  pul l  the s t r ings loose from the gui tar ,  he 

was doing a  bowel  movement  under  the sofa .  On one occasion 
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his  hand shot  up and f l icked my glasses  from my face.  Wil l  

lowered his  pants  on another  occasion,  and on s t i l l  another  

he t r ied to  bi te  me.  I f  I  gave him an instrument  to  play,  

he usual ly  put  i t  in  his  mouth and b i t  i t  so hard I  was 

afraid he would break his  teeth.  But  by the las t  session 

his  behavior  had changed.  At  one point  I  r isked his  

tear ing the s t r ings loose on my gui tar  just  so that  he 

could understand that  his  be ing was more important  to  me 

than the cost  of  s t r ings.  At  another  point  he went  in to  

my br iefcase,  but  to  my surpr ise ,  as  I  restrained myself ,  

he brought  out  a  pair  of  cymbals  and began to  play in  

accompaniment  with me.  

Wil l ' s  body was par t  of  the set t ing.  His  occasional  

assaul ts  and hugs revealed that  he laughed ( l ike a normal  

chi ld)  when he was t ickled,  and he remained absolutely 

motionless  when his  back was rubbed.  Once be s tuck his  

big toe up in  my face as  i f  to  say:  "See i f  you can play 

with that ."  I  took the joke ser iously and played my 

gui tar  with his  toe.  This  toe-playing of  the gui tar  be

came a  regular  r i tual .  The manner  in  which the curr iculum 

came into being evoked pi ty ,  because i t  is  a  pi ty  that  

Wil l  i s  his  own worst  enemy.  I t  i s  fearful  how his  
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behavior  seems to  dominate  over  every a t tempt ,  on my par t  

a t  least ,  to  set  up an open s i tuat ion.  I t  did make me 

feel  that  perhaps a  pby therapy on the scale  of  Axline 's  

in  Dibs in  Search of  SeIf  would be appropriate .  

THE FORMAL CAUSE OF THE CURRICULUM IN MUSIC FOR WILL 

THOUGHT: Wil l  was exposed to  the group songs in  his  

classroom. Of a l l  the songs that  I  selected or  that  came 

out  spontaneously in  s inging,  the one whose thought  was 

most  s ignif icant  was "Aunt  Rhody."  

Go te l l  Aunt  Rhody,  Go te l l  Aunt  Rhody,  Go te l l  Aunt  
Rhody 

Her  old gray goose i s  dead.  
One she was saving,  one she was saving,  one she was 

sav ing 
To make a  feather  bed.  
Died in  the mil lpond,  died in  the mil lpond,  died in  

the mil lpond 
Standing on her  head.  
Gosl ings are  weeping,  gosl ings are  weeping,  gosl ings 

are  weeping,  
'Cause their  mammy's  dead.  

Like most  nursery rhyme-lul labies  there  is  a  b i t  of  the 

macabre in  this  one,  but  i t  was not  unt i l  I  was s inging i t  

to  Wil l  that  I  real ized I  was br inging up the subject  of  

h is  mother ,  of  weeping,  and of  death.  Wil l ' s  response to  

this  was dis tance and avoidance.  Perhaps I  only imagined 

this  avoidance in  Wil l .  
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CHARACTER: Two theonomous songs,  for  me,  " I  Can ' t  

Help But  Wonder  Where I 'm Bound" and "My Lady's  a  High 

Flyin '  Bird,"  one a  wanderer 's  song and the other  a  love 

song,  character ized me;  but  the songs that  character ized 

Wil l  were "Li t t le  Sir  Echo" and "Oh,  Dear ,  What  Can the 

Matter  Be,  Wil l  Is  So Long a t  the Fair?"  The f i rs t  is  an 

echo song,  and i f  Wil l  were an echoic  type chi ld ,  i t  would 

be a  cruel ty  joke;  but  in  fact  the song was in  good tas te ,  

because Wil l ' s  echoing would not  seem to  be a  bad thing 

for  him to  do.  The second song is  about  a  boy who promises  

to  br ing a bunch of  blue r ibbons to  t ie  up the s inger 's  

(a  g i r l ' s )  "bonny brown hair ."  Curiously,  Wil l  e l ic i ted a 

mothering role  in  me,  and the songs ref lected that .  

ACTION: My in tent ion was to  help Wil l  reach an equi

l ibr ium between play and imitat ion.  We had the songs that  

were used in  c lass  ("Skip to  My Lou" and "Pawpaw Patch") ,  

but  these were not  par t icular ly  interest ing to  Wil l .  On 

the other  hand,  "Mi Cabal lo ,"  a  South American song that  

i s  about  r iding a  horse across  the plains  of  Argent ina,  

inspired Wil l  to  spi t  in  rhythm to  accompany me.  I f  Wil l  

does not  have a  huge sense of  humor,  I  do not  know what  

one i s .  Wil l ' s  act ion general ly  was bizarre  yet  dream

l ike .  I t  seemed to  be Greek to  me.  
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THE MATERIAL CAUSE OF THE MUSIC CURRICULUM FOR WILL 

Most  of  the t ime in  the sessions was spent  working 

with Wil l ' s  behavior .  This  a t  t imes was musical .  He 

played the bel ls ,  the cymbals ,  and the drums in  rhythm 

occasional ly .  He a lso ut tered several  words that  I  had 

never  heard in  the group:  "ready-to-go,"  "open,"  "Papa,"  

and "I  go now."  I  have a lso mentioned how Wil l ' s  body 

became the curr iculum. Phonat ion perhaps played a  bigger  

role  in  the curr iculum than did grammar,  syntax,  or  

semantics .  Wil l ' s  muscular  beat  was capi ta l ized on only 

once or  twice.  I t  appeared that  he would begin to  dance 

using this  beat  to  accompany my music .  

CONCLUSION 

In  spi te  of  the fact  that  Wil l  seemed to  reach an 

equi l ibr ium in his  humor,  in  his  dance,  and in  his  phona

t ion,  my react ion to  the curr iculum is  that  regardless  of  

how I  put  i t  out  for  him,  i t  became a  Greek type curr iculum 

in  the process .  My expectat ion is  that  he wi l l  be locked 

in  the physical  compulsions he now suffers  and that  he 

needs a  s t rong-wil led therapis t  who wi l l  be with him to  

face an absurd and cruel  world.  I f  we put  th is  mythical ly ,  

we might  say that  despi te  my a t tempts  to  re la te  as  a  fa l len 
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creature  to  Wil l ,  I  must  have become as  remorseless  as  

fa te  in  our  interact ion.  Wil l ' s  own knowledge seemed to  

work him i l l .  His  own knowledge was h is  worst  enemy.  I  

became an inimical  piece of  machinery.  Thus,  the more I  

t r ied to  put  my authori ty  behind the possibi l i ty  of  f ree

dom, the more i t  seemed that  I  became more r igid,  cer ta in ,  

and unrelated to  Wil l .  

THE NATURE OF THE STUDENT: LOVELL 

In  the Center ' s  record Love 11 was diagnosed as  having 

the language of  a  one year  old,  social  matur i ty  on the 

Vineland scale  a t  26-40 months and gross  motor  ski l ls  a t  

48 to  52 months when he was f ive and a  half .  At  73 months 

he scored a t  twelve months on the Cat te l l  Scales .  His  

mother  had rubel la  during her  pregnancy,  and he was born 

with a  7 Apgar .  An ear ly  diagnosis  indicated cytomegal ic  

inclusion disease,  and la ter  he was diagnosed as  being 

bl ind with chorioret ini t is  due to  toxoplasmosis .  Lovel l  

i s  bl ind and considered to  be severely re tarded.  He i s  

now s ix  and a  half .  

Lovel l ' s  family  s i tuat ion has  been unstable .  The 

parents  are  separa ted.  The mother ,  whose  educat ion i s  a t  

the  n inth  grade level ,  has  not  known how to  in terpre t  the  
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medical  d iagnosis  of  her  chi ld .  The fa ther  i s  l iv ing In  

another  s ta te .  The grandmother ,  of  fore ign ext ract ion,  

l ives  wi th  the  mother  and chi ld .  According to  the  socia l  

case  worker ,  there  i s  an older  s ib l ing who in terposes  him

sel f  between Lovel l  and h is  mother .  

The chi ld  wi l l  s i t  and keen back and for th ,  somet imes  

repeat ing a  r i tua l is t ic  ges ture  that  involves  repeat ing 

phrases  tha t  are  compressed (but  a t  t imes  decipherable) ,  

c lapping h is  hands  together ,  making an  a tonic  ges ture  over  

h is  r ight  shoulder ,  and drool ing.  The behavior  modif ica

t ion program of  the  Center  i s  teaching him to  s top moving 

h is  head,  to  learn  to  s i t  up,  to  l i s ten ,  and to  say words .  

DATA: Lovel l  was  seen over  a  per iod of  a  year .  

Twelve  t imes  he  was  observed in  c lass  wi th  the  group 

s inging,  a t  about  hal f  an  hour  each t ime,  and for  an  hour  

each t ime he  was  seen on f ive  separa te  occas ions  indi 

vidual ly .  My in t roduct ion to  Lovel l  was  in  a  group ses

s ion when,  r ight  in  the  middle  of  a  song,  Lovel l ,  who had 

been s i lent  up t i l l  that  t ime,  suddenly  sang,  in  perfect  

tune  and enuncia t ion,  "Frere  Jacques ."  (The grandmother  

of  fore ign ext ract ion only  expla ins  where  the  song came 

f rom.)  When th is  happened,  I  s topped (as  one might  s top 
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to  hear  a  chi ld  say "cow" whi le  the  group was s inging "Old 

MacDonald") .  However ,  nothing came of  th is  ges ture .  

Love 11 's  s inging seemed to  be  taken for  granted and ignored 

in  the  c lassroom.  

Love 11 f i l led two thirds  of  the Bergethon and Boardman 

checkl is t .  Since Lovel l  i s  bl ind,  i t  is  obvious that  he 

cannot  read music .  In  terms of  l i s tening,  Lovel l  not  only 

demonstrated the ski l l  of  hear ing,  but  as  wel l  the con

cepts  of  hear ing melody,  rhythm, harmony,  form,  and expres

s ion a t  almost  every pr ivate  encounter .  Not  only did he 

manifest  the ski l l  of  s inging (sounds and in  some cases  

words)  on pi tch,  but  as  wel l  he demonstrated the abi l i t ies  

of  humming melodies ,  rhythms,  or  beats  with accuracy ( to  a  

tenth of  a  second) ,  humming notes  in  harmony with an accom

panying melody,  humming form by making phrases ,  and s inging 

expressively by using the appropriate  tone ( for  example,  a  

s l ight  l i f t ing of  the voice in  the third syl lable  of  

"hal le lujatf)  .  Lovel l  played a  handbel l  to  accompany him

self  while  he was humming or  s inging with my gui tar  play

ing.  He par t icular ly  disdained noisemakers ,  cymbals ,  tone 

blocks,  the t r iangle ,  rhythm s t icks ,  and the drums.  What  

he l iked and played the most  was my gui tar .  With one hand 
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he would p luck individual  s t r ings  or  s t rum chords  that  I  

formed on the  f re ts .  He showed mastery  of  concepts  of  

melody by careful ly  plucking one s t r ing and then the  one 

above i t  and then the  next ;  of  rhythm by es tabl ishing a  

beat  both  wi th  the  gui tar  and wi th  the  handbel l ;  of  har

mony by s t rumming a l l  the  way across  a  chord when he  d is 

covered that  I  was forming i t  for  him on the  f re ts ;  of  

form by p laying phrases  that  were  the  same and yet  d i f fer 

ent  in  h is  s t rumming;  and of  express ion by p laying,  some

t imes  s imul taneously ,  the  handbel l  and the  gui tar .  1  

never  not iced any syncopat ion or  beat  and off -beat  wi th  

the  two ins t ruments ,  but  there  was  a  tempo that  he  used 

d i f ferent ly  for  both .  Lovel l  revealed an abi l i ty  to  move 

wi th  the  music  by the  sk i l l  of  dramat iz ing songs  in  dance 

and by the  concept  of  rhythm in  h is  tapping and c lapping,  

of  form in  moving h is  body to  ref lec t  same and yet  d i f fer 

ent  postures ,  and of  express ion by spontaneous  movement  to  

express  qual i t ies  of  the  music .  In  the  ca tegory of  c rea

t iv i ty ,  Lovel l  c reated many a r ias  for  h imself .  These  were  

largely  spontaneous ,  but  somet imes  were  in  response  to  a  

song that  I  was s inging.  I t  i s  c lear  that  according to  

the  Bergethon and Boardman l i s t  (Appendix  V)  Lovel l  i s  a t  
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or  beyond the f i rs t  grade level .  He c lear ly  displays what  

Alvin would cal l  musical  sensi t ivi ty  as  wel l  as  musical  

abi l i ty .  This  assessment  was confirmed when his  teacher  

agreed that  what  Love 11 needed was an autoharp and that  

she would t ry  to  secure one for  him.  

On the Nordoff  checkl is t  Love 11 was assessed on three 

occasions to  have complete  rhythmic freedom or  musical  in

te l l igence.  On one or  more occasions he displayed e i ther  

instabi l i ty  or  overexci tement  or  metronomic beat ing or  con

fused tempo or  evasive beat ing or  chaot ic-creat ive beat ing,  

and a t  our  las t  session he revealed a  muscular  s t rength 

type of  forced beat ing.  The therapy of  Nordoff ,  suggested 

in  the third category on the check sheet ,  occurred on a l l  

of  the occasions we worked together .  In  the fourth cate

gory a t  every session he responded to  his  name,  to  musical  

idioms,  and to  moods in  music .  The Nordoff  check sheet  

answered the quest ion that  was suggested when Love 11 f i rs t  

sang "Frere  Jacques" in  the classroom: namely,  " Is  this  

chi ld  merely a  parrot  or  an echoic  who happens to  be able  

to  Imitate  exact ly  a  song or  a  word f rom someone e lse?"  

The answer to  this  quest ion from this  check sheet  (Appen

dix VI) ,  and the Bergethon and Boardman check sheet  
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(Appendix V) i s  an unqual i f ied "No."  He may be re tarded 

social ly  and even cogni t ively,  but  he i s  not  parrot ing and 

unquest ionably he has  musical  in te l l igence.  

THE FINAL CAUSE OF THE MUSIC CURRICULUM FOR LOVELL 

The feel ing evoked by this  curr iculum was compassion 

and judgment .  Although Love 11 would le t  me pick him up 

and put  him in  my lap,  he did not  ident i fy  with me as  a  

mother  or  fa ther  or  teacher  subst i tute  as  Wil l  d id .  Simi

lar ly ,  while  I  was as  fascinated by Lovel l  as  he was by 

the gui tar ,  I  always had a  feel ing of  some dis tance from 

him.  The compassion engendered by the curr iculum was the 

feel ing that  grew out  of  the process  between us  and that  

became as  s ignif icant  as  e i ther  one of  us  was individual ly .  

I  was perhaps more of ten s i lent  with Lovel l  than I  am with 

most  people .  I t  was the second pr ivate  meet ing before  I  

spoke a loud,  suggest ing that  we take turns  with the gui tar .  

For  his  par t ,  Lovel l  did a  few things with me that  he never  

did do with the c lass .  We became his tor ic  and unique 

people  to  each other .  

The feel ing of  judgment  was most  v ivid to  me on the 

las t  meet ing that  we had.  Lovel l  used words he had never  

used before ,  l ike "s inging."  He demonstrated a  kind of  
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muscular  s t rength he had not  revealed before .  He had a  

c l icking in  his  throat  l ike the susurrus  of  death.  At  one 

point  he danced l ike a  dervish,  round and round without  

get t ing dizzy or  fa l l ing to  the f loor  ( Is  this  character

is t ic  of  the bl ind?) .  Looking back a t  this  las t  session,  

I  feel  that  he accepted our  f inal  separat ion much more 

heroical ly  than I .  But  there  was a  f inal i ty  there  that  

s tood in  judgment  upon both of  us .  

EFFICIENT CAUSE OF THE MUSIC CURRICULUM FOR LOVELL 

The manner  in  which the curr iculum came into being 

was most  def ini te ly  open.  Since he was b l ind,  Lovel l  had 

to  be carr ied or  led everywhere we went ,  but  soon he knew 

when to  push the door  or  when to  move out  of  the way of  the 

chair .  The gui tar  of  course was one interest  center ,  but  

the open f loor  and the other  instruments  were a lso.  One 

of  Lovel l ' s  f i rs t  words was "hel lo"  in  response to  my 

s t r iking the t r iangle  (sounding l ike the phone,  I  presume).  

There were two occasions that  symbolized this  discovery 

aspect  of  the classroom: once with music ,  using his  name 

(as  suggested by Nordoff) ,  and once when I  t r ied to  show 

him how to  f inger  cer ta in  f re ts  to  produce chords.  
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In  the f i rs t  instance I  used every song that  he had 

heard in  c lass  and inser ted his  name:  "Love 11,  row the 

boat  ashore,"  "My name i s  Love 11,"  "Where i s  Love 11,"  and 

so on.  As we cont inued to  make music ,  with my playing the 

gui tar  and his  humming a long and r inging the handbel l ,  he 

suddenly began to  count  to  ten.  Since I  had never  heard 

Lovel l  u t ter  a  sound in  c lass ,  i t  seemed to  me that  he was 

doing so now because of  the use of  h is  name plus  the 

unrestr ic ted nature  of  the music .  

On the second occasion,  I  was t rying to  f ind a  way in  

which Lovel l  could s i t  in  my lap and with his  r ight  hand,  

with which he usual ly  strummed or  plucked the s t r ings,  

press  down the s t r ings to  form chords,  and with his  lef t  

hand s t rum the s t r ings.  (This  would be much more s imply 

done on an autoharp.)  There was some f rustrat ion and he 

was unable  to  press  down the s t r ings,  but  as  he s t rummed 

with his  lef t  hand,  he began s inging "hal le lujah."  After  

th is ,  there  were other  songs that  he sang,  in  f i ts  and 

s tar ts ,  with phonemes missing here  and there ,  but  they were 

unmistakably songs with words in  them. 

My ref lect ion on this  serendipi ty  was that  th is  may 

re la te  to  some kind of  dominance of  the r ight  par t  of  h is  
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brain ,  account ing for  why he  can s ing words  and numbers  

but  rare ly  say them.  I t  a lso  may be  tha t  th is  s ide  of  

the  bra in  can bypass  the  damage tha t  may be  done to  the  

re t icular  format ion or  to  whatever  organism i t  i s  that  

processes  Lovel l ' s  words .  The most  not iceably  "re tarded"  

fea tures  of  Lovel l  a re  h is  drool ing,  h is  r i tua l  ges ture ,  

and h is  "word sa lad"  that  seems to  accelera te  h is  words  

beyond thei r  normal  speed.  Both  the  drool ing and the  

r i tua l  ges ture  could  be  the  kind of  t ics  that  develop 

among the  b l ind,  but  i t  i s  not  my in tent ion to  prove that  

Lovel l  i s  or  i s  not  of  normal  in te l l igence.  What  i s  c lear  

to  me i s  that  when an  open s i tuat ion was provided for  

Lovel l ,  h is  " re tarded"  behavior  abated,  and h is  abi l i ty  to  

speak,  a lbei t  through music ,  accelera ted .  

FORMAL CAUSE OF THE MUSIC CURRICULUM FOR LOVELL 

THOUGHT: One of  the  songs  that  I  wi l l  s ing upon the  

s l ightes t  provocat ion i s  " I  Can ' t  Help  But  Wonder  Where  

I 'm Bound."  One of  i t s  verses  i s :  

I t ' s  a  long and dusty  road,  i t ' s  a  hard  and heavy load,  
And the  fo lks  you meet  a re  not  a lways  too k ind.  
Some are  bad and some are  good,  and some have done the  

bes t  they could ,  
And some have t r ied  to  ease  my t roubl in '  mind.  

CHORUS: 
And I  can ' t  help  but  wonder  where  I 'm bound,  where  I 'm 

bound.  
I  can ' t  help  but  wonder  where  I 'm bound.  
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This  i s  a  modern pi lgr image song,  and as  I  s ing i t ,  I  do 

wonder  where I  am bound.  All  the more do I  wonder  where 

Love 11 is  bound.  To some place where h is  musical  in te l l i 

gence wil l  be developed,  or  to  more and more behavior  modi

f icat ion where he wil l  be t ra ined to  appear  normal? This  

thought  of  judgment  i s  no s t ronger  than the thought  of  

compassion in  another  song that  i s  a  love song but  i s  a lso 

a  song that  ordinar i ly  would not  be sung to  chi ldren.  

Lovel l ,  who does not  l ike dissonance or  off-beat  chords,  

nonetheless  l is tened to  this  and played in  accompaniment  

with i t  :  

I  can think of  younger  days when l iving for  my l i fe  
was everything a  man could want  to  do,  

I  could never  see tomorrow,  
But  I  was never  told about  the sorrow,  
And 

CHORUS: 
How can you mend a  broken hear t ,  
How can you s top the ra in  from fal l ing down? 
How can you s top the sun from shining,  
What  makes the world go round? 
How can you mend th is  broken man? 
How can a  loser  ever  win? 
Please help me mend my broken hear t ,  
And le t  me l ive  again.  

The implicat ion of  th is  ra ther  dulcet  and dolorous song is  

that  a  broken hear t  can be mended and a  loser  can have a  

f r iend.  In  spi te  of  our  ra ther  object ive re la t ion to  each 

other ,  Lovel l  and I  could feel  compassion for  each other .  
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CHARACTER: The heteronomous dimension of  character  

came out  in  songs l ike "The King of  France":  

The King of  France,  
With for ty  thousand men,  
Marched up a  h i l l  
And then marched down again.  

This  has  a  mart ia l  beat  to  i t ,  and I  use i t  of ten to  regi

ment  or  to  organize chi ldren.  Love 11,  however ,  had no use 

for  i t .  

The autonomous dimension of  the curr iculum often came 

out  in  music  with no words a t  a l l .  I  would s t rum chords 

from the lascivious s ide of  the blues  and spir i tuals ,  such 

as  "C.  C.  Rider ,"  and from the songs of  lass i tude l ike 

"Death Ain ' t  You Got  No Shame,"  and these evoked individ

ual is t ic  and unique responses  from Lovel l .  Songs such as  

those pr inted above and the r iding song,  "Mi Cabal lo ,"  

seemed to  combine the order  and the form of  the outs ide 

world and the spir i t  and the authent ic i ty  of  the inner  

world.  Music  gave a  theonomous character  to  the interac

t ion of  the two of  us  as  we overcame the natural  law of  

re t icence and uni ted in  s inging.  

ACTION: Our chief  act ion was in teract ion.  For  my 

par t  there  was a  dream-l ike dr i f t  into songs of  fa te  and 

rever ie .  There was a lso a  pragmatic  concern for  producing 
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sound in  Love 11.  These two seemed to  f ind an equi l ibr ium 

in our  pact  to  " take turns ."  I  would play the best  I  could 

and he could s ing or  hum along or  not ,  but  then I  would 

fa i thful ly  rel inquish the gui tar  to  Love 11 to  le t  him do as  

he pleased.  I  am sure  that  were someone to  come in  on our  

sessions and f ind this  bl ind chi ld  s t rumming to  a  bearded 

man,  they would declare  that  one of  us  was aut is t ic  and the 

other  was a  sol ipsis t ,  but  such is  the fa ta l  sor i tes  of  the 

logic  of  moderni ty .  In  one of  the most  act ion-packed songs,  

"Mi Cabal lo ,"  Lovel l  burs t  out  laughing as  only a  normal  

chi ld  could.  This  laughter  i s  even more unaccountable  than 

his  s inging words.  I t  i s  a  kind of  act ion that  presupposes  

a  double  vis ion.  

MATERIAL CAUSE OF THE MUSIC CURRICULUM FOR LOVELL 

With the problem of  Lovel l ' s  speech f low,  his  ar t icu

la t ion,  and his  sequencing,  I  might  have selected the 

mater ia l  for  the remediat ion of  these problems.  I  used 

the songs mentioned above and a l l  of  the songs used in  the 

classrooms.  But  s ince the act ion that  determined the mate

r ia l  was of ten in  Lovel l ' s  hands,  the mater ia l  of  the 

curr iculum was f rom his  memory,  or  i t  was dance,  or  i t  was 

merely feel ing the s ides  and the back of  the gui tar .  
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There  was  l i t t le  ta lk ing between us ,  but  a  great  deal  of  

sound.  The meaning tha t  emerged in  pat terns  f rom our  

sound was  in  some cases  in tended and in  some cases  " jus t  

happened."  

CONCLUSION 

There  are  two problems that  I  would l ike  to  face  wi th  

regard  to  Lovel l :  the  " id iot  savant"  problem and the  prob

lem of  te r r i tor ia l i ty .  Alvin  i s  correct  when she  says  

that  we of ten  overes t imate  the  musical  sk i l l s  of  the  re

tarded because  we a re  so  surpr ised to  f ind them there  a t  

a l l .  Al though the  Center  avoids  label ing chi ldren,  i t  i s  

assumed there  that  Lovel l  i s  re tarded.  While  I  am not  

sure  exact ly  what  h is  socia l  or  in te l lec tual  level  i s ,  I  

do th ink he  approaches  musical  normal i ty .  I  do not  th ink 

he  i s  a  "mute  inglor ious  Mil ton."  I  would be  happy to  be  

surpr ised on that  score .  Perhaps  wi th  t ra in ing and 

teaching Lovel l  could  develop language and could  overcome 

the  handicap of  b l indness .  Even th is  i s  beyond my ken.  

What  I  can say i s  that  Lovel l  i s  a  unique and fa l len  crea

ture .  This  fac t  may myst i fy  h is  teachers .  Unt i l  the  

teachers  can exper ience  some demyst i f ica t ion,  unt i l  they 

can change thei r  ca tegor ies  of  in terpre ta t ion,  Lovel l  can 

only  expect  neglect  of  whatever  ta lents  in  music  he  may 

posse  ss .  
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This  as ide  in to  the  teachers  a lso  takes  us  in to  the  

quest ion of  te r r i tor ia l i ty .  How much of  what  chi ld  belongs  

to  you,  and how much of  what  chi ld  belongs  to  me? This  

ques t ion did  not  bother  me so  long as  I  worked wi th  Lovel l  

and assumed that  h is  recreat ional  therapy teacher  and h is  

c lassroom teacher  and I  had the  same goal  in  mind for  him.  

But  when Lovel l  began to  se t  h is  own goals ,  i t  occurred to  

me tha t  he  and I  might  be  working a t  cross-purposes  wi th  a  

behavior  modif ica t ion program that  had only  preconceived 

goals  for  him.  Worse ,  he  and I  might  be  put t ing Lovel l  

h imself  in to  a  contradic tory  posi t ion.  This  ra ises  a  host  

of  ques t ions  about  the  a ims of  any ins t i tu t ion,  but  I  must  

se t t le  for  th is  answer  a t  th is  point :  I t  i s  bet ter  (a t  

the  r i sk  of  my p laying God)  for  a  s tudent  to  gain  knowl

edge and be  removed f rom the  Garden of  Eden than for  him 

to  l ive  in  dreaming innocence.  I f  h is  fa l l  f rom Eden i s  

seIf - in i t ia ted  (and not  p lanned by me or  anyone e lse)  ,  he  

wi l l  be  able  to  face  the  hard  knocks  tha t  come.  This  

durabi l i ty  was  cer ta in ly  tes t i f ied  to  in  Lovel l 1 s  accept

ance of  our  separa t ion.  



CONCLUSION FOR CHAPTER FOUR 

I  began this  chapter  with a  review of  my method and 

indicated that  i t s  logical  exfol ia t ion not  only was in  the 

use of  melody as  wel l  as  dict ion in  the mater ia l  cause of  

the curr iculum, but  a lso that  there  is  a  natural  emergent  

in  the fact  of  my having put  the method into pract ice  my

self .  I  so considered both the group work and the indi

vidual  work I  did with the chi ldren.  

My method as  I  appl ied i t  to  the groups in  the nature  

of  the case was l imited by the set t ing.  I  have argued that  

the Modern myth seems to  be character is t ic  of  the Center  

and that  the Judeo-Chris t ian myth character is t ic  of  my own 

approach.  This  or ientat ion natural ly  affects  the moral  and 

educat ional  events  that  come about .  How much so is  hard to  

see or  measure.  Contradict ions between myths cer ta inly 

blur  the picture .  My conclusion is  that  I  did exer t  my 

wi l l  upon the s tudents  (and upon the teachers  and the 

a ides)  ,  and the pr ice  I  had to  pay to  do so was to  take on 

a  protect ive colorat ion that  blended into the landscape of  

behavior  modif icat ion.  I  fe l t  that  the global  aims of  

l iberat ion,  par t ic ipat ion,  and plural ism were tentat ively 

reached in  some cases  with fa l len,  unique,  h is tor ical  
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beings,  including myself .  Sometimes these aims were not  

reached.  

My conclusion with my work with one s tudent ,  Wil l ,  

was that  despi te  the fact  that  I  was f ree  to  move in  my 

own s tyle ,  the curr iculum seemed to  come out  as  Greek in  

the interact ion between Wil l  and myself .  On the other  

hand,  in  my work with Love 11 I  found i t  possible  to  be in  

an open s i tuat ion and to  discover  both my and Lovel l ' s  

potent ia l  in  a  fa l len and his tor ical  interact ion.  But  the 

unant ic ipated consequences of  our  labors ,  I  feared,  might  

make i t  diff icul t  for  Lovel l .  

The observation of  my own curriculum was possible 

because of  the principle of  complementari ty.  The privi

lege of  having absolute certainty was lost ,  but  in i ts  

place there grew the feel ing that  while I  found,  in my ob

servations,  that  there were myths and moral i t ies  operat ing 

at  the Center  with which I  was not  in accord,  there was 

nonetheless,  in a professional  sense,  room enough for  me,  

as  a  visi t ing teacher,  to work and share in the labor of  

therapy.  

I  am sure that  just  as  my working with Blacks at  a  

predominantly Black inst i tut ion has influenced my views on 

many areas of  education,  just  so working at  the Center  has 
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inf luenced my views of  those who work with the severely 

handicapped chi ld .  Perhaps,  then,  the t ruth about  curr ic

ulum for  the except ional  chi ld  in  the regular  c lassroom 

l ies  somewhere between the two of  us .  Perhaps the t ruth 

l ies  somewhere between the open set t ing and the competency-

based set t ing,  somewhere between exact  imitat ion and equi

l ibr ium, somewhere between language as  behavior  and lan

guage as  a  form.  We a l l  must  take our  posi t ions and speak 

the t ruth,  but  then we must  be wil l ing to  become involved 

and put  our  declarat ions into pract ice .  

Labor  i s  blossoming or  dancing where 
The body i s  not  bruised to  pleasure soul ,  
Nor beauty born out  of  i t s  own despair ,  
Nor blear-eyed wisdom out  of  midnight  o i l .  
0  chestnut  t ree ,  great  rooted blossomer,  
Are you the leaf ,  the blossom or  the bole? 
0  body swayed to  music ,  0  br ightening glance,  
How can we know the dancer  f rom the dance? 

(from W. B.  Yeats ,  "Among School  Chi ldren")  
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CHAPTER FIVE 

THE MOVEMENT OF AESTHETIC ENJOYMENT 

DIALOGUE ON CURRICULUM 

Three theoris ts  are  discussing curr iculum. MOD (or  

Modern) ,  GRE (or  Greek) ,  and JUD (or  Judeo-Chris t ian)  are  

the speakers .  Let  us  l is ten to  what  they have to  say:  

MOD: I f  our  subject  i s  special  educat ion,  or  language 

acquis i t ion,  or  music  therapy,  we must  f i rs t  specify the ob

ject ive that  the s tudent  i s  to  master .  I  do not  se t  for th  

the term "object ive" as  something external  and ominous.  

Rather ,  an object ive can be suggested by the s tudent  or  by 

the teacher;  i t  can come from society a t  large or  from 

special is ts  in  phi losophy or  Engl ish or  sociology.  Too,  the 

psychologis t  who can te l l  us  something about  the way we learn 

things can contr ibute  to  the select ion of  our  object ives .  

GRE: Before I  would consul t  a  psychologis t ,  I  would 

want  to  know whether  he understands the power of  suspense,  

of  ident i f icat ion with a  powerful  dramatic  image in  i t s  

reversal  and discovery.  Because,  the object ives  for  us  to  

acquire  must  not  just  imitate  the act ions of  the ordinary 

man.  The mass of  people  cannot  te l l  us anything about  
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vir tue or  moral i ty ,  but  the act ion of  our  heroes  can.  

These have been revealed to  us  in  imaginat ive l i terature .  

I t  is  the most  ndural  thing in  the world for  the learner  to  

acquire  moral i ty  or  language or  music  in  imitat ion of  the 

greats  that  he ident i f ies  with as  he reads.  

JUD: I  would agree with GRE that  the s imple and the 

l i teral  act ions of  object ives  in  educat ion are  abstract  and 

that  they omit  the  moral  depth and complexi ty  of  heroic  f ig

ures .  But  1  would add that  there  is  more than just  one 

kind of  heroic  type with whom we ident i fy .  There are  those 

who are  t ragic ,  those who are  redemptive,  and those who are  

pathet ic .  Addit ional ly ,  I  would argue that  l i teral  imita

t ion must  be balanced by spontanei ty ,  for  there  is  as  much 

that  needs to  "come out"  of  the learner  as  needs to  "go in ."  

Thus,  to  focus our  ta lk  about  curr iculum, the acquis i t ion 

of  music  or  of  language or  of  moral i ty  i s  faci l i ta ted by 

responding to  the expansion,  prompting,  and imitat ion of  an 

external  object ive,  but  acquis i t ion is  also br inging out  

what  i s ,  in  par t ,  within.  

MOD: I  would agree that  when you read l i terature  you 

may discover  that  l i fe  in  the past  for  people  was t ragic ,  

or  redemptive;  but  the aim of  modern educat ion is  the re in

forcement  of  progress .  
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GRE: No,  the  real  drama of  educat ion gets  interest ing 

when the for tune of  the s tudent  changes--ei ther  for  the 

bet ter  or  for  the worse.  

MOD: But  the divis ion of  knowledge into separate  cate

gories  prevents  th is .  Why need a  s tudent 's  for tune get  

worse? Each special is t  i s  able  to  work in  his  area,  and by-

working in  harmony we a l l  can come to  the highest  synthesis  

of  knowledge.  

JUD: I  would a lmost  say the opposi te ,  that  when a  

scholar  begins  to  feel  proprietary about  h is  area of  spe

cial izat ion,  i t  is  t ime for  him to  be humbled by doing some 

outs ide reading.  Does knowledge insure goodness? 

MOD: We are  here  to  ta lk  about  curr iculum and moral i ty  

and special  educat ion,  and yet  we are  ta lking about  f rag

mented scholarship.  I  re turn to  my f i rs t  s ta tement  that  we 

must  determine our  object ives  before  we can begin the educa

t ional  process .  We have confused two dis t inct  things.  

Firs t  there  is  the object ive in  educat ion,  and secondly 

there  is  the way in  which the learner  i s  able  to  f ind the 

r ight  mater ia l  to  reach that  object ive.  Thus,  to  focus on 

music ,  or  language,  we want  to  see the learner  acquire  a t t i 

tudes or  ski l ls  or  abi l i ty  within his  discipl ine.  We must  

se lect  the r ight  kind of  learning experiences that  i t f i l l  be  
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"imitable"  for  him.  We must  know what  yardst ick i t  is  that  

we are  using to  measure h is  success  in  these experiences .  

My own happens to  be that  these experiences  must  give the 

s tudent  a  chance to  put  into pract ice  the behavior  implied 

in  the object ive;  but ,  addi t ional ly ,  he must  gain some sa t is

fact ion for  his  labors;  and f inal ly  he must  be able  to  dis

cover  or  real ize  more than just  one kind of  outcome.  Thus 

in  learning music ,  the  learner  must ,  i f  he has  the object ive 

of  learning a tune,  have a  chance to  s ing the tune;  he must  

gain some sat isfact ion from i t ;  but  i f  he chooses  to  s ing i t  

on the playground,  th is  wil l  be as  acceptable  as  his  s inging 

i t  in  the music  c lass .  

GRE: Your yardst ick is  pragmatic  and hard to  chal lenge.  

Do you different ia te  between a  convincing impossibi l i ty  and 

an unconvincing possibi l i ty? A s tudent  must  be chal lenged 

by what  he can imagine as  wel l  as  by what  he can do.  

Teaching is  an ar t  and must  be ar t is t ical ly  done.  I f  the 

s tudent  does not  have the s l ightest  idea what  he i s  doing,  

but  he feels  that  there  is  a  dramatic  movement  to  i t ,  he may 

be just  as  wel l  off  as  the s tudent  who knows exact ly  what  he 

i s  doing,  but  has  not  enter ta ined possibi l i ty  or  r isk.  

JUD: I  would l ike to  go back to  what  MOD had to  say 

about  the learning experience.  I t  seems c lear  that  the 
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learning experience i s  not  l imited to  words.  Words are  so 

of ten ident i f ied with the mater ia l  of  educat ion that  i t  is  

diff icul t  to  think otherwise.  Perhaps i f  I  put  GRE'  s  con

cept  in  my own way,  does the learner  have something so ob

ject ive as  a  tune? Maybe for  the retarded chi ld  i t  is  just  

the tone or  the rhythm. This  rhythm may be in  his  "beat"  

which i s  a  long way f rom the object ive tune he i s  supposed 

to  learn.  I  do not  quest ion that  there  may be several  pos

s ible  outcomes,  nor  do I  quest ion that  some sat isfact ion 

must  be gained,  but  I  do think that  put t ing " i t"  into ob

vious or  external  pract ice  sometimes i s  impossible .  I  am 

thinking of  cerebral  pals ied chi ldren whom I  have heard 

s ing.  Their  impossibi l i ty  was more convincing than an un

convincing possibi l i ty .  The chi ldren sang and,  as  i t  were,  

lef t  spaces  between var ious components  of  the melody.  You 

feel  that  i f  you played a  recording of  their  s inging a t  a  

fas t  speed,  i t  would sound perfect ly  natural ,  but  i f  i t  were 

s lowed down,  there  would be great  faul ts  and f issures  in  the 

melody.  As i t  s tands,  i t  was a  dramatic  whole even though 

i t  was technical ly  imperfect .  

MOD: I  would l ike to  push back to  the big picture ,  i f  

I  may,  for  I  feel  that  i t  is  important  to  put  the educa

t ional  object ive in  i ts  set t ing.  I  think we would agree 
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that  learning experiences need some cont inui ty  wherein one 

day leads to  the fol lowing,  and one year  leads to  the next ;  

but  I  think we a lso need some sequence so that  the learner  

can go deeper  and deeper  into the same mater ia l .  The in te

grat ing pr inciple  that  t ies  ver t ical  and horizontal  together  

i s  e i ther  chronological ,  or  psychological ,  or  logical .  The 

music  that  we teach may move f rom the ear l ies t  t imes to  

medieval  to  romantic  to  modern music .  Or we may move,  as  

Jul ie t te  Alvin did,  through the developmental  sequence of  

the chi ld  toward greater  depths  of  psychological  matur i ty .  

Or we may move f rom what  i s  logical ly  s imple,  to  what  i s  

logical ly  more complex,  to  what  i s  logical ly  profound.  We 

may move f rom gross  sensory motor  ski l ls  to  percept ion to  

f ine sensory motor  ski l ls  in  working with a  re tarded chi ld .  

GRE: Looking a t  the curr iculum is  l ike looking a t  a  

verse  in  an epic:  I t  is  beaut i ful ,  but  i t  i s  not  the whole 

s tory.  Or to  reverse  the analogy,  I  agree with you that  we 

must  th ink about  the organizat ion of  the learning experi

ences,  but  I  see this  organizat ion as  one big drama.  The 

author  or  teacher  can speak through his  characters ,  or  he 

can speak direct ly  through his  own persona.  I  think that  

the lecture  method has  taken qui te  a  beat ing from modern 

cr i t ics ,  but  I  think what  i s  needed is  not  fewer  lectures  
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but  ra ther  more dramatic  lectures  in  the classroom. There 

should be a  beginning,  and an end--a  complicat ion and a  

reversal  as  in  drama-- in  the organizat ion of  the day-to-day 

curr iculum. I  gather  that  JUD fe l t  himself  to  be a  dramatic  

actor  when he sang with the group of  chi ldren.  So I  think 

that  the classroom can be organized around the mimesis  of  

the teacher ,  and the teacher  must  abide by dramatic  pr inci

ples  to  get  the a t tent ion of  the c lass .  Everything must  

emerge natural ly  from the f low of  events .  

JUD: I  would push the dramatic  pr inciples  just  a  

l i t t le  bi t  fur ther .  I  would l ike  to  propose that  the whole 

curr iculum could be set  up on dramatic  pr inciples ,  sug

gest ing that  within this  dramatic  category there  are  three 

dis t inct  types:  the Greek,  the Judeo-Chris t ian,  and the 

Modern.  I t  is  the formal  e lement  of  curr iculum that  needs 

reconstruct ion,  not  just  the substance or  content .  I  be

l ieve that  this  dramatic  organizing pr inciple ,  ra ther  than 

logic ,  or  chronology,  or  psychology,  as  MOD suggests ,  can 

apply,  i f  taken symbolical ly ,  to  a  whole host  of  quest ions 

ranging from the most  d iscrete  concern for  development  of  

sequencing in  the except ional  chi ld  to  the issues  concerning 

moral  educat ion,  supervis ion,  theories  of  learning,  and 

inst i tut ional  organizat ion.  This  symbolic  approach is  not  
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to  be taken l i teral ly ,  but  i t  is  to  be taken dialect ical ly  

moving from the Modern thesis ,  to  the Greek ant i thesis ,  to  

the Judeo-Chris t ian synthesis .  Whitehead cal led at tent ion 

to  a  s imilar  dialect ic  in  his  essay on "The Rhythmic Claims 

of  Freedom and Discipl ine" in  his  The Aims of  Educat ion:  

No par t  of  educat ion has  more to  gain from at ten
t ion to  the rhythmic law of  growth than has  moral  and 
re l igious educat ion.  Whatever  be the r ight  way to  
formulate  re l igious t ruths ,  i t  is  death to  re l igion to  
insis t  on a  premature s tage of  precis ion.  The v i ta l i ty  
of  re l igion is  shown by the way in  which the Rel igious 
Spir i t  has  survived the ideals  of  re l igious educat ion.^2 

Rel igion and moral i ty  wil l  not  get  into the curr iculum by 

preachments  and imperat ives .  I t  must  be discovered within 

the form of  the curr iculum. I  would l ike  to  give just  one 

i l lust ra t ion.  Moral i ty ,  as  you know, can be as  s imple as  

te l l ing a boy not  to  play with a  dol l  and as  complex as  

asking yourself  the quest ion,  "What  am I  doing?" or  "Who am 

I?"  Moral  i ssues  always go back to  meta-morals ,  or  the 

source of  legi t imat ion of  morals .  My Greek-Judeo-Chris t ian-

Modern typology wil l  a l low a f ree  and open discussion of  

these moral  i ssues ,  as  wel l  as  imitable  act ions that  re in

force them in  the s tudent .  One begins  to  see how the drama 

seen from one person 's  point  of  view is  ent i re ly  different  

"^Alfred North Whitehead,  The Aims of  Educat ion (New 
York:  Mentor  Books,  1953) ,  p .  50.  
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f rom the drama as  seen from another  person 's  point  of  view.  

One a lso begins  to  see that  "my s tory" is  s imilar  to  and 

yet  different  from "your  s tory."  

MOD: We were ta lking about  the organizat ion or ,  in  

your  terms,  the eff ic ient  cause of  the curr iculum, but  now 

i t  sounds l ike we have moved to  the evaluat ion of  the cur

r iculum. My own opinion is  that  the evaluat ion of  the cur

r iculum can be ra ther  object ive and scient i f ic .  Suppose 

that  we have an object ive that  we want  the  school  or  the 

classroom to reach.  We can use a  var ie ty  of  instruments ,  

tes ts ,  and quest ionnaires  to  gather  data .  This  data  must  

be sampled in  an object ive way so as  to  get  the best  meas

ure  of  t ime and content .  The tes t ,  or  whatever  instrument  

we are  using,  must  be re l iable ,  that  i s ,  i t  must  have some 

internal  consis tency in  i ts  col lect ion of  data;  and i t  must  

be val id ,  that  i s ,  i t  must  be able  to  f ind out  what  i t  is  

we are  af ter ,  so as  to  be able  to  col lect  that  and not  some 

other  data .  At  th is  point  we then can look a t  our  data ,  

draw up an hypothesis  to  explain i t ,  and gather  more data  

to  see i f  our  hypothesis  i s  confirmed.  All  of  th is  is  what  

I  cal l  evaluat ion.  The purpose of  evaluat ion is  to  see i f  

we have achieved the object ives  we in i t ia l ly  proposed.  
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GRE: l£  nine experts  from nine discipl ines  have given 

one chi ld  nine different  tes ts ,  who do you suppose has  

learned the most?  Ser iously,  1  think that  the evaluat ion or  

the f inal  cause of  curr iculum should not  be what  one,  as  an 

outs ider ,  can tes t ,  but  ra ther  the feel ing the learner  has  

as  he progresses  in  imitat ing an act ion.  Are there  any re

versals?  Is  there  any discovery? Does he begin to  take his  

role  in  the drama of  l i fe?  

JUD: I  would agree with you that  evaluat ion has  to  be 

the feel ing that  the learner  has ,  but  you must  remember that  

i f  a l l  par ts  of  the educat ional  system are  internal ly  re

la ted,  this  means the evaluat ion must  be done by the learner ,  

by the teacher ,  and by the adminis t ra tor  of  the inst i tut ion 

as  a  whole.  While  you look upon this  drama as  mainly heroic ,  

e l ic i t ing only feel ings appropriate  to  the t ragic  sense of  

l i fe ,  I  look a t  drama as  a lso being redemptive,  e l ic i t ing 

other  feel ings appropriate  to  the redemptive sense of  l i fe .  

But  I  would agree with you that  the evaluat ion has  to  be 

internal  ra ther  than external  and object ive.  Whimsical ly ,  

we might  suggest  that  to  f ind the I .Q,  of  a  chi ld ,  divide 

the number of  dimensions to  his  l i fe  that  are  myster ious 

and unfathomable by the number that  are  quant i f iable .  
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MOD: The two of  you l ike to  get  away from the cold 

hard facts ,  but  what  you do not  real ize  is  that  in  your  

concern for  feel ings you have abandoned your  in i t ia l  con

cern for  moral  educat ion.  For  example,  to  hark back to  the 

quest ion about  the organizat ion of  educat ion and of  the 

curr iculum, the curr iculum should have a  taxonomy of  learning 

object ives  that  includes everything from the cul ture  to  the 

self .  I t  is  important  for  the learner  to  learn something 

about  in te l lectual  and moral  values ,  and my taxonomy in

cludes harmony and tolerance.  

GRE: But  you see,  you have given your  case away when 

you suggest  that  tolerance and harmony are  to  be considered 

as  mater ia l  in  the organizat ion.  I t  i s  one thing to  value 

and to  put  values  into the organizat ion of  the curr iculum, 

and i t  is  another  to  have them as  the object  or  aim of  the 

curr iculum. 

JUD: Again,  I  would have to  agree,  and disagree.  My 

conclusion is  that  MOD bui lds  a  kind of  moral i ty  into his  

curr iculum that  yields  heteronomous moral i ty ,  that  i s ,  the 

moral i ty  of  compliance and conformity.  I  think GRE's  cur

r iculum yields  a  moral i ty  of  autonomy,  or  self-directed 

moral i ty .  My own curr iculum enables  the s tudent  to  deal  

with moral i ty  both in  terms of  day-to-day issues ,  but  as  
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well  in  terms of  t ranscendent  ones,  both in  terms of  a  

s teady s ta te  cul ture  and in  terms of  cul tural  growth or  

col lapse.  This  i s  theonomous,  because the pr inciples  of  

moral i ty  are  given by the very ground of  one 's  being.  This  

kind of  moral i ty  a l lows one to  judge the inst i tut ion as  wel l  

as  the individual ,  because i t  does not  receive i t s  values  

from the inst i tut ion.  

MOD: But  you do me wrong.  I  have not  the s l ightest  

object ion to  teaching world views.  My pr inciple  is  best  

i l lust ra ted by re turning to  the issue of  special  educat ion.  

Certainly in  your  aim you want  to  have each learner  approxi

mate the norm. You cannot  a l low the retarded to  decide what  

i s  best  for  himself ,  because in  the nature  of  the case he i s  

already def ic ient .  Rather ,  you diagnose his  s i tuat ion and 

evaluate  what  you think his  learning environment  should be,  

and then you set  up the sequence of  object ives  you wish for  

him to  pursue.  

GRE: Diagnosis  and prescr ipt ion are  a l l  very wel l  in  

the area of  heal th ,  but  the pat ient  not  only has  to  bel ieve 

in  their  magic,  but  as  wel l  he must  take his  medicine.  You 

see ,  you presuppose that  normali ty  i s  something real .  You 

presuppose that  I .Q.  i s  something real .  You imply that  the 

re tarded is  less  than real ,  that  music  and drama are  less  
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than real .  Your drawing up an hypothesis  on the basis  of  

data  i s  very wel l  and good i f  you know the nature  of  re

a l i ty .  But  i f  you have not  es tabl ished what  real i ty  is ,  

then your  hypothesis  i s  nul l  and void.  What  k ind of  re

al i ty  is  i t  that  imputes  nonexis tence to  the retarded or  to  

the humanit ies?  

JUD: I  think your  point  i s  wel l  taken.  I f  we presup

pose that  s tudents  are  vacuous ent i t ies  in  s imple locat ion 

in  space and t ime,  we wi l l  not  have got ten into the subject  

very deeply.  On the other  hand,  I  think i f  a  typology of  

the nature  of  the one I  am suggest ing goes into the diag

nosis ,  then diagnosis  i s  not  only possible  but  necessary.  

The maximum amount  of  scient i f ic  understanding matched with 

the maximum amount  of  se  I f - ref lect  ion is  what  i s  required 

in  working with general  or  with special  educat ion.  

I  suppose i t  is  my job to  wrap up what  we have said.  

We have a l l  looked a t  the formal ,  the  mater ia l ,  the eff i 

cient ,  and the f inal  causes  of  the curr iculum. We have 

looked a t  these topics  from our  own world view and have 

engaged in  but  l i t t le  dialogue or  interpenetrat ion of  each 

other 's  world view.  I  think we have barely scratched the 

surface of  curr iculum cr i t ic ism in terms of  myths and 

morals  and models ,  but  I  think we have t r ied to  project  

ourselves  into the enterpr ise .  Having done what  men could,  

we now suffer  what  men must .  

-  FINIS -
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This  chapter  wil l  conclude our  inquiry by summarizing 

what  has  been said and by point ing to  the wider  implicat ions 

this  method has  for  curr iculum cr i t ic ism.  The imaginary 

dialogue above i s  one way of  so point ing and should a ler t  

the reader  to  the suggest ive ra ther  than prescr ipt ive nature  

of  th is  chapter .  Hopeful ly  the dialogue foreshadows the 

remarks to  come.  

REVIEW OF THE FIRST CHAPTER 

The preface and the f i rs t  chapter  proposed a  method of  

curr iculum cr i t ic ism.  The model  there  was taken from the 

humanit ies .  I t  could have come from the natural  or  the 

social  sciences as  have so many models  for  curr iculum cr i 

t ic ism,  but  a t  this  point  in  his tory the humanit ies  have 

much to  say to  curr iculum cr i t ic ism.  The proposed model  

re l ied heavi ly  on the l i terary cr i t ical  method of  Aris tot le .  

The Aris totel ian method enables  one to  get  within a  given 

form and reason induct ively as  to  i ts  causes .  Value judg

ments  are  then made in ternal ly  within the form rather  than 

being imposed from without .  This  capaci ty  to  analyze forms 

and to  render  value judgments  i s  not  l imited to ,  but  i s  

typical  of j  methods within the humanit ies .  
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The method used is  Aris totel ian,  but  i t  has  been 

deepened by adding metaphysical  opt ions to  Aris tot le 's  Greek 

world view: the Judeo-Chris t ian world view and the Modern 

world view.  Aris tot le 's  term "spectacle"  or  point  of  view 

is  used,  but  addi t ional  to  a  Greek point  of  view is  a  Modern 

point  of  view or  a  Judeo-Chr i s t ian point  of  view in  the work 

of  imaginat ion.  While  Aris tot le 's  term "plot"  is  used,  a  

plot  may be a  Greek t ragic  plot  or  a  Judeo-Chris t ian redemp

t ive plot  or  a  Modern pathet ic  turn of  events .  Aris tot le 's  

term "hero" is  re ta ined,  but  the hero may be of  an autono

mous (or  Greek) ,  heteronomous (or  Modern) ,  or  theonomous (or  

Judeo-Chris t ian)  character .  Aris tot le 's  term "cathars is"  

or  f inal  cause i s  used to  suggest  the feel ing evoked by the 

work of  l i terature  that  includes pi ty  and fear ,  or  pathos 

and despair ,  or  judgment  and compassion.  I t  could be argued 

that  Aris tot le 's  method is  l imited only to  his  age.  I t  

could be argued that  his  terms and indeed his  metaphysical  

point  of  view cannot  be expanded.  I t  could be argued that  

his  analysis  would be drast ical ly  changed under  such modif i 

cat ions.  I  submit  that  Aris tot le  foreshadowed such a  

deepening and such an expansion of  his  terms and that ,  so 

deepened and expanded,  h is  method i s  viable  in  analyzing 

and enjoying l i terature  of  more than one age.  
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Myths and morals  have forever  been within the ar t  form.  

A contemporary or thodoxy insis ts  that  myth and morals  must  

be outs ide of  and above ar t .  God absolutely t ranscends the 

natural  world.  Righteousness  i s  not  vis ible  to  the s inful  

eye.  While  th is  view has  a  wide hear ing among church peo

ple ,  i t  is  the Greek s tory merely recast  in  Judeo-Chris t ian 

terminology.  Another  or thodoxy insis ts  that  myths,  morals ,  

and ar t  are  absolutely unrelated to  each other .  Myth i s  a 

pr imit ive type of  thinking,  moral i ty  i s  absolutely re la t ive 

to  every cul ture ,  and ar t  i s  for  ar t ' s  sake.  This  view has  

a  wide hear ing among the educated,  but  i t  is  the Modern 

s tory:  a  myth without  knowing that  i t  i s  a  myth.  

Analogously,  myths and morals  a lso have forever  been 

within the curr iculum form. One or thodoxy today insis ts  

that  myths and morals  must  be outs ide of  and above educa

t ion.  Rel igion is  absolutely separate  from educat ion.  

Abstract ion and not  integri ty  is  the goal  of  school ing.  

Another  or thodoxy insis ts  that  myths and morals  are  unre

la ted to  educat ion.  Rel igion is  a  vest igial  par t  of  past  

cul tures ,  moral i ty  i s  compliance with norms,  and educat ion 

is  an armature of  the s ta te .  Again we meet  var ia t ions of  

the Greek and Modern s tor ies .  
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However ,  myths and morals  are  within the curr iculum 

and int imately re la ted to  i t .  They provide the image and 

the act ion revealed in  the curr iculum. Similar ly  ar t  has  a  

mythical  and a  moral  dimension that  has  given i t  a  depth and 

an impact  down through the ages .  I t  i s  assumed then that  

cul tural  forms contain myths and morals  and that  Aris tot le 's  

Greek view is  no more but  no less  ser ious than the Modern 

and the Judeo-Chris t ian view.  

Granted that  ar t  forms (and curr iculum forms)  contain 

myths and morals ,  i t  might  be objected that  i t  is  hardly 

fa i r  to  use Aris tot le 's  method in  examining other  than the 

dramatic  form,  and that  i t  is  l imit ing to  focus on one ar t  

form only ra ther  than on music ,  paint ing,  and sculpture ,  as  

wel l  as  on drama.  In  answer to  the f i rs t  object ion,  i t  

must  be said that  Aris tot le  himself  moved into epic  and 

lyr ic  as  wel l  as  drama,  and that  the use of  h is  concept  

spectacle  (or  point  of  view) suggests  that  drama i s  only 

one point  of  view among many.  The second object ion is  met  

by admit t ing that  i t  is  a  mat ter  of  economy that  l imits  our  

coverage to  imaginat ive l i terature .  Theoret ical ly  one 

might  jus t  as  easi ly  have focused on the ar t  form of  dance 

or  of  music  as  upon that  of  l i terature .  
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REVIEW OF THE SECOND CHAPTER 

In  the second chapter  the theological  l i terary cr i t i 

cal  method was used in  the curr iculum f ie ld  in  special  edu

cat ion,  t reat ing each work,  as  i t  were,  as  a  work of  ima

ginat ive l i terature .  The typology of  Greek,  Judeo-Chris t ia i ,  

and Modern was used as  an heuris t ic  device to  discover  the 

f inal ,  formal ,  eff ic ient ,  and mater ia l  causes  of  the three 

mythologies  or  s tor ies  in  curr iculum in special  educat ion.  

The f i rs t ,  or  Modern,  s tory is  focused on the phenotypic ,  

or  the outward behavior ,  that  can be diagnosed and managed.  

Language then is  a  behavior  that  may reveal  thought ,  and 

thought  i s  a  consequence and not  a  cause of  language.  The 

second,  or  Greek,  s tory is  focused on an inner  understanding 

that  i s  discerned by empathy.  Language as  a  symbol  may 

reveal  the inner  spl i t  within the self ,  and language as  

proposi t ional  s ta tements  may sc ient i f ical ly  te l l  us  the 

t ruth.  The thi rd ,  or  the Judeo-Chris t ian,  s tory is  focused 

on the wil l  that  balances the outward behavior  and the 

inner  understanding and moves h is tor ical ly  into the social  

nature  of  real i ty .  Thought  operates  pr ior  to  and faci l i 

ta tes  the acquis i t ion of  language.  For  the Modern s tory,  

music  serves  as  an adjunct  to  the scient i f ic  categoriza

t ion of  except ional i t ies  in  special  educat ion.  In  the 
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Judeo-Chris t ian s tory,  music  i t se l f  may become the curr icu

lum and serve as  a  diagnost ic  tool  by which the except ion

al i ty  is  understood.  

The typology is  an heuris t ic  hypothesis  inasmuch as  i t  

helps  us  move into a  cul tural  form ( l ike curr iculum) to  dis

cover  i t s  var ious causes .  The "discovering" propert ies  of  

the typology might  be seen best  by contrast ing i t  with an 

hypothesis  of  another  sor t .  We might  hypothesize that  spe

c ia l  educat ion is  concerned with def ic i ts  or  deviat ions 

from the norm. This  hypothesis  might  then help us  to  in

terpret  the c lass ic  works " in"  the special  educat ion lore .  

Such an hypothesis  would l imit  us  to  the mater ia l  and s teer  

us  away from the formal  cause of  curr iculum. 

REVIEW OF THE THIRD CHAPTER 

The third chapter  moved f rom the l i terature  on special  

educat ion to  an instance of  special  educat ion in  pract ice .  

I t  was here  that  I  became more personal ly  involved.  The 

reason for  this  move was twofold.  Firs t ,  I  wanted to  use 

the cr i t ical  methodology in  the classroom and in  the inst i 

tut ion to  see whether  i t  might  faci l i ta te  cr i t ical  observa

t ion.  My conclusion is  that  i t  did.  Second,  i f  i t  did 
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faci l i ta te  observat ion,  would i t  addi t ional ly  enable  the 

observer  to  use the typology heuris t ical ly  to  discover  the 

causes  of  the curr iculum? Again,  my conclusion is  that  i t  

did.  Both of  these reasons are  founded on the premise that  

a  method that  purports  to  deal  with mythology and morals  

must  be wil l ing to  get  into "fel t"  real i ty ,  because i t  is  

just  here  a t  the "concrete"  level  that  supposed presupposi-

t ionless  observat ions have of ten been at tempted and i t  is  

here  that  the typology might  a id  in  e lucidat ing such hidden 

presupposi t ions.  

Pract ice  in  special  educat ion was readi ly  observable  

a t  the Center ,  but  as  wel l  a t  the c i ty 's  center  for  the 

Trainable  Mental ly  Retarded and again in  a  mainstreaming 

s i tuat ion at  an open school .  While  I  could just  as  easi ly  

have worked a t  a  s i te  where the s tudents  were less  severely 

handicapped,  I  fe l t  that  I ,  as  a  re la t ive newcomer,  should 

work a t  the Center  for  two reasons:  Firs t ,  inasmuch as  the 

Center  i s  not  par t  of  the publ ic  school  system, i t  might  

provide a  perspect ive that  i s  new and different  upon special  

educat ion in  the publ ic  school ;  and second,  inasmuch as  the 

chi ldren are  more severely handicapped a t  the Center ,  they 

would present  problems that  are  not  current ly  faced in  the 

publ ic  schools  but  due to  current  legis la t ion soon must  be .  
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My self-quest ionnaire  made i t  possible  for  me to  move 

f reely from observat ion to  observat ion a t  the Center  with 

some confidence,  such that  I  was soon gaining object ive 

information.  Further ,  i t  made i t  possible  to  take in  the 

mythical  feel ing so of ten bypassed in  more analyt ical  in

struments .  I  was forced to  feel  my way into the Center  and 

to  ref lect  upon my feel ings.  I  was able  to  engage people  

in  conversat ion about  their  world views.  Just  as  I  had 

been able  to  f ie  Id- tes t  my se  I f -que s t  ionna i re  among my 

s tudents  and to  t ighten i t  up,  just  so I  was able  to  f ie ld-

tes t  my proposal  and my self -quest ionnaire  among the s taff  

of  the Center  and t ighten them up.  

FINAL CAUSE AND THE EFFICIENT CAUSE 

The f inal  cause,  or  the feel ing,  toward which the 

whole ins t i tut ion moved,  was not  easy to  object i fy  for  my

self  and to  cr i t ique.  The way I  fe l t  about  the Center  kept  

intruding.  My reading of  the f inal  cause was that  the 

Center  evoked a  Modern feel ing.  From here  i t  was my task 

to  reason into the other  causes  of  the Center .  The eff i 

cient  cause was Modern or  l ike the manner  in  which 

competency-based educat ion comes into being.  (With pres

sure  upon the Center  to  be accountable ,  th is  la t ter  obser

vat ion should be wel l - received.)  
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FORMAL CAUSE :  THOUGHT 

In  pushing into the formal  cause,  I  expanded my se l f -

quest ionnaire  by consol idat ing i ts  theological  l i terary 

cr i t ical  insights  with those of  the mater ia ls  I  had read in  

music ,  therapy,  and sociology.  I t  was a t  this  juncture  that  

theological  l i terary cr i t ic ism became for  me exis tent ia l ly  

an instance of  curr iculum cr i t ic ism.  The THOUGHT of  the 

s taff  revealed that  the eff ic ient  cause of  the Center  for  

them was publ ic  support ,  bureaucrat ic  adminis t ra t ion,  and 

eff ic ient  supervis ion.  The mater ia l  cause of  the Center  

for  the s taff  was a  f lexible  divis ion of  labor  that  ambiva

lent ly  hovered between a  medical  model  and an educat ional  

model .  (Despi te  the fact  that  the physical  plant  seems 

somewhat  congested and inappropriate  in  design,  i t  i s  used 

a t  a  high level  of  eff ic iency.)  The THOUGHT of  the s taff  

a lso revealed that  the formal  cause of  the Center  was an 

act ion that  was saturated by behavior  modif icat ion.  The 

f inal  cause for  the s taff  was a  feel ing of  progress  and hope.  

As the THOUGHTS of  the s taff ,  the special  educat ion 

teachers ,  and the speech therapis ts  were compared,  a  few 

contradict ions were noted.  Behavior  modif icat ion and the 

morality that  i t  entai ls  xvas accepted by consensus,  but  the 

fact  that  this  is  a  moral i ty  of  heteronomy was not  so 
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f requent ly  understood.  Again,  while  the s taff  and teachers  

fe l t  that  the t reatment  of  the chi ldren was nei ther  as  

inhumane as  that  of  the " total  inst i tut ion" nor  as  humane 

as  that  of  an open inst i tut ion,  i t  was c lear  that  the 

humanizing dimension of  the curr iculum, l ike ar t  and music ,  

took on only a  re inforcing rather  than an autonomous role .  

FORMAL CAUSE: CHARACTER 

The CHARACTER of  the s taff  was revealed in  s taff ing.  

While  the act  of  diagnosis  and prescr ipt ion on the par t  of  

each member was eff ic ient ,  the discipl ines  that  the var ious 

s taff  members  represented seemed re i f ied,  and interdisci

pl inary act ion seemed to  be discouraged.  I t  a lso seemed 

that  this  re i f icat ion of  one 's  special ty  re i f ied the cate

gory of  except ional i ty .  Although label ing was res is ted,  

the doctr ines  of  behavior  modif icat ion seemed to  have the 

effect  of  re i f icat ion of  categories  of  except ional i ty .  In  

the drama of  the Center  a  s taff  member i s  chided for  not  

res t r ic t ing remarks to  what  was remarkable .  Another  s taff  

member te l ls  me that  i t  would take hours  to  explain what  

h is  tes ts  do.  A d iagnosis  of  "retarded" or  "brain damaged" 

or  "retarded with emotional  overlay" al lows s taff ing to  

make progress  while  an anomaly f rustrates  the schedule  of  
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proceedings.  This  "reif icat ion" is  par t  of  the Modern 

metaphysic  that  does not  see real i ty  as  social  but  ra ther  

as  individuated,  d is t inct ,  and mater ia l .  

FORMAL CAUSE :  ACTION 

The ACTION of  the s taff  did not  involve e laborate  com

pl icat ion and discovery but  ra ther  the s imple formula of  

es tabl ishing the basel ine,  programming imitable  act ions,  

and revers ing the t reatment  only occasional ly  when the 

act ivi ty  seemed se  I f - ini t  ia t  ing .  The mater ia l  cause of  the 

curr iculum was i t se l f  the formal  cause,  inasmuch as  the be

havior  and not  some inner  funct ioning ( l ike the subconscious 

or  equi l ibr ium) was the formal  concern.  

I f  I  were to  repeat  the same inquiry a t  the Center ,  

there  are  a  few things I  might  have done different ly .  I  

might  have more systematical ly  observed from the balcony 

and worked up a  matr ix  or  a  gr id  of  act ion and interact ion 

between s tudent  and teacher .  I  might  have entered the 

classroom and sat  in  a  corner  and observed the act ion a t  a  

c lose range.  Instead of  focusing on only several  sessions 

by the therapis ts ,  I  might  have focused on only one chi ld  

as  one therapis t  worked with i t  over  a  long per iod of  t ime,  

thus giving some longi tudinal i ty  to  my f indings.  I  might  
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also have adminis tered a  quest ionnaire  to  a l l  of  the s taff  

a t  one t ime so as  to  get  a  picture  of  their  nature  and 

makeup,  and,  af ter  complet ing my observat ion,  rerun the 

same quest ionnaire  to  see what  changes might  have shaped my 

percept  ions.  

I  do not  know whether  these changes would have shed 

more l ight  on the basic  f indings.  To my own sat isfact ion,  

I  discovered that  the Center  could be convincingly read as  

a  Modern ins t i tut ion with a  Modern curr iculum. As I  probed 

the var ious causes ,  I  found the moral i ty  that  was revealed 

and re inforced was that  of  conformity.  The l imitat ion of  

th is  method may be that  i t  is  not  scient i f ical ly  precise .  

I t  is  a  method that  endeavors  to  deal  with the contradic-

33 
t ions of  an organic  whole.  For  bet ter  or  for  worse,  with 

a l l  i ts  contradict ions,  the Center  i s  a  convincing whole 

made object  that  revealed i ts  own mythology and i t s  own 

moral i ty .  

In  invest igat ing the Center ,  I  made several  assumptions 

that  I  have a l ready mentioned:  f i rs t ,  that  imaginat ive l i t 

erature  can be cr i t ic ized by a  theological  l i terary cr i t i 

cism that  i s  bui l t  on Aris tot le 's  method;  second,  that  this  

33similar  approaches to  the "contradict ions"  in  schools  
are  elaborated by Huebner ,  Macdonald and Mann in  par t icular  
in  Schools  in  Search of  Meaning,  ed. ,  James B.  Macdonald and 

Esther  Zaret  (Washington,  D.  C. :  Associat ion for  Supervis ion 
and Curr iculum Development ,  1975) .  
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theological  l i terary cr i t ic ism may be used to  invest igate  

curr iculum, and in  this  instance,  curr iculum in special  

educat ion;  third,  that  this  method may a lso be used to  in

vest igate  curr iculum as  i t  is  pract iced and created.  The 

outrageousness  of  th is  procedure would be matched i f  one,  

for  example,  were to  use the theological  choreographica 1  

cr i t ic ism out l ined by Gerardus van der  Leeuw in  his  Sacred 

and Profane Beauty:  The Holy in  Art  and appl ied i t  to  the 

wri t ten curr iculum in recreat ion,  and then to  curr iculum in 

recreat ion in  the open school .  As outrageous as  my proce

dure may seem, i t  permits  the cr i t ic  to  get  a t  the object :  

moral i ty  as  i t  is  housed and embodied in  a  fulf i l led experi

ence and not  merely as  i t  is  taught  and didact ical ly  dis

played .  

REVIEW OF THE FOURTH CHAPTER 

In  the fourth chapter  I  moved f rom the role  of  the 

observer  to  the role  of  the par t ic ipant .  I  had a l ready de

clared in  my prospectus  that  my posi t ion was Judeo-Chris t ian.  

This  implied a  number of  things:  that  I  fe l t  that  the pre

ferred imitable  act ion should be an equi l ibr ium between the 

playful  dream and the mimicked representat ion;  that  the 
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moral i ty  implici t  within this  act ion should be theonomous;  

that  the set t ing for  this  act ion should be open;  and that  

the mater ia l  for  this  act ion should grow out  of  the set t ing 

rather  than being predetermined by the teacher;  and f inal ly  

that  the act ion incumbent  upon the teacher  i s  a  fa l l  into 

his tory,  a  becoming a  unique and a  d iscrete  being.  This  

set  of  assumptions made i t  inevi table  that  I ,  or  anyone 

e lse  from this  perspect ive,  should undertake an act ive role  

in  the inst i tut ion af ter  having observed i t s  curr iculum. 

I t  was not  suff ic ient  merely to  observe what  was taking 

place.  

In  my observat ion/ therapy I  fe l t  that  I  encountered a  

number of  teachers  and s tudents  in  the group s i tuat ion in  

an open,  theonomous,  and unique way.  To confirm that  this  

indeed did happen,  I  might  have interviewed the teachers ,  

or  I  might  have taken a  video-tape recording of  my act ivi ty .  

The except ion that  proves the rule  was the case of  Wil l ,  

who bodi ly  res is ted my curr iculum and who interacted with 

me in  such a  way that  my curr iculum became more Greek than 

Judeo-Chris t ian.  However ,  in  the case of  Lovel l  curr iculum 

was real ized in  the sense that  Lovel l  introduced much of  

the mater ia l  and provided a  dimension of  mutual i ty  in  the 

act ion or  formal  cause of  the curr iculum. Again,  I  have no 
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formal  proof  of  our  becoming h is tor ica l ly  unique to  each 

o ther .  I  might  have in terviewed the  teachers  of  Love 11 to  

record thei r  tes t imony to  th is  re la t ionship ,  though they 

could  not  by so  doing prove i t  e i ther .  

One of  my f indings  ra ised a  quest ion about  re tardat ion.  

May a  chi ld  be  severe ly  re tarded cogni t ively  or  socia l ly  

and yet  be  a r t i s t ica l ly  or  musical ly  normal  or  above normal?  

That  i s  to  say,  i s  there  wi thin  the  Modern myth an  accept

ance of  the  fac t  that  one may be  amphibious  wi th  regard  to  

the  land of  normal i ty  and the  waters  of  re tardat ion? 

Another  f inding ra ised the  i ssue  of  what  I  ca l led  comple

mentar i ty  ( the  opposi te  of  te r r i tor ia l i ty) .  Is  there  a  

mode of  opera t ion where  one may enter  the  ter r i tory  of  a  

person or  an ins t i tu t ion that  i s  d is t inct ly  moral ly  and 

mythological ly  d i f ferent  and s t i l l  survive  and opera te?  My 

exper ience  seemed to  te l l  me tha t  despi te  the  d i f ferences  

of  very  important  assumpt ions ,  not  jus t  t r iv ia l  d is t inct ions ,  

the  therapis ts  and the  teachers  a t  the  Center  could  work 

wi th  me and I  wi th  them.  

The pr inciple  of  complementar i ty  i s  s imply th is .  Each 

person in  the  equat ion becomes the  a r t i s t  of  h is  ac tual iza

t ion only  insofar  as  he  both  becomes a  d iscre te  and unique 

occas ion and a t  the  same t ime remains  a  par t  of  rea l i ty  
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which i s  socia l .  My note  on the  scale  or  my color  on the  

canvas  may c lash  or  harmonize  wi th  the  note  or  the  color  of  

those  represent ing the  ins t i tu t ion (or  o ther  world  v iews or  

behavior  modif ica t ion) .  The paint ing or  the  melody as  a  

whole  may yet  be  uninte l l ig ib le  to  both  of  us ,  but  we must  

take  the  r i sk  that  we both  are  creat ing beauty .  

Before  I  suggest  how my method might  be  used by o ther  

curr iculum cr i t ics ,  I  wi l l  conclude th is  review of  the  pre

vious  chapters  wi th  two tenta t ive  answers  to  two ques t ions:  

Who am I?  and What  i s  rea l?  In  answer  to  the  f i rs t  ques

t ion,  I  submit  tha t  the  process  descr ibed in  th is  inquiry  

te l l s  both  me and the  reader  more  about  the  rea l  me than 

would a  se t  of  substant ive  s ta tements .  I  have ventured in to  

conferences  and l ibrar ies  and c lassrooms that  I  never  knew 

exis ted .  I  learned f rom Skinner  a  great  deal  about  why the  

educat ional  process  tha t  I  f ind myself  in  today i s  as  i t  i s .  

I  re  learned f rom Freud a  great  deal  about  how I  fee l  about  

mysel f .  I  had much conf i rmed about  chi ldren and learning 

and play and rea l i ty  by Piaget  tha t  I  had previously  in

tu i ted .  I  learned a  great  deal  about  d iagnosis  and pre

scr ip t ion,  about  behavior  modif ica t ion,  and about  specia l  

educat ion a t  the  Center .  I  a lso  learned a  great  deal  about  

people :  how they l ike  to  ta lk  about  the i r  work,  how they 
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l ike  to  be  asked to  th ink,  how they l ike  to  be  chal lenged.  

In  ray in teract ion wi th  the  c lasses  I  learned a  lo t  more  

about  preschool  c lassroom teaching and management ,  and a  

great  deal  more  about  how to  help  chi ldren s ing,  and how to  

help  the  teachers  pass  the  dreary  hours ,  and how paraprofes-

s ionals  and profess ionals  regard  each o ther .  With  the  two 

case  s tudi .es  I  found out  something about  my own abi l i t ies  

as  a  teacher ,  therapis t ,  and d iagnost ic ian ,  and about  the  

re la t ion of  music  and morals  and myth.  I  a lso  learned 

about  the  ro le  of  the  advocate ,  the  socia l  concerns  of  or 

ganizat ions  l ike  the  NARC and the  NCACLD and the  CEC tha t  

have changed the  shape of  specia l  educat ion through lobbying 

and vot ing.  

The process  tha t  I  am descr ib ing involved me as  an  

ac tor  in  a  Judeo-Chris t ian  s tory .  There  i s  a  fa l l  and 

judgment ;  there  i s  a  redempt ion and compass ion.  I  am one 

ac tor  among many.  I  fee l  that  I  helped "divided,  inau-

thent ic  beings  par t ic ipate  in  developing the  pedagogy of  

3  
the i r  l ibera t ion."  

The answer  to  the  second quest ion as  to  the  nature  of  

rea l i ty  has  to  be  seen in  re la t ion to  what  I  have jus t  sa id :  

3  A Paulo  Fre i re ,  The Pedagogy of  the  Oppressed (New York:  
The Seabury Press ,  1974) ,  p .  33 .  
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I  am a  par t  of  a  Judeo-Chris t ian s tory.  In  par t  th is  is  

only the way 1  see real i ty ,  and in  par t  I  see real i ty  this  

way because this  is  the way i t  is_.  My reading,  my school

ing,  my family,  my church,  my society,  my experience has  led 

me to  bel ieve that  this  is  real i ty ,  but  a lso that  there  are  

other  people ,  as  real  as  I ,  who l ive ,  however ,  in  another  

world than I :  some Modern,  some Greek (and I  must  hasten 

to  add,  some Buddhist ,  some pr imit ive) .  The difference be

tween us  has  immense bear ing on ways of  knowing and ways of  

valuing.  

In  terms of  valuing,  there  are  personal  and moral  and 

social  values .  Art  to  me i s  a  very real  component  of  the 

curr iculum, and anyone deprived of  i t  in  my opinion is  di

minished thereby.  Conformity and autonomy and theonomy are  

worlds  apar t .  The differences of  opinion about  the not ions 

of  progress ,  of  redemption,  and of  the cycles  in  his tory 

are  real  differences.  All  of  these issues  are  involved in  

curr iculum, and my way of  deal ing with them is  by way of  my 

theological  l i terary curr iculum cr i t ic ism.  By the same 

token,  ways of  knowing are  var ied:  Do we th ink before  we 

perceive? Is  knowledge t ra ined in? Do we in tui t  the fu

ture? Do we remember the  past?  My typology is  my way of  

coming to  gr ips  with epis temologica 1  quest ions that  are  in  

the middle  of  educat ion.  I  wil l  give one example of  th is .  
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My bel ief  is  that  we know in  "wholes ."  We do know ar t  

and we do know moral  values  and we do know our  wil ls ,  but  

our  way of  knowing these dimensions is  by way of  aesthet ic  

project ion and creat ion.  I  submit  that  the method provides  

reasonable  types or  a l ternat ives  that  s tay the mind as  i t  

confronts  a  myriad of  detai ls  and facts .  In  the process  of  

knowing,  we take in  the facts ,  we take in  the whole,  and we 

project  i t  as  a  whole.  One way to  project  i s  abstract ly ,  

but  another  way i s  by way of  s tory-concretely.  Thus my way 

of  knowing the Center  was not  s imply by way of  a  passive 

recipient  who went  in  with a  tabula  raza.  Rather  i t  was by 

way of  aesthet ic  feel ing and prehension and creat ion.  I  

open-mindedly approached the Center  with my typology.  As I  

projected the whole of  the Center  into the Modern s tory,  I  

began to  know i t .  I  would submit  that  my knowledge of  the 

Center  i s  real ,  not  apparent  or  imaginary.  My knowledge i s  

not  exhaust ive or  f inal ,  and so there  wil l  be others  who 

know i t  a lso,  but  di f ferent ly  than I .  But  my knowledge i s  

no more but  no less  real  than theirs .  

As a  professional  educator  the implicat ions of  the 

answers  to  these two quest ions (Who am I?  and What  i s  real?)  

are  immense.  The method in  curr iculum cr i t ic ism has helped 

me to  ident i fy  myself  as  an actor  in  a  larger  drama.  I  am 
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an ac tor  and not  jus t  a  specta tor .  This  in  turn  leads  me 

to  project  a  drama or  a  world  tha t  wi tnesses  to  l ibera t ion 

and uniqueness  in  face  of  manipula t ion or  conformity  en

gendered by o ther  world  v iews.  By the  same token,  I  hold  

that  use  of  the  method wi l l  help  the  c r i t ic  project  h imself  

in to  educat ion and curr iculum,  to  know the  whole  of  i t ,  and 

to  re inforce  and/or  bui ld  h is  values  accordingly .  

APPLICATION OF THE METHOD 

Let  us  suppose  tha t  the  method out l ined above were  to  

be  appl ied  to  another  area  of  curr iculum,  for  example ,  to  

the  development  of  body movement ,  o r  dance in  open educa

t ion.  The var ious  s teps  that  appl ied  to  communicat ion 

problems in  specia l  educat ion should  a lso  apply  to  body 

movement  in  open educat ion.  Ref lec t ion would lead to  a  

survey of  the  l i te ra ture ,  the  survey would lead to  a  focus  

on an ins t i tu t ional  manifes ta t ion of  open educat ion,  and 

th is  focus  would eventuate  in  cr i t ic ism and poss ibly  

pract  ice  .  

REFLECTION 

The f i rs t  s tep  of  ref lec t ion would involve  ref lec t ion 

on the  humani t ies ,  ref lec t ion on a  method used to  cr i t ic ize  



256 

the  humanit ies ,  and ref lect ion on the theology or  phi los

ophy by which one can be cr i t ical  of  the method.  For  

example,  I  have indicated in  the f i rs t  chapter  that  ser ious 

imaginat ive l i terature  has  moved me in  a  very profound way.  

I  said that  common sense has  told me that  Oedipus and 

Hamlet  and The Sound and the Fury were ser ious and imagi

nat ive works of  l i terature .  My react ion to  and my recrea

t ion of  them was a  cr i t ical  and a  creat ive thing done on an 

unsophis t icated level .  I t  might  be that  another  cr i t ic ,  

however ,  might  be versed in  music  or  dance,  archi tecture  or  

f i lm.  Addit ional ly ,  I  am prepared to  argue that  even a  

grandmother  who did not  a t tend a  day of  school  in  her  l i fe  

but  who had ref lected on the folk sayings and accumulated 

wisdom of  her  e lders  would be in  the same posi t ion that  I  

was in  as  I  ref lected on imaginat ive l i terature .  

Beyond the unsophis t icated beginning of  ref lect ion,  

however ,  one must  move into the realm of  cr i t ic ism.  I  am 

ready to  submit  my Aris totel ian cr i t ic ism for  those with

out  any cr i t ic ism or  cr i t ic ism training,  but  I  am equal ly  

ready to  admit  that  Aris totel ian cr i t ic ism is  only one 

among many.  Aris totel ian cr i t ic ism has suppl ied basic  

terms l ike plot ,  character ,  thought ,  d ic t ion,  melody,  and 

spectacle;  but  there  are  other  formal  cr i t ics  and other  
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formal  terms.  Aris to te l ian  cr i t ic ism has  suppl ied  modes  of  

inves t igat ion in to  the  formal ,  f ina l ,  mater ia l ,  and e f f i 

c ient  causes  of  l i te ra ture ;  but  there  are  o ther  modes  of  

inves t igat ion.  What  i s  required i s  a  formal  method of  

c r i t ic ism that  does  not  reduce the  work in  the  area  of  the  

humani t ies  to  a  socia l  sc ience  or  a  natura l  sc ience  

dimension.  

This  requirement  of  " formal"  cr i t ic ism that  one should  

look for  and be  c r i t ica l  of  forms i s  not  l imi ted  to  

l i te ra ture :  

In  a  word,  form i s  not  found exclus ively  in  objects  
labeled works  of  a r t .  Wherever  percept ion has  not  been 
blunted and perver ted ,  there  i s  an inevi table  tendency 
to  arrange events  and objects  wi th  reference  to  the  
demands of  complete  and unif ied  percept ion.  Art  in  
i t s  speci f ic  sense  enacts  more  de l ibera te ly  and fu l ly  
the  condi t ions  that  ef fec t  th is  uni ty .  Form may then 
be  def ined as  the  opera t ion of  forces  that  carry  the  
exper ience  of  an  event ,  object ,  scene,  and s i tuat ion to  
i t s  own in tegra l  fu l f i l lment .  The connect ion of  form 
wi th  substance  i s  thus  inherent ,  and not  imposed f rom 
wi thout .  I t  marks  the  mat ter  of  an  exper ience  that  i s  
carr ied  to  a  consummation.35 

Nor  i s  i t  l imi ted  only  to  the  Western  world .  What  i s  re

quired i s  a  method of  c r i t ic ism that  does  not  ru le  out  

metaphysical  ques t ions .  A method of  c r i t ic ism that  permits  

d iscuss ions  about  technical  mat ters  only  i s  i t se l f  a l ready 

a  value  judgment  based on cer ta in  assumpt ions  about  rea l i ty .  

35John Dewey,  Ar t  As Exper ience  (New York:  Capr icorn  
Books ,  1958) ,  p .  137.  
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Reflect ion on works of  ar t  leads to  ref lect ion on 

world views,  or  what  has  been cal led mythology or  s tor ies .  

One such typology includes the Greek,  the Modern,  and the 

Judeo-Chris t ian s tor ies .  These three s tor ies  do not  in

clude Buddhist  or  pr imit ive mythology,  and there  may be 

viable  opt ions in  the Western world not  included in  this  

typology.  The argument  i s  that  the typology above does in

clude the real  opt ions.  

When the real  opt ions are  thus typologized,  value 

judgments  are  possible .  When several  possible  decis ions 

are  real  (not  a  choice of  good versus  bad,  but  one good 

among several) ,  then the act  of  decis ion-making becomes 

more decis ive precisely because i t  i s  more tentat ive,  in

exact ,  less  dogmatic ,  and global .  The typology that  i s  

furnished by Heinr ich Wo I f f  1  in  in  his  Pr inciples  of  Art  

History of  "baroque" and "classic"  is  an example of  a  

typology in  another  area of  the humanit ies  that  looks a t  

the formal  propert ies  of  ar t ,  and a lso leaves the door  open 

to  metaphysical  discussion.  I t  is  possible  with Wo I f f  1  in 's  

typology to  s tar t  with a  humanist ic  or  Greek world view and 

move to  c lass ic  paint ing and to  a  preference for  the tac

t i le  and l inear  c lar i ty  of  Michaelangelo,  but  i t  is  equal ly  

possible  to  s tar t  from a Reformation theology and move to  a  
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baroque paint ing and to  a  preference  for  the  painter ly  and 

v isual  depth  of  Rembrandt .  Wolff l in  declares  that  th is  

method may be  equal ly  successful  wi th  Nordic  and wi th  

Japanese  a r t .^  

SURVEY OF THE LITERATURE 

Assuming tha t  the  cr i t ic  has  ( in  our  example  of  body 

movement  or  dance in  open educat ion)  ref lec ted on the  ar t  

form--dance--and has  developed a  c r i t ica l  method,  and has  

ref lec ted on the  theological  a l ternat ives  that  th is  c r i t i 

cal  method reveals ,  then one i s  in  a  pos i t ion to  look a t  

the  l i te ra ture  in  open educat ion.  In  terms of  the  typology 

used in  th is  thes is ,  one might  read A.  S .  Nei l l  and Dewey 

and Whitehead as  the  Greek,  Modern,  and Judeo-Chris t ian  

theor is ts  of  the  open school  movement .  There  might  be  prac

t i t ioners  l ike  Bar th  or  Kohl  and there  might  be  theor is ts  

of  dance or  body movement  in  open educat ion that  a lso  would 

f i t  in to  the  typology.  In  the  approach to  the  l i te ra ture ,  

one would read widely  and t rus t  one 's  fee l ings  as  one ca te

gor ized the  var ious  wri ters .  The ges ta l t  tha t  emerged in  

par t  would  be  one 's  own doing,  but  a lso  in  par t  would  be  

determined by the  rea l i ty  s i tuat ion in  the  cul ture  today.  

•^Heinr ich  Wo I f f  l in ,  Pr  inc iples  of  Art  His tory  (New 

York:  Dover  Publ ica t ions ,  Inc . ,  1915) ,  p .  v i i i .  
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Jus t  as  the  conclus ions  about  the  formal ,  f ina l ,  e f f ic ient ,  

and mater ia l  causes  in  the  l i te ra ture  gave some handles  for  

the  observat ion a t  the  Center ,  jus t  so  the  concepts  of  the  

c r i t ic ' s  chosen area  would provide  handles  for  him.  

Pr imi t ive  rhythms,  ba l le t ,  and drama,  compet i t ive  spor ts ,  

body movement ,  and body language could  be  re la ted  to  the  

wider  i ssues  in  open educat ion.  

One of  the  f ru i ts  of  the  survey of  the  l i te ra ture  

would be  the  ca tegor ies  for  a  se l f -quest ionnaire  ( l ike  

Appendix  I ) .  This  se l f -quest ionnaire  could  a id  one in  re

f lec t ing on one 's  own pract ice ,  to  examine fur ther  l i te ra

ture ,  and to  observe  dance in  open educat ion.  The ques t ion

nai res  that  emerged in  the  inquiry  (Appendices  I I -VI)  a l l  

came out  of  the  in i t ia l  se  I f -que s t  ionnaire  ,  but  were  re la ted  

to  the  ins ights  of  the  wri ters  ca tegor ized by the  quest ion

nai re .  Similar ly  new quest ionnaires  or  ins t ruments  might  

emerge in  the  process  here .  

OBSERVATION 

At  th is  point ,  wi th  th is  very  def in i te  or ienta t ion 

wi thin  the  humani t ies ,  the  curr iculum cr i t ic  would move 

in to  the  sys tem or  the  school  and "read"  i t  according to  

h is  preconcept ions .  A c r i t ic  so  armed wi th  h is  quest ion

nai re  (s )  could  observe  the  gai t  of  the  cross ing guard,  the  
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stance of  the jani tor ,  the movement  of  the  cul inary worker ,  

the  rhythms of  the teachers ,  the f low of  the s tudent  t raf

f ic ,  as  wel l  as  the dance or  body movement  wi thin a  spe

c i f ic  classroom. But  beyond and before  these par t iculars ,  

there  would emerge the "whole made object ."  

The understanding of  Logic  i s  the enjoyment  of  the 
abstracted detai ls  as  permit t ing that  abstract  uni ty .  
As the enjoyment  develops,  the revelat ion is  the uni ty  
of  the construct .  We are  facing a possibi l i ty  for  the 
universe ,  namely how the abstract  in  i ts  own nature  
harbours  that  approach to  concret ion.  Logic  s tar ts  
with pr imit ive ideas ,  and puts  them together .  

The movement  of  aesthet ic  enjoyment  i s  in  the op
posi te  direct ion.  We are  overwhelmed by the beauty of  
the bui lding,  by the del ight  of  the picture ,  by the 
exquis i te  balance of  the sentence.  The whole precedes 
the detai ls .37 

In Aris tot le 's  terminology,  the aesthet ic  enjoyment  

i s  the f inal  cause.  This  i s  a  "feel ing f i rs t"  approach 

( largely suspect  among learned c i rc les)  that  al lows the 

humanit ies  to  enter  into curr iculum observat ions .gy the 

same token,  however ,  there  is  a  logic  of  the ar ts  that  

permits  " the enjoyment  of  the abstracted detai ls ."  

•^Alfred North Whitehead,  Modes of  Thought  (New York:  
MacMil lan  Company,  1965) ,  p .  85 .  

38 
This  point  i s  underscored in  Wil l iam Pinar 's  "Sani ty ,  

Madness ,  and the School ,"  Curr  iculum Theorizing:  The Re-
conceptual is ts  (Berkeley,  Cal i fornia:  McCutchan Publ ishing 
Corporat ion,  1975) ,  pp .  359-383.  
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I t  goes without  saying that  one 's  categorial  scheme 

harbours  one 's  predel ic t ions.  The subordinat ion of  the 

mater ia l  to  the formal  cause in  Aris totel ian cr i t ic ism is  a  

bias  against  the Modern subordinat ion of  thought  to  lan

guage.  One must  be open-minded and make one 's  categories  

wide enough to  take in  a l l  of  real i ty ,  but  one must  be un

afraid to  say what  one thinks real i ty  is  ( in  my case,  I  

assume that  a  chi ld  can think before  he speaks) .  So i t  may 

be that  a  cr i t ic  of  the open school  may subordinate  space 

to  t ime,  or  harmony to  contrast .  A wi l l ingness  to  "say 

what  one thinks is  real  and le t  the chips  fa l l  where they 

may" pays off  in  the long run.  

PRACTICE 

At  th is  point  how one enters  into the school  or  into 

the inst i tut ion is  crucial .  There wi l l  have to  be some 

baff lement  on the par t  of  those accustomed to  observat ions 

based on social  science lore .  One 's  categories  wil l  be 

s t range and new,  but  paradoxical ly  a lso t ime-honored and 

t radi t ional .  One 's  presupposi t ions,  for  example,  may be 

Greek,  whereas  the inst i tut ion that  one observes  may be 

Judeo-Chris t ian.  This  may mean f r ic t ion or  a t  least  con

fusion.  Data  col lect ion may be in tui t ive.  Hypotheses  wi l l  

be heuris t ic  ra ther  than apodict ic .  
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By now the hypothet ical  cr i t ic  of  dance in  the open 

school  may have vis i ted several  c lasses ,  examined the move

ment  in  the hal ls ,  and eaten lunch with several  teachers .  

He may have become confused with the numerous a ides ,  par

ents ,  and helpers  who work with individuals  in  the var ious 

groupings.  He may have taken on the chore of  being a  

dr iver  for  the group as  they go to  observe the f i rehouse or  

the pr int ing press .  In  my case the logic  of  the Judeo-

Chris t ian posi t ion is  such that  one fa l ls  from the safety 

of  the e ternal  paradigms and enters  into his tory:  act ing,  

unique,  and fa l len.  The theological  posi t ion of  the hypo

thet ical  cr i t ic ,  however ,  may be otherwise.  He may or  may 

not  t ry  his  hand.  

In  my own case,  deeper  ref lect ion led to  deeper  in

volvement  in  a  mood of  complementar i ty .  As I  worked with 

the group and then with the two s tudents ,  I  inevi tably 

brought  my s tory and the moral i ty  and the mythology that  i s  

par t  of  i t  into the equat ion.  And,  in  my own terms,  I  en

countered several  teachers ,  several  groups,  and several  

s tudents  in  his tor ical  exis tence.  We in teracted.  I  was 

t ransformed.  I  bel ieve they were a lso.  But  again,  the 

logic  of  one 's  theology may not  lead one to  take this  kind 

of  s tep.  One may observe the s i tuat ion,  f ind the curr iculum 
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a convincing whole made object ,  and point  out  what  par ts  

need to  be added and what  par ts  need to  be lef t  out .  Or he 

might  f ind i t  unconvincing and then suggest  how i t  might  

become an integral  whole i f  th is  s tory or  that  s tory became 

more exis tent ia l ly  paradigmatic  for  the curr iculum. 

CONCLUSION: THE THREE DRAMAS IN EDUCATION 

There are  three dramas in  educat ion.  Each drama has  

something to  say in  terms of  the humanit ies ,  the  social  

sciences ,  and the natural  sciences .  

In  the Modern drama the factory is  the metaphor .  In  

i t  the natural  sciences are  the minions of  progress .  Tech

nology is  in  the hands of  the bureaucrats .  The basic  tenet  

of  science,  namely systematic  doubt ,  i s  universal ized.  In  

the Modern drama when the social  sciences are  focused on 

Black Studies ,  there  is  no problem with the racial  issue,  

and the assumption i s  that  the ideas  and facts  from Black 

Studies  can be amalgamated or  tacked on to  the curr iculum. 

The Black problem, af ter  a l l ,  is  just  a  mat ter  of  educat ion.  

The re t renchment  in  re  segregat ion is  an enigma for  this  

drama.  Pictur ing as  i t  does Modern man as  basical ly  inno

cent ,  i t  overlooks the evi ls  and injust ices  of  the world.  
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The s tudy of  re l igion,  s imilar ly ,  i s  the s tudy of  the 

melt ing pot ,  the common fa i th .  The Modern drama presup

poses  some detached and uncommit ted viewpoint  f rom which 

the re l igions of  man can be s tudied.  History is  a  s tudy of  

what  happened.  Final ly ,  with regard to  the humanit ies ,  

there  is  no pat ience with symbolic  form,  with the concrete  -

ness  and the par t icular i ty  of  ar t .  For  the Modern s tory,  

ar t  serves  the purpose of  ideology,  or  propaganda,  or  commu

nicat ion.  At  best  i t  may be a  vehicle  for  ref inement .  

Poet ics  i s  reduced to  a  grammar of  correctness .  

Educat ion in  the Modern s tory takes  on the funct ion of  

s lot t ing out  individuals  according to  their  usefulness  to  

the sta*;- .  .  Grading and tes t ing and t racking give educat ion 

an overtone of  the assembly l ine.  Because Modern man 

thinks of  himself  as  innocent  and young,  youth and their  

t ra ining are  deemed a l l  important .  Adolescence,  which i s  

rebel l ion,  i s  bracketed out ;  infancy,  which i s  a  t ime for  

great  cogni t ive act ivi ty ,  is  deemed t ra inable  and passive.  

Old age and death are  concealed.  

In  the Greek drama the marketplace is  the metaphor .  

The sciences  are  i ronical ly  viewed as  an instrument  of  de

terminism and fa ta l ism.  Science i s  of ten considered a  

Pygmalion that  has  grown out  of  hand.  The di lemmas of  
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science are  almost  a  comfort .  The social  sciences are  a lso 

regarded as  fa ta l is t ical ly  serving to  enslave man,  to  legi

t imate  social  engineer ing.  Rel igion is  seen as  a  discipl ine 

to  be demythologized,  and e thics  and morals  a  s tudy of  

pr inciples  that  wil l  br ing autonomy.  History is  an under

s tanding of  the cycle  of  events .  Language and the humani

t ies  are  the center  of  the curr iculum, for  they are  the 

t radi t ional  l iberal  ar ts  that  dis t inguish the ar is tocrat  or  

the e l i te  from the masses .  Knowledge may fa i l  to  change 

real i ty ,  but  i t  can a t  least  mit igate  the suffer ing which 

wil l  befal l  one.  I ronical ly ,  then,  there  is  a  dis junct ion 

between the knowledge in  the natural  and social  sciences 

and the knowledge in  the humanit ies .  Poet ics  wil l  be the 

understanding of  the t ragic  dimension of  l i fe .  

In this  drama the compell ing image i s  that  of  the wise 

man.  Middle  age may have had i t s  pi lgr images and i t s  voy

ages and i t s  splendors ,  but  age has  i t s  knowledge.  The 

t ragic  f law,  the excessive pr ide,  f inal ly  is  seen for  what  

i t  i s .  In a  way,  then,  educat ion leads one ( the e l i te)  out  

of  th is  world to  see and contemplate  the e ternal  forms.  

In  the Judeo-Chris t ian drama the home i s  the metaphor .  

Science is  acknowledged to  be bui l t  upon a  re l igious insight  

into the nature  of  t ime and space.  There i s  no e ternal  
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cycle  of  the Greeks nor  the absolute  skept ic ism of  unique

ness  of  the Buddhists .  Science i s  possible  because chance 

is  not  absolute;  science is  quest ionable  because uniqueness  

i s  unpredictable .  Since real i ty  is  basical ly  social ,  social  

sciences are  a lso possible .  In  this  drama Black Studies  

might  be an integral  par t  of  the curr iculum to remind man 

that  a l though just ice  is  possible ,  he i s  capable  of  great  

evi l ;  and that  a l though the Blacks have been vict imized,  no 

one i s  innocent .  History is  the imaginat ive recreat ion of  

past  and present .  Rel igion,  being so unique and different  

from cul ture  to  cul ture ,  wil l  be celebrated.  The humani

t ies  may be used to  project  or  body for th  both re l igion 

and morals .  For  th is  drama,  the humanit ies  are  both ex

pressive of  deep feel ing,  but  as  wel l  communicat ive of  

symbolic  t ruth.  Poet ics  wil l  be the method for  get t ing a t  

this  t ruth.  

The Judeo-Chris t ian drama seeks a  balance between the 

demands of  the s ta te  and the potent ia l  of  the individual .  

Educat ion is  a  vocat ion or  a  cal l ing.  This  means that  mid

dle  age i s  as  s ignif icant  as  both chi ldhood and old age in  

the quest  for  knowledge .  "What  have I  done with my l i fe?"  is  

as  s ignif icant  a  quest ion as  "Who am 1?" and "What  i s  

real i ty?"  Educat ion is  the synthesis  of  the feel ings of  
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youth with the wisdom of  the e lders ,  but  i t  is  a lso the 

enabl ing of  the wil l  to  move in to  his tory.  

These three dramas or  s tor ies  are  sometimes pure and 

sometimes mixed within the curr iculum. I t  is  not  my effor t  

to  disparage one s tory or  to  elevate  one a t  the expense of  

the other .  While  i t  can be seen that  I  ident i fy  with the 

Judeo-Chris t ian s tory,  i t  i s  not  my in tent ion to  prosely

t ize  for  i t .  Rather ,  i t  is  my intent ion to  suggest  that  

judgment  be leveled not  upon curr iculum that  reveals  only 

one s tory or  another ,  but  upon curr iculum that  imperfect ly  

real izes  the s tory within i t .  

THE IMPLICATIONS OF TIE MODEL FOR EDUCATORS 

In  terms of  world views,  there  are  myths many and gods 

many.  The educator  has  in  the typology a  method whereby he 

can get  a t  ser ious world views without  being entangled by 

denominat ional ism and proselyt ism.  Moreover ,  i ssues  dis

cussed a t  an abstract  level  are  of ten confusing and over

lapping.  The pictures  or  s tor ies  painted above may over

s implify and fa ls i fy  the facts ,  but  they paral le l  the 

f indings of  scholars  in  theology,  mythology,  phi losophy,  

and in  the his tory of  re l igions.  Educators  suffer  on the 
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one hand f rom having to  avoid  re l ig ious  issues  a l together  

(and then they come in  through the  back door) ,  or  accept ing 

one world  v iew as  value  f ree  ( the  Modern v iew) .  In  exa

mining l i te ra ture ,  theor ies ,  and abs t rac t ions ,  then,  th is  

method enables  one to  fee l  one 's  way in to  the  mater ia l ,  d is 

cover  the  bas ic  image or  ac t ion,  push back in to  the  manner  

in  which th is  ac t ion i s  dramat ized,  and f inal ly ,  analyze  

the  mater ia l  re la ted  to  the  larger  world  v iew.  

Another  impl ica t ion for  the  method i s  in  the  s tudy of  

ins t i tu t ional ized curr iculum.  In  prepara t ion for  s tudy of  

teaching,  Mosbar  and Purpel  point  out  tha t  analys is  of  

"cr i t ica l  incidents"  and " recurrent  pat terns"  i s  important  

in  c l in ica l  supervis ion.^^  I  would suggest  tha t  an  under

s tanding of  the  c l imax (or  c r i t ica l  incident)  wi th in  the  

drama and an  awareness  of  the  recurrent  pat terns  wi thin  the  

novel  and the  epic  would provide  f i rs t  an awareness  of  the  

three  ser ious  s tor ies ,  and then a  poss ible  c lue  as  to  se l f -

ref lec t ion for  thas2 in  teacher  t ra in ing and c l in ica l  super

vis ion.  "Are  the  recurrent  pat terns  in  my teaching,"  the  

s tudent- teacher  might  ask  h imself ,  "more  typical ly  Greek,  

39 Ralph L.  Mosher  and David  E.  Purpel ,  Supervis ion :  
The Reluctant  Profess ion (Boston:  Houghton Miff l in  Com
pany,  1972) ,  pp.  97-98.  
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or  Judeo-Chris t ian,  or  Modern? Am I  t rying to  be wel l -

l iked or  a  prophet  or  a  gadfly?" 

In turn,  as  the educator  faces  the inst i tut ion,  he 

might  use the typology to  feel  his  way into the s i tuat ion,  

to  pinpoint  the act ion dramatized in  the teaching,  and to  

conceptual ize  for  himself  the manner  in  which the act ion 

comes into being,  and f inal ly  to  isolate  the mater ia l iz ing 

dimension of  the curr iculum. 

In  both looking a t  the l i terature  and a t  the inst i tu

t ion,  the educator  hypothesizes  that  the l i terature  or  the 

inst i tut ion is  Greek,  or  Modern,  or  Judeo-Chris t ian.  This  

may be on f i rs t  reading or  even scanning the s tory,  but  

beyond this  point  the hypothesis  becomes heuris t ic ;  that  

i s ,  i t  enables  him to  discover  the formal ,  mater ia l ,  and 

eff ic ient  causes  of  the s tory.  By a  reverse  process ,  the 

educator  who creates  curr iculum may f ind himself  enter ing 

the creat ive endeavor  focusing on the manner  in  which his  

s tory comes into being,  or  by focusing on the mater ia l ,  or  

on the act ion.  Reflect ion wil l  enable  the curr iculum cre

ator ,  as  i t  does the ar t is t ,  to  know that  he cannot  play 

favori tes  and paint  the good guys as  perfect  and the bad 

guys as  hel l ions.  He wi l l  know that  he must  le t  the spir i t  

move within him and come cut  as  i t  must .  However ,  by the 
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same token,  he  wi l l  know that  one k ind of  world  requires  a  

se t t ing and a  host  of  characters  and even a  god of  such and 

such a  nature ,  whi le  another  k ind of  world  wi l l  require  

another  k ind of  se t t ing and another  host  of  characters  and 

perhaps  no god.  He wi l l  se lec t  the  mater ia l  to  f i t  the  

world  view and not  v ice  versa .  

In  us ing the  mimet ic  v iew of  a r t  and in  applying the  

method of  l i te rary  cr i t ic ism to  curr iculum cr i t ic ism,  we 

a re  suggest ing that  curr iculum be created that  has  as  i t s  

bas is  not  a  d idact ic ,  but  ra ther  a  mimet ic  d imension.  

This  thrus t  i s  in  l ine  wi th  the  ins ight  of  Paulo  Fre i re  in  

h is  Pedagogy of  the  Oppressed:  

A careful  analys is  of  the  teacher-s tudent  re la
t ionship  a t  any level ,  ins ide  or  outs ide  the  school ,  
reveals  i t s  fundamental ly  narra t ive  character .  This  
re la t ionship  involves  a  narra t ing subject  ( the  teacher)  
and pat ient ,  l i s tening objects  ( the  s tudents) .  The 
contents ,  whether  values  or  empir ica l  d imensions  of  
rea l i ty ,  tend in  the  process  of  being narra ted  to  be
come l i fe less  and pet r i f ied .  Educat ion i s  suffer ing 
f rom narra t ion s ickness .^0 

The typology suggested here  makes  i t  poss ible  for  both  

teacher  and s tudent  to  move out  of  narra t ion and in to  the  

world  of  ac t ion.  

^Frei re ,  op.  c i t .  ,  p .  57 .  
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A CONCLUDING UNSCIENTIFIC POSTSCRIPT:  

CULINARY PEDAGOGY 

A beloved aunt  in  the  family  has  the  saying whi le  she  

i s  cooking that  " I f  you put  in  enough good th ings ,  i t  i s  

bound to  be good."  Wine,  of  course ,  i s  necessary  for  coq 

au v in ,  but  the  cook would do wel l  to  d is t inguish  between 

red  wine and sauterne .  Oregano i s  good,  but  enough oregano 

for  pizza  may be  too much for  Quiche Lorra ine  and d isas-

terous  for  broccol i .  Thousand Is land dress ing does  not  

require  a  thousand condiments  nor  does  marble  cake require  

marble .  The saying holds  good,  however ,  i f  the  se t t ing i s  

the  aunt ' s  k i tchen wi th  the  aunt ' s  pantry  and wi th  the  aunt  

in  i t  both  to  tas te  as  wel l  as  to  cook.  The aunt ,  in  shor t ,  

i s  both  f inal  and formal  cause  of  the  "good th ing."  

The saying,  wi th  that  qual i f ica t ion,  holds  t rue  for  

educat ion.  The Modern chef  has  a t  h is  d isposal  compulsory  

educat ion,  Normal iza t ion/Standardizat ion,  and management .  

What  he  needs  to  accept  i s  that  h is  product  i s  as  meta

physical ly  rea l  (or  as  moral  or  as  re l ig ious)  as  that  of  

the  Greek and Judeo-Chris t ian  chef  but  tha t  the  tas te  of  

h is  product  i s  bas ica l ly  pathet ic .  More  condiments  wi l l  

not  remove the  tas te  of  Limburger ;  what  i s  required i s  the  
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development  of  the tas te  for  that  f lavor .  What  the  Modern 

chef  must  accept  i s  that  no mat ter  how interchangeable  are  

the par ts-- including chefs-- the f inal  cause i s  the tas te ,  

which he himself  must  t ry .  

The Greek chef  and the Judeo-Chris t ian chef  have been 

dr iven from the ki tchen,  perhaps by the heat ,  and they have 

addi t ional  problems.  

The Greek chef  has  ant iqui ty  on his  s ide but  needs to  

adjust  to  the new set t ing:  refr igerators  and e lectr ic  

ranges.  He a lso has  to  ref lect  on his  e l i t ism lest  the 

fas t  food companies  rob him of  h is  c l ientele .  Whom does he 

wish to  f i l l?  On the other  hand,  the ra t ional i ty  and the 

ref lect iveness ,  the i rony and the double  vis ion of  the 

Greek must  serve as  a  paradigm for  cul inary professional ism.  

Microwaves and deep f reezers  do not  make a  chef  a  profes

s ional ,  but  the abi l i ty  to  ref lect  on pr inciples  of  cooking 

can.  While  the Greek chef  makes high scores  by the recipe,  

he must  learn to  be invent ive and t rust  his  feel ings.  The 

Greek chef  has  served us  wel l  in  te l l ing us how pathet ic  i s  

the Modern s tew.  

The Judeo-Chris t ian chef  ins is ts  that  his  ki tchen be 

nei ther  a  factory nor  a  marketplace but  a  par t  of  h is  house.  

In  the case of  h is  s tepchi ld  Marxism,  however ,  he has  
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driven him from the ki tchen,  promising pie  in  the sky when 

he dies ,  by and by.  The Judeo-Chris t ian chef  has  picked up 

every condiment--such as  Women's  Lib,  death and dying,  

Black Studies--but  he has  not  accepted mater ia ls  for  his  

s tew unless  they were appropriately labeled and he has  neg

lected his  act ion—that  of  equi l ibr ium. Too of ten his  

tas te ,  which should be ref ined through suffer ing,  becomes 

a  predel ic t ion for  the soap-operish.  

The maxim "put t ing in  enough good things"  wil l  give us  

bet ter  educat ion i f  each of  us  learns  to  share  the ki tchen 

with each other  and to  cook his  own special ty .  Time may be 

such that  the Modern chef  completely dominates  the scene,  

consigning the Greek and the Judeo-Chris t ian chefs  to  wash 

dishes  or  a t  best  to  cut  the onions.  That  does not  prevent  

them from making their  menus and doing their  own cooking 

when the Modern chef  i s  away.  
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APPENDIX I  

SE LF-QUESTIONNAIRE 

OBSERVER DATE CITY STATE 

SCHOOL GRADE CLASSROOMS TIME :  TO 

1 .  Am I  observing from the point  of  view of  the 
(1)  Humanit ies  (2)  Natural  Sci .  (3)  Social  Sci .?  

2 .  Is  the curr iculum bui l t  out  of  (5)  experience 
(6)  verbal  mater ia l  (7)  visual  mater ia l?  

3 .  Is  the curr iculum (9)  an organic  uni ty  (10)  sc is
sors  and paste  (11)  convincing? 

4 .  Is  the uni ty  of  the curr iculum given by the act ion 
of  the (13)  teacher  (14)  s tudent  (15)  interact ion? 

5 .  Is  the main actor  character ized by (17)  intel l igence 
(18)  normali ty  (19)  re la tedness? 

6 .  Is  the act ion character ized by decis ions (21)  made 
before  or  af ter  c lass  (22)  during (23)  not  made? 

7 .  Is  the moral  dimension of  the act ion (25)  autonomy 
(26)  heteronomy (27)  theonomy? 

8 .  Does the act ion symbolize (29)  a l ienat ion of  the 
mind f rom the body (30)  creat ion out  of  chaos 
(31)  f reedom as  understood necessi ty? 

9 .  Is  the curr iculum bui l t  by (33)  an outs ide special is t  
(34)  the teacher  (35)  with the s tudents?  

10.  Is  the manner  in  which the curr iculum unfolds  (Ll)  
epical  (L2)  dramatic  (L3)  lyr ical?  

11.  Are the spacial  and the temporal  dimensions within 
the curr iculum (L5) l imited to  the classroom 
(L6) reveal  the ent i re  school  year  (L7)  reveal  a  
t ranscendent  dimension? 

12.  Is  the t ranscendent  dimension (L9)  cycl ical  
(L10)  l inear  (Ll l )  progressive? 

13.  Is  the mater ia l  of  the c lass  contr ibuted mainly by 
(Bl)  the teacher  (B2) the s tudent  (B3) in teract ion? 

14.  Is  the mater ia l  out  of  which the curr iculum is  made 
(a)  spacial  (b)  temporal  (c)  verbal?  

15.  I f  answer to  14 is  (a) ,  i s  space,  fe l t  as  (B5) 
c lass ic  (B6) Baroque (B7) modern? 

16.  I f  answer to  14 i s  (b)  ,  i s  t ime fe l t  as  (B9) 
cycl ical  (BlO) progressive (Bl l )  redemptive? 
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17.  I f  answer to  14 i s  (c) ,  i s  the verbal  mater ia l  
(Bl3)  discursive (B14) musical  (B15) symbolic? 

18.  I f  answer to  17 i s  (B13),  are  quest ions asked in  
c lass  (B17) cogni t ive and convergent  (Bl8)  d i 
vergent  (Bl9)  evaluat ive? 

19.  I f  answer to  17 i s  (Bl4) ,  i s  the musical  mater ia l  
(B21) c lass ical  (B22) romantic  (B23) modern? 

20.  I f  answer to  17 i s  (Bl5)  ,  is  the mater ia l  symbolic  
of  (B25) a l ienat ion (B26) chaos and creat ion 
(B27) t ragedy? 

21.  Is  the evaluat ion of  the curr iculum in  terms of  
(B29) ideas  emerging from feel ings (B30) ideas  
superimposed upon feel ings (B31) real i ty  without  
regard e i ther  to  ideas  or  to  feel ings? 

22.  Is  the aim of  the c lass  a  change in  (a)  behavior  
(b)  feel ings (c)  ideas? 

23.  I f  answer to  22 i s  (a) ,  i s  the s tudent 's  behavior  
judged in  terms of  i t s  (B33) real izat ion of  ideals  
(B34) conformity with norms (B35) in tegrat ion of  
behavior  ?  

24.  I f  answer to  22 i s  (b) ,  i s  the feel ing of  the s tud
ent  character ized by (Rl)  doci l i ty  and passivi ty  
(R2) compassion and judgment  (R3)  p i ty  and fear?  

25.  I f  answer to  22 i s  (c) ,  i s  the grading of  ideas  in  
terms of  (R5) answers  memorized (R6) perfect ions 
real ized (B7) re levance of  ideas? 

26.  Is  the teacher  general ly  prehended as  being (R9) 
d idact ic  (RlO) heuris t ic  (Rl l )  phi le t ic?  

FORMAL CAUSE: What  i s  i t  that  makes the curr iculum what  i t  is?  

EFFICIENT CAUSE: How i s  i t  that  the curr iculum comes into 
be ing ?  

MATERIAL CAUSE: Out  of  what  i s  the curr iculum made? 

FINAL CAUSE: To what  end i s  the curr iculum aimed? 
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APPENDIX I I  

CLASSROOM TEACHER QUESTIONNAIRE 

This  quest ionnaire  wil l  be s t r ic t ly  confident ia l .  In
s ights  from i t  wil l  help me with my d isser ta t ion:  "Myths,  
Morals ,  and Models :  Implicat ions for  Special  Educat ion."  
Thanks for  your  help.  

1 .  How many chi ldren are  present ly  enrol led in  your  
c lass?  .  

2 .  Of these,  how many are  ambulant?  .  
3 .  The I .Q.  of  these chi ldren would be 0-25 (how many?)  

25-50 ,  50-  .  
4 .  How many would feed themselves  with knife  & fork ,  

spoon ,  need help ,  has  to  be fed .  
5 .  With regard to  s ight ,  how many are  bl ind ,  poor  

s ight  ,  normal  .  
6 .  With regard to  hear ing,  how many are  deaf  ,  poor  

hear ing ,  normal  .  
7 .  With regard to  wet t ing,  how many wet  weekly ,  dai ly  

,  hourly .  
8 .  With regard to  soi l ing,  how many soi l  weekly ,  dai ly  

_ ,  hourly .  
S.  With regard to  seizures ,  how many have severe ones ,  

mild ,  none .  

1 .  The chi ldren get  here  a t  the same t ime (a)  a l l ,  yes  
(b)  yes ,  except  on cer ta in  days (c)  All ,  no (d)  o ther .  

2 .  Do chi ldren nap a t  the same t ime? (a)  a l l ,  yes  
(b)  yes ,  except  on cer ta in  occasions (c)  All ,  no 
(d)  other .  

3 .  When may they use the outs ide area (a)  none,  or  spe
cif ic  ones (b)  under  supervis ion (c)  any t ime 
(d)  other .  

4 .  When may family vis i t  c lass?  (a)  cer ta in  days 
(b)  any day but  a t  set  t imes (c)  any t ime (d)  other .  

5 .  Chi ldren rout inely toi le ted? (a)  none/some once 
only (b)  some more than once (c)  a l l  once or  more 
(d)  other .  

6 .  Do chi ldren a l l  wai t  for  juice (a)  none wai t  (b)  some 
wai t  (c)  a l l  wai t .  

7 .  Do chi ldren wai t  as  a  group for  washing (a)  a l l  
(b)  some (c)  none wai t ,  a l l  occupied elsewhere.  
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8.  Do chi ldren s i t  wai t ing for  next  act ivi ty  (a)  some 
(b)  a l l  (c)  none.  

9 .  How organized are  they when they go outs ide (a)  in  
a  l ine (b)  a l l  a t  once,  but  separately (c)  a  few a t  
a  t  ime.  

10.  Do they wai t  as  a  group before  leaving (a)  a l l  
(b)  some (c)  none (d)  o ther .  

11.  Language of  chi ldren (a)  number who use sentences 
(b)  use isolated words (c)  number who do not  use 
intel l igible  speech .  

12.  How many have toys or  games or  books of  their  own 
a t  school?  .  

13.  How many have pictures  or  photos  in  the classroom 
displayed? .  

14.  How much t ime is  there  for  f ree  play? (a)  1/2 hour  
(b)  hour  (c)  more than 1  hour .  

15.  How are  bir thdays celebrated? (a)  presents  (b)  no 
presents  but  some not ice  (c)  no recogni t ion but  
joint  par t ies .  

16.  Opportuni t ies  for  self-expression (a)  none (b)  some 
for  a l l  (c)  much for  each.  

17.  How ass is ted a t  toi le t  (a)  one s taff  for  each chi ld  
(b)  mixed (c)  conveyor  bel t?  

18.  Chi ldren 's  access  to  other  areas  (a)  yes ,  no re
s t r ic t ions (b)  to  some areas  (c)  specif ic  areas  under  
supervis  ion.  

19.  Do s taff  members  s i t  and watch t .v .  or  l is ten to  
music  with the chi ldren (a)  someone usual ly  
(b)  someone sometimes (c)  sporadical ly .  

20.  Do s taff  members  eat  with chi ldren (a)  a l l  (b)  some 
s tand and eat  or  don ' t  eat  (c)  s tand and supervise .  

21.  Assis tance a t  washing (a)  one on one (b)  mixed 
(c)  conveyor  bel t .  

22.  Do you think work would be more effect ive i f  you had 
(a)  larger  s taff  (b)  fewer  chi ldren (c)  bet ter  
t ra ined s taff  (d)  o ther .  

23.  Staff  members  (a)  worked here  less  than a  year  
(b)  a  year  (c)  more .  

24.  Is  your  room regarded as  (a)  a  family (b)  a  corpora
t ion (c)  a  factory.  

25.  Most  of  your  t ime is  spent  (a)  social  and physical  
care  of  chi ldren (b)  supervis ion of  s taff  (c)  admin
is t ra t ion and other  dut ies  (d)  other .  
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_26.  Do you spend your  t ime with the chi ldren most ly  
(a)  observing (b)  ta lking (c)  l is tening (d)  other .  

27.  Do you and your  s taff  (a)  do more or  less  the same 
thing (b)  have different  jobs but  are  interchange
able  (c)  absolutely different  jobs.  

28.  Do you feel  your  c lass  is  (a)  inspected of ten (b)  
supervised but  not  inspected (c)  largely lef t  a lone.  

29.  With regard to  chi ld  care  decis ions,  do you (a)  make 
them with your  s taff  or  with your  supervisor  
(b)  have them provided for  you by the CHD (c)  have 
sole  responsibi l i ty  for  them. 

30.  Are suppl ies  (a)  mainly purchased by your  budget  
(b)  by consul ta t ion (c)  outs ide.  

31.  Do you (a)  select  your  s taff  (b)  recommend candi
dates  (c)  receive s taff .  

32.  In  your  c lass  (a)  i s  i t  managed by you (b)  managed 
in  consul ta t ion with others  (c)  managed by the 
outs ide.  



292 

APPENDIX I I I  

STAFF QUESTIONNAIRE 

ORIGINS AND POPULATION 

1 .  Who or iginated CHD and for  what  purpose? 

2 .  What  par t icular  groups are  served (diagnost ical ly)?  

3 .  Who are  present  res idents  and how did they get  here? 

a .  School  
b .  Residence 
c  .  Adult  ed.  
d .  Other  

4 .  How does one get  in? To be diagnosed? For  therapy? 

STAFF 

1 .  Who i s  responsible  for  day-to-day adminis t ra t ive deci
s ions ?  

2 .  Who i s  responsible  for  making pol icy decis ions? Facts?  
Pr inciples? Issues? 

3 .  Is  supervis ion basical ly  (a)  to  promote effect iveness  
(b)  to  insure autonomy of  supervisee (c)  to  protect  the 
r ight  of  the c l ient  (d)  Other? 

4 .  Is  avai labi l i ty  of  qual i ty  s taff  or  is  s taff  turnover  
a  problem? 

PHYSICAL PLANT 

1 .  Was CHD purpose bui l t?  Are any changes needed? 

2 .  Was the  locat ion mandated by neighbors '  complaints ,  
accessibi l i ty ,  pr ice? 

3 .  Is  the archi tecture  suggest ive of  school ,  church,  or  
factory ? 

4 .  How sat isfactory is  the total  faci l i ty-space,  bui ldings,  
e tc  .  ? 
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RULES 

1 .  Are there  wri t ten rules  or  i f  not  are  there  unwri t ten 
rules  ? 

2 .  Is  moral i ty  or  moral  educat ion provided in  the curr iculum, 
emerges by chance,  neglected,  neglected on purpose.  

3 .  Is  behavior  modif icat ion as  a  technique accepted by con
sensus,  accepted but  quest ioned,  there  is  no consensus,  
not  necessar i ly  used.  

4 .  On a  spectrum between inst i tut ion or iented and chi ld  
or iented,  how would CHD f i t  on a  f ive-point  scale  with 
regard to  (a)  r igidi ty  of  rout ine (b)  regimentat ion 
( l ining up,  wai t ing)  (c)  Depersonal izat ion (pr ivacy,  
pr ivate  property,  c lothes ,  e tc . )  (d)  Social  dis tance 
(rapport  of  s tudent- teacher  in ,  e .g .  eat ing)? 

FINANCES 

1 .  What  i s  the pr inciple  source of  funds? 

2 .  What  condi t ions must  be met  to  receive this?  

3 .  What  i s  the cost  per  person (diagnosis ,  day school ,  
re  spi te ,  re  s  idency)? 

DIVISION OF LABOR 

1 .  Is  CHD modeled af ter  a  hospi ta l -c l inic ,  educat ional  in
s t i tut ion,  a  business  corporat ion,  grew l ike Topsey,  
other  ?  

2 .  Is  the divis ion of  services  in  the nature  of  things,  
evolved according to  needs,  might  be changed i f  facts  
warranted i t ,  theoret ical ly  is  inappropriate  but  can ' t  
be changed,  can be changed? 

3 .  Do you spend most  of  your  t ime with c l ients ,  with the 
s taff ,  with adminis t ra t ion matters  l ike paper-work or  
ra is ing funds? 

4 .  Is  the Fr iday s taff ing and the conclusions reached there  
a  necessary and inevi table  conclusion;  a  learning experi
ence;  an evaluat ive interpretat ion that  always has  to  go 
beyond the facts ;  a l l ,  none? 
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TREATMENT 

1 .  Are the tes ts  adminis tered selected by a  cr i ter ia  of  
re l iabi l i ty ,  always have been used here ,  used e lsewhere,  
no set  cr i ter ia?  

2.  I f  there  is  any world view ref lected in  the t reatment ,  
curr iculum, would you say i t  is  Judeo-Chris t ian,  Greek 
(humanism),  or  modern (scient i f ic  and progressive but  
not  necessar i ly  humanism)? 

3 .  Is  the leadership here  bureaucrat ic ,  char ismatic  (unique 
individuals  with unique but  not  necessar i ly  ideosyn-
crat ic  solut ions) ,  or  t radi t ional  (big family or  c lan 
type leadership)  ?  

4 .  Is  evaluat ion and/or  should evaluat ion be something that  
i s  quant i f iable;  hard to  measure,  but  should be c lear  to  
the t ra ined observer ;  i s  never  measurable  but  intui t ively 
conf  i rmed ? 

AMBIANCE 

1.  Is  the community a t t i tude toward CHD s tereotypic ,  b i t ter ,  
resentful ,  admir ing,  neutral ,  unknown? 

2 .  Is  ar t ,  music ,  recreat ion,  dance,  f i lm anci l lary to;  
re inforcing;  or  legi t imate  within i t s  own realm in  CHD? 

3 .  Do s tudents  who leave here  leave under  sad or  pleasant  
c i rcumstances (successful ly  re turn to  family,  community;  
d ie ;  re leased to  ful l - t ime inst i tut ional izat ion;  re turn;  
get  lost  in  the community;  graduate  to  next  program)? 

4 .  Is  the world view of  the s taff  general ly  " i t ' s  a  l iving";  
or  here  with dedicat ion and purpose;  melancholy about  
basic  t reatment;  sense some progress  in  most  c l ients?  



APPENDIX IV:  

CHART A MLU 4 .66 

DICTION SCORING CHART 

DSS i s  124/18 = 6 .88 
NAME :  M. S .  CA: 7  

DSS:  6.88 
Indef .  
Pro.  

I ters .  
Pro.  

Main 
Verb 

Sec .  
Verb 

Neg.  Conj .  Inter .  
Rev.  

What  
Q 

Sent .  
Ibint  

Total  

1. I  f  ixe d i t .  1 1 2 1 5 
2.  Umm, I ' l l  be seventeen.  1 4 1  6 
3 .  I  don ' t  know. 1  4 1  6 
4 . I  know dot  was coming up.  1 1 1 2 8 1 14 
5 .  That  boy looks upside down.  1  1 2 
6.  What  about  d is  one might . . .  3 6 7 0 16 
7 .  What  i s  dat?  1 1 2 1 5 
8.  This  a  same thing.  1 0 1 
9.  Why you a in ' t  do dat  one? 3 1 4 2 0 10 

10.  I 'm t i red of  doin dis .  1 1 2 8 1 13 
11.  Excuse me .  1 1 1 3 
12.  I  almost  broke my neck.  2 1  1 4 
13.  How much I  got  to  go? 1 1 2 0 4 
14 . Get in  my hel icopeter  & I 'm off  2 3 3 1 9 
15.  Here I  come,  get  in  the car ,  1 2 1 4 
16.  Climb back in .  1 1 . 2 
17.  What? I  can ' t  hardly hear .  1 4 4 rx 

£ 1 12 
18.  I  a in  doin no more.  3 1 2 1 1 0 8 

124" 

vO 
Ui  



CHART B 
MLU: 5 .66 

CA: 7  
NAME: B.  DSS:  6 .33 

-

1.  Led me do a  thing 

2.  I  know how to  go in  l ike that  

3  i. Here  one of  these r ight .  

4 .  Mommy i s  dr ink coffee 

5 .  What  you read in  book? 

6 .  I  have leaned two:  that  and 
that  and that .  

7 .  Two,  I  show you.  

8 .  Mommy i s  come on the te le .  

9 .  Right  here  i s  my c loset .  

58/9 = 6 .33 

Main 
Verb 

Sec .  
Verb 

Neg.  Conj .  Inter .  
Rev.  

What  
Q 

Sant .  
Ibint  

Total  

1  1  1  4 

1  1  8 1  

0 

13 

4 

1  1  2 

1  2 1  5 

7 2 0  14 

1  1  7 

3 1  4 

1  1  4 

57 

NJ> 
vO 



APPENDIX V:  CLASSROOM MUSIC CHECK SHEET 

NAME :  C .A.  DATE :  ROOM: NO. IN ROOM: 

LISTENING SINGING PLAYING MOVING CREATING READING 

SKILL Hears  Pi tch Instruments  Dramatize Melodies  and 
movements  

Associates  
notes  and 
mus ic  

CONCEPTS 
Melody Up,  down,  

same 
Singing 
pat terns  

Up/down on 
instrument  

Outl ine 
level  with 
hand movement  

Spontaneous 
songs/  
chants  

Numbers  
equals  
pat terns  

Rhythm Length,  
beat  
pat tern 

Accuracy Percuss  ion-
beat  

Tap,  c lap,  
march,  run 

Create  
response 

Line 
notat ion 

Harmony Mult iple  
sounds 

Sing with 
accompani
ment  

Play s imple 
melody,  
then mult i 
ple  sound 

Form Phrases  
as  same/  
d i f ferent  

Sing by 
phrase 

Associate  
same/dif
ferent with 
instrument  

Body moves 
to  ref lect  
same/dif
ferent  j 

Expres
s ion 

Dist inguish 
instrument  
& vocal  

Appropri
a te  tone 

Instruments  
with differ
ent  qual i ty  

Spontaneous 
move to  ex
press  qual i 
t ies  of  music  

NO 
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APPENDIX VI 

INDIVIDUAL THERAPY CHECK SHEET 

NAME: CA: DATE: ROOM: NO. IN ROOM: 

1 .  COMPLETE RHYTHMIC FREEDOM (music  intel l igence)  

DIFFICULTIES OR LIMITATIONS IN CHILD 
2 .  Unstable  rhythmic freedom 

a .  Psychological-overdramatic ,  disorganized 
b .  Neurological-obsessive-overexci ted 

3 .  Limited rhythmic freedom-clumsiness  
4 .  Compulsive beat ing-metronomic 

5 .  Disordered beat ing 
a .  Impulsive-exci ted and exhausted 
b .  paralyt ic- tempo-uncoordinated 
c .  Compulsive-confused-confl ic t  of  tempi  

6 .  Evasive beat ing-fear-avoidance 
7 .  Emotional-forced beat ing-muscular  s t rength 
8 .  Chaot ic-creat ive beat ing-hyperact ive 

MODIFIED THERAPY 
9 .  Guitar  playing-l ikes  dissonances 

10.  Responds by s inging 
a .  self-expressive-ar ias ,  improvises  
b .  coiresponsive greet ings,  goodbyes 
c .  tonal-rhythmic responses  by chi ldren without  

speech.  Act ivated urge f i r  speech 

RESPONSE RELATED TO THE PLAYER 
11.  Responses  to  s inging-sing chi ld 's  name 

12.  Responses  to  specif ic  musical  idiom-scale  form-
interval l ic-musical  idiom 

13.  Responses  to  mood or  changes of  mood in  music .  
Model ing of  mood.  
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APPENDIX VII  

TYPOLOGY IN LITERARY CRITICISM: THE THREE STORIES 

1 .  The Modern s tory 

B.  Beginning 

M. Middle  

E.  End 

2 .  The Judeo-Chris t ian s tory 

B.  Beginning 

M. Middle  

E.  End 

M. E? 

The Greek s tory 

B.  Be g  inn ing 

M. Middle  

E.  End 
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APPENDIX VIII  

SCHEMATIC APPLICATION OF THE TYPOLOGY TO CURRICULUM 

DIAGRAM 1:  THE MODERN STORY SEEN IN SKINNER 

cond i t  ioned 
s t  imulus 

a .  The Modern pathet ic  s tory.  

b .  Model  approximation of  the Skinnerian schema.  

c .  Skinnerian schema:  Behavior  i s  a  funct ion of  i t s  

consequences.  These may be punishing and avers ive or  

rewarding and re inforcing.  Behavior  can be seen and 

counted or  measured.  
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DIAGRAM 2:  THE GREEK STORY SEEN IN FREUD 

a .  The Greek t ragic  s tory.  

b .  Model  approximation of  the Freudian schema.  

c .  Freudian schema:  The dream work of  the ego makes 

the desires  and dr ives  of  the id  acceptable  to  the 

demands of  the conscience or  super-ego.  
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DIAGRAM 3  :  THE JUDEO-CHRISTIAN STORY SEEN IN PIAGET 

c .  Accommodat ion Imitat ion 

Equi l ibr ium 

Assimilat ion Play 

a .  The Judeo-Chris t ian redemptive s tory.  

b .  Model  approximation of  the Piaget ian schema.  

c .  Piaget ian schema:  Thought  develops into preconcepts  

and formal  operat ions by equi l ibrat ion of  accommodat ion 

and ass imilat ion.  Accommodat ion becomes imitat ion and 

reproduct ive imaginat ion,  and ass imilat ion becomes 

creat ive imaginat ion and symbolic  play.  Intel l igence 

is  the interact ive equi l ibr ium. 
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APPENDIX IX 

TYPOLOGY IN CURRICULUM: THE THREE STORIES 

n I .  THE MODERN STORY 

ACTION: IMITATION 

3 E 

IMITATION (ACCOMMODATION) 

2. THE JUDEO-CHRISTIAN STORY 

ACTION: EQUILIBRIUM OF 
ACCOMMODATION 
AND ASSIMILATION 

SYMBOLIC PLAY (ASSIMILATION) 

3. THE GREEK STORY 
ACTION: SYMBOLIC 

PLAY 
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APPENDIX X 

SUMMARY OUTLINE OF THE APPLICATION 

OF THE TYPOLOGY 

3 OA 

CURRICULUM 

Plot  

Character  

Thought  

Dict ion 

Me lody 

Spectac le  

Cathars is  

GREEK 

Dream Work 

Autonomous 

Symbo l ie  

Sense 

Mil ieu 

Pi ty  /Fear  

T Y P O L O G Y  

JUDEO-CHRISTIAN 

Equi l ibr ium 

Theonomous 

Rat ional izat ion Reason/Behavior  

LAD 

Sound/Sense 

Open 

MODERN 

Imitat ion 

Heteronomous 

Behavior  

Rhetor ic  

Sound 

CBTE 

Judgment/fcompa s  s  ion Pathos /Pes  pair  


