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ABSTRACT 

This field study was based on experiences as a 

teacher and parent in an alternative, progressive early 

childhood school: The Co-Operative School, o✓ connor, ACT. 

The data for the study was recorded during 1978, 1979, 

1980; the first three years of the school/s existence asa 

Government school. The development and educ at i ona 1 

progress of fourteen girls and boys, aged from five to 

eight years in 1978, was followed, The philosophy, 

policies, organization, curriculum content, teaching 

strategies and general milieu of the school were examined. 

The aim of the study was to analyse the philosophy 

of the school, as set out in the constitution, and to see 

how it related to curriculum and teaching strategies. 

Issues of freedom and choice within a compulsory school 

environment were examined in relation to the stated aims 

of the school: the underlying reason for this examination 

was the problem caused by the gap which existed between 

philosophy and practice, which caused the experiences of 

the children in the school, to often be at variance with 

stated aims. 

The developmental needs of children in the early 

childhood age group, and the personal variables they 

brought to the learning situation, were related to the 



school environment. 

as a perspective 

Soc i a 1 1 earn i n g theory was utilised, 

provide a unified from which to 

conceptual basis, for planned interventions in teaching 

and learning. The importance of modelling, self-

expectation, feelings of self-efficacy and competency, 

were related to the community, the curriculum content, and 

teaching strategies of the school. 

Decision-making strategies wer-e examined for their 

relevance to consensus-based processes and a co-operative 

style of community management. Consideration was given to 

the provision of a cohesive environment, in which adult 

members of the community could participate freely in 

autonomous learning experiences with children. The area of 

conf 1 i ct resolution and the incidence of aggressive 

behaviour in the school were explored, and techniques for 

successful negotiation of differences were suggested. 

Areas of the curriculum which have traditionally 

been difficult for alternative schools to implement to the 

satisfaction of all community members were examined. 

Areas such as: goal-setting and motivation of children; 

basic sKills in early childhood; transition to mainstream 

education; the effect of emergent lifestyle values; the 

provision of equal opportunity for girls and boys; and the 

importance of co-operative learning strategies. 

The study ends with refl~ctions on the place of 

alternative, progressive schools in the 1980s, and the 

need for such schools to exist to provide an educational 

choice for parents and children in the future. 



PREFACE 

PREFACE 

The motivation to undertake this field study came 

from the experiences of the writer- during a decade spent 

working in alternative, pr-ogressive education, as a 

teacher- and a parent: at New Zealand 

Matauranga Alter-native School, New Zealand; 

and The Co-Operative School, o✓ connor, 

Playcentres; 

A.M.E., 

ACT. 

ACT; 

Wh i 1 e 

educ at i on a 1 

of these 

challenge was constant within the environment 

schools, it was evident that the implementation 

of idealistic philosophies was problematical for teachers, 

parents and children. At times the schools were rich and 

r·ewarding, providing a tAtar·m, autonomous, flexible lear-ning 

en,._, i r onmen t where adults and children worked co-

operatively, free from unnecessary restrictions. At other 

times the amount of aimless, aggressive or· sexist 

behaviour-, str-ained relationships, l ot,,1 bas i c sl< i l 1 s 

attainment, and conflict ridden debate about philosophy 

and pr-actice, seemed endless. 

While teaching at The Co-Oper-ative School, during 

the fir-st three year-s the school operated in the 

government system, the writer- sent an open letter to the 

schoo 1 community as fol l 01A•s: 



PREFACE 

21 June 1978. 

"Dear People, 
I am cor,cerr,ed about the stab i 1 i ty of 

our community and my own position within it. 
I feel it is necessary to make my own position 
clear. 

I believe in a child-centred approach 
to education along with consideration for the 
rights and needs of adults. Children need to 
establish trust, security, autonomy, init
iative, independence, language expression, 
physical developmer,t, spir·itual awareness and 
intellectual growth. They have the right to 
be able to function effectively in basic 
skills and to participate in the wealth of 
Knowledge the community has access to. 

At present I feel that our school is 
giving children an opportunity and grounding 
in many of these areas. I do not believe it 
is complete-ly fulfilling this tasl< but it is 
growing daily and is ripe for constructive 
input from community members. 

I do not believe that a community 
divided amongst itself will provide for its 
children~s needs. I have said to people of 
all viewpoints in our community that I do not 
support separate large meetings for any 
purpose. A community which sets up factions 
within a school and operates outside the forum 
of the Community Meeting is bound to fail. 

As a teacher I am not prepared to 
respond to pressures fom separate community 
groups. I am willing to interact with 
parents, to participate in Community Meetings 
and to try and understand and meet people's 
needs within the philosophy of the school. I 
am prepared to try 11 pr·ogrammes" in the school 
that stay within the philosophy of the school. 
It is essential that the implementation of 
such 11 pr-09r·ammes" is only undertaken with 
staff co-operation. 

After 10 years involvement in 
alternative education outside the State system 
I was thrilled to have the opportunity to join 
an alternative community-based school within 
the system. I am appalled to thin!< that the 
shortsighted actions of our community may 
cause this school to disintegrate. We have a 
responsibility to the people who will come 
after us to keep our community together and 
succeed in our aims. If we split and fail the 
chances of another such school getting off the 
ground in the next decade are minimal. The 
consequent prospect of a. l terna ti ve community
based educ.a.. ti or1 again bec:om i ng the prov i nee of 
a wealthy elite is a dismal one. 

The school has a superb bunch of 
children and a group of diverse, concerned 

2 



PREFACE 

adults together within an operative framework. 
Let's make progress careful Jy and continuously 
using our Community Meetings and daily staff 
contacts to form our basis of operation. 

Children will not be best provided for 
in a divided atmosphere, adults will not 
fulfil their aims and the school will not 
survive. A community is an interdependent 
group - what any one part does affects the 
others. Let's get back into the business of 
working together. 

Sincerely, 
Coleen." 

This letter is of historic interest in that it reflects 

the high 1 eve l of ongoing philosophical strife and 

this school 

because it 

management stress that was tearing 

throughout the whole of 1978 and 

at 

also 

high l i gh ts a naive and impotent response fr·om at 1 east one 

member of the teaching staff to a state of fundamental 

crisis in the school. 

The frustrations of teaching at The Co-Operative 

School 1 ed to a growth in awareness of the specific ar·eas 

of teaching Knowledge and sKills which were needed, if the 

aims of teachers and parents worKing together to create a 

new learning environment for the children were to succeed. 

These areas were: philosophical issues of freedom and 

choice; issues of power and authority; non-traditional 

ways of relating to parents in school; non-hierarchical 

management structures; harmonious, productive decision

making techniques; motivation of children; basic skills 

attainment; transition to other schools; the relationship 

of alternative 1 ifestyle values to schools; equal 

opportunities for girls and boys; affective relationship 

areas of the curriculum; and co-operative teaching and 

learning practices. 

The focus chosen for this study was the 



PREFACE 

identification of the practical aspects underlying the 

relationship of the teaching adult to the child, as a way 

of identifying a learning theory compatible with an 

alternative, progressive, educational philosophy which 

would assist with the development of a co-operative, early 

childhood curriculum, The emergence of research on these 

schools is a positive step towards the establishment of~ 

sequential body of knowledge. Through such r·esearch the 

strengths and weaknesses of these schools can be 

identified and this Knowledge used tor-educe the incidence 

of conflict and disillusionment in the schools and assist 

in the development of strategies which contribute to their 

strengths. 

4 



CH.1: PARAMETERS 

CHAPTER 1 

MIW"IETERS OF THE FIELD STUDY 

Data 

The data for this study comes from an intense 

involvement with The Co-Operative School between 1978-

1980: as a band 1 early childhood teacher, employed by the 

Commonwealth Teaching Service; and as a parent of two 

children in the school, a girl aged six and a boy aged 

three. Data was col 1 ected from submissions, community 

minutes, Board minutes, teacher reports, newsletters, 

meetings, questionnaires, interviews, discussions, teach

ing experiences, teaching records, and personal diaries of 

this time. Specific situations which tended to recur in 

the school, have been used as data for the assumptions and 

suggestions made in this study; they are based on repeated 

observations of and interactions with parents and children 

during these years. Permission from the school community 

to pursue this study 1,.\las g i ~Jen at the Community Meeting in 

February 1980. The experiences and interactions of a 

specific group of parents and children over the three year 

period have been used to provide a developmental and 

longitudinal basis for the assumptions made in formulating 
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suggestions for change. 

For each of the three years under discussion the 

total school enrolment was between 45-50: 14 children were 

enrolled in full-time education for the duration; other 

children were enrolled for varying periods of time; and 

some children, who for reasons of age were in part-time 

enrolment in 1978, were also at the school for the full 

three-year period. This study focusses on the first group 

of children and their parents as a data base because of 

their continuous exposure to the philosophy and practices 

of the school through this period. In addition, a close 

professional relationship and strong friendship bonds were 

formed with both these children and their parents, 

The progress of these children through the years 

since they left The Co-Operative School has been followed. 

This has enabled the children ✓ s development to be 

considered from within a perspective spanning 1978-1984: 

the then four year olds now being nine year olds; and the 

seven year olds now being thirteen year olds, some of whom 

are now in Year 8 their second year of an ACT High School. 

It has been possible ouer the years to have a close 

awareness of these children, not only as friends and 

through continuing contact with 

professional capacity through 

their parents, 

contact and 

but in a 

1 engthy 

discussions with their subsequent teachers and educational 

advisors. This information has informed and enhanced the 

perspective which can be brought to their progress and the 

effect on this of their time at the school. 

The group of children comprised five girls, who 

were aged 7,6,6,5,4 in 1978 and nine boys who were aged 

?,7,6,6,6,5,5,5,4 in the same year, The children will not 

6 



CH.1: PARAMETERS 

be identifled as they do not form a scientific data base 

for study purposes, but rather· a complex gr-owing ar,d 

changing group of people who daily challenged educational 

ideology, and led to a search for- new ways of putting into 

practice the ideals that the school community held for

their children's education. For some of the three years 

nearly half of these children were in single parent 

families headed b>' women; appr·oximately half of these 

women would have been committed to feminist values; 

approximately half of these families were interested in 

alternative lifestyle values; and nearly all the parents 

were teachers or ex-teachers, or engaged in the study of 

education at tertiary level. 

Issues included for observation and analysis 

Controversial issues occurred within the manage-

ment of the school and the daily teaching interactions and 

they emerged repeatedly for discussion and attempts to 

find satisfactory resolutions to problem areas; initially 

at the community mE<eting,;;. and subsequently as topics which 

the community chose to focus on at the monthly educational 

issues meetings. An attempt has been made to analyse the 

outcomes of situations experienced during the three years 

and to suggest methods, other than those which were used, 

which might produce more lasting and satisfactory 

outcomes. 

The oppor-tunit>' to v.Jor·k closely with children from 

a teacher-observer perspective, over three years, gives a 

time scale for obser-vation which enables transitions and 

7 



CH.1: PARAHETERS 

transformations to be seen as they s l otJJl y emerge. From 

observations of the children's development, attempts were 

made to provide individual children with the most 

appropriate social environment and teaching inter

ventions. The adult:child ratio of the school was such 

that it was possible to observe the children closely while 

other adults were available to provide for their immediate 

needs. The emphasis observation and teaching 

interventions was on the mechanics of behaviour: questions 

addressed were those of why the children behaved in one 

manner and not another; what environmental contingencies 

created and maintained behaviour; and which changed 

behaviour. The information gained from observations and 

analyses gives a broad picture of the ways in which 

behaviour is being 

enables analysis of 

interventions of the 

created and maintained. It also 

the reciprocal effects of the 

teaching adults on the particular 

behaviour which the child displays. With this information 

it should be possible to generate alternative intervention 

procedures for trial and evaluation of the differing 

effects produced on behaviour. Interventions can occur in 

the areas of expectations, comp,z.tencies and environml?nt, 

but it is most 1 JKely that change will occur when all 

areas are worKed on simultaneously. In the process of 

observation the teaching adult must try to identify the 

cues that are operating in the environment and to which 

the child is responding, in order to discuss and work on 

acce-ptable 

deve 1 opmen ta 1 

alternative ways to respond. The child's 

stage 11,1 i l l determine the personal 

e xpectancies and competencies brought to the interaction 

and these must be accounted for in seeking resolution of 

8 



CH • 1 : PARAMETERS 

the problem. 

Examples of specific behaviour related to the 

issues under consideration were observed first from the 

teaching adult ✓ s point of view, next from the child ✓ s 

point of view, and lastly from a reciprocal viewpoint. In 

cases where the issue was seen as a problem by the child, 

rather than by the teaching adult, it was necessary to 

begin the observation from the child1 s point of view. 

Although it was possible to see what the children were 

learning in convention,r,.l tE-r·ms, it was not as easy to 

assess what other types of learning the children were 

doing: were they learning to frame and test hypotheses, 

were they learning that children can share and contribute 

in the learning process as members of equal status? 

Observations included an attempt to determine what the 

emot i ona 1 responses and expectations were. 

Examples of the forms used to record observed information 

on interactions with the children follow. The information 

provided was used in an endeavour· to form a comprehensive 

picture of what was going on for the teaching adult and 

for the child in any given interaction. 

9 



CH.1: PARAMETERS 

TEACHING ADULT CHECK LIST 
for-

SALIENT INTERACTl~S WITH CHILDREN: 

DATE: TIME OF DAY: 

CHILD: TEACHER: 

ENVIRONMENT : 

FEELINGS: 

Ho~...i Do I Fee 1? 

ACTIONS: 

1..Jha t did I do? 

Did I have the skills to deal with this situation? 

Did I use the appropriate skills? 

EXPECTATIONS: 

What were my thoughts and assumptions? 

Did they facilitate my interaction with this child? 

OTHER PEOPLE: 

What other person or people were involved and what effect 
did that have on me? 

... and on the child's behaviour? 

10 



CH.1: PARtV1ETERS 

WHERE DO I NEED TO FOLLOW UP: 

Emotional awareness and control. 
Self? Child? 

SKills and competencies. 
Self? 

Assumptions and expectancies. 
Self? 

PLAN TEACHING INTERVENTION: 

Rel at i onsh i p? 

SKi lls and competencies? 

Expectations? 

Chi 1 d? 

Chi 1 d? 

NEGOTIATE MUTUAL LEARNING CONTRACT WITH CHILD: 

CHILD FEEDBACK SHEET: NAME: 

TIME OF DAY: DATE: 

ENVIRONMENT: 

FEELINGS: 

How do you feel? 

How did you feel before? 

1 1 



CH.1: PARAMETERS 

ACTIONS: 

l,,Jha. t happened? 

What did you do? 

Did it help? 

EXPECTATIONS: 

What did you think would happen? 

Could it have been different? 

PEOPLE: 

Was anyone else involved? 

Did they help? 

Did they make it worse? 

SKILLS: 

Was there anything you needed to do? 

Could you do it? 

Do you want to learn to do it? 

12 
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CONTRACT A MUTUAL PLAM OF ACTION WITH TEACHING ADULT: 

13 



CH.1: PARAMETERS 

Supplementary observations and records 

Anecdotal records on the progress of each child 

were made weekly and significant aspects of the child ✓ s 

behaviour were noted for discussion at the weeKly 

professional staff meeting. Records covered the basic 

action of the child and included what she or he said 

(often tal<en down ver·bat im in shorthand) and the r·esponses 

of other people in the sltuation. Exact words and actions 

were included to give a precise description of the 

incident observed and to mal<e recordings as objective as 

possible, with interpretation Kept to a minimum. These 

records were used to help in the analysis of the child ✓ s 

development; to test out hypotheses on the reasons for a 

child ✓ s behaviour and learning style; and to gain feedback 

on what may have been learnt from a particular 

relationship, interaction or intervention. Examples of 

anecodotal records in the crucial areas examined in the 

study are included at relevant points. The work of Wright 

describes the outlines which were utilised in the records. 

(Wright, 1960:1967) 

This data, based on observations, was used with 

historical documentation of school meetings and a personal 

teaching diary, as supplementary information on the 

environment of the school and the progress of the 

children. Checklists, which were Kept to record each 

child✓ s development and achievements on the basis of 

cumulative information collected throughout each term, 

have also been used. An analysis of this combined data 

formed the basis for the theoretical position developed in 

this study and led to the suggestions for decision-making, 

14 
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conflict r~solution, curriculum planning and co-operative 

learning. 

Illuminative evaluation 

The overall thrust of this study is not 

aimed at an analysis of the behaviour and interactions of 

children and teaching adults; rather it examines the 

children within the educational milieu of the school. An 

overall view is utilised: similar to that of Parlett and 

Hamilton in their approach to the study of innovatory 

programmes as "evaluation as illumination". (Parlett & 

Hamilton, 1972) This approach is unconventional in that 

it diverges from the experimental and psychometric 

tradition which is dominant in educational research. The 

study does not attempt to achieve fully objective 

scientific 

de sc r- i p t i on 

methods: the primary 

and i nterpr-etat i or, 

concern is tJJ i th 

rather than with 

measurement and prediction and the study is placed within 

the alternative anthropological paradigm of research. The 

school is studied to see how it oper·ated; what some of the 

varous influences that affected it were; and which of 

these effe-cts we r- e regar-ded as advantageous and 

disadvantageous to the aims which the- community held for 

the children. Var-ious complex questions are examined and 

Trow describes this pr-ocess in the following terms: 

"Research on innovation can be enlightening to 
the innovator and to the whole academic 
community by clarifying the processes of 
education and by helping the innovator and 
other interested par-ties to identify those 
procedures, those elements in the educational 
effort, which seem to have desirable results." 

1 i::; 



CH • 1 : PARltHETERS 

<Trow, 1970:302) 

A traditional, theoretical, psychological, study of the 

children in the school could not have covered this 

richness and diversity and would have been artificial and 

restricted in scope. Complex problem areas have been 

looked at within the school as a whole, by an examination 

of philosophy, polic:-,1 , opera.tions, achievement and 

difficulties: the data is used initially to help 

illuminate problems, issues, and significant features of 

the school . 

The philosophy of the school has been examined as 

it tr-ansl ates into the i nstr-uct i onal system, with 

consequent modifications to the ideals embodied in it. In 

practice, the objectives of the school were commonly re

order-ed, re- defined, abandoned or forgotten: original 

ideals ceased to be accurate or relevant in the daily 

practices of the school. Constant efforts had to be made 

by the community to ensur-e that the l E?ar-n i ng mil i eu of the 

school r-elated to the school philosophy. In this type of 

research it is possible to include salient information 

which may otherwise have been disregar-ded as subjective, 

anecdotal or impressionistic. This illuminative approach 

assists in the clarification and interpretation of the 

philosophy and practices of the school. 

The study looks beyond the daily, practical 

reality of the school and in an abstract and theoretical 

tJJay ana 1 yses how t he e n v i r orrme n t 

c on tr o 1 l e d • Significant fea tur·es 

was 

of 

manipulated 

the school 

arid 

isolated in an endeavour- to delineate cycles of cause and 

effect: to comprehend relationships between ideology and 

16 
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practice; and between the organizational patterr, of the 

school and the behaviour of individuals. Some features of 

the school have been selected for more sustained and 

intensive inquiry of a direct and systematic nature: 

underlying patterns have been identified within the 

operation of the school and placed within a broader 

explanatory context. 

The second chapter of the study is an introduction 

to The Co-operative School; the third chapter is an 

analysis of the philosophy of the school (as delineated in 

the school constitution) and examines the issue of what 

constitutes freedom and choice; the fourth chapter is 

concerned with the social milieu of the school, focussing 

on the roles of the children, parents and teachers and 

looking at decision-making processes; the fifth chapter 

provides a rationale for the choice of social learning 

theory as the perspective underlying the study and a 

discussion of how the theory relates to the school; the 

sixth chapter is concer·ned with conflict reso1 ut ion 

strategies; the seventh chapter reviews selected 

curriculum areas such as, expectancies and goals; basic 

skills teaching; transition to other schools; the impact 

of eme~gent lifestyle values on the school; the provision 

of equal opportunities for girls and boys; and the place 

of co-operative learning strategies within the school: the 

eighth chapter with its reflections on the future of 

alternative education in the 1980s, concludes the study. 

1 7 
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Chapter 2 

INTRODUCTI CN TO THE CO-OPERATIVE SCHOOL, O' CCJ'+IOR , ACT 

The in it i a 1 pr·oposa 1 for· a smal 1 neighbourhood 

school in the Tur-ner./0' Conr,or ar·ea. of the ACT took shape 

in 1975. A prel iminar-y submission was made to the Interim 

ACT Schools Authority for support for- the envisaged 

school. The writers of this submission were refer-red to a 

new set of guidelines for schools seeking to be admitted 

to the government school system. The thrust of these 

guidelines was: nominal fees, wa.iting list enrc,lment 

procedure, expulsion, suspension and discipline to conform 

with the pol icy of the Authority, 

legislative requirements, staff 

Commonwealth Teach i r,g Ser-vice, 

School Board as per 

to be supplied from the 

a cur·r- i cul um which 

conformed with the broad guidelines laid down by the 

Authority and guar·anteed accommodation requirements. 

These principles left the school free in all important 

educational aspects to pursue its own policies and 

programmes to develop its own form of progressive 

education. The Authority's spokesperson (the then Chief 

Education Officer-) noted that both teachers and 

accommodation were seiJere 1 >' 1 i mi ted for the 1976 period, 

however, despite indications that the school proposal t,,1.as 

18 
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unl iKely to be accepted for 1976, encouragement to prepare 

a full submission for 1977 was given. The group of 

parents involved made the decision to press ahead with a 

fu 1 l submission. 

Meanwhile The Neighbourhood Children's Centre 

opened in January 1976 on the Australian National 

University campus as a small, co-operative, child-

centered, neighbourhood school which was independent of 

the ACT School System. It ~vas opened to solve some of the 

immediate needs of the parents for care and education for 

their children and to demonstrate that such an enterprise 

could succeed. The school was a modest success and it was 

thought that this would encourage the government to 

include a co-operative school within its area of 

responsibility. It was envisaged that the new school 

would be small, utili~-ing parental and community 

resources, offering after-school and holiday programmes 

and integrating pre-school age and primary children, Just 

as the Neighbourhood Children's Centre was endeavouring to 

do, and as was outlined in the submission to the ACT 

Schools Authority. <Proposal for Fernhil1 School, ,Januan' 

1976) 

The proposal 

continued 

for an alternative early childhood 

school to taKe shape. 

underpinnings of the school had been 

following essentials: compulsory 

The 

pared 

parent 

phi 1 osoph i cal 

down to the 

participation 

including a commitment of time, flexibility of lear·ning 

activities in a congenial environment, qualified teachers 

and children aged from two to seven years (later four to 

eleven years was considered and the school eventually 

accepted children from three to eight year·s). In its 

19 
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rationale the initial submission to the Schools Authority 

quoted the Karmel Committee Report: 

" ••• the emergence of unconventional progress
ive schools gives promise of educational 
freedom to those t,1ho fee 1 it has been denied 
them previously. The Committee wishes to 
encourage the seeking of better ways to 
educate children and would think it 
appropriate for school system authorities to 
seek Australian Government assistance to 
experiment with concepts of schooling which 
include such elements as close 1 iaison with 
parents, extended availability of facilities 
to the whole neighbourhood, and involvement of 
people from the local community as aides in 
the day-to-day conduct of education." 
(Karmel Report, 19?3: 128) 

Adult involvement was both seen as philosophically 

esser,tial to the aims of the school and as a practical 

resource in allowing for a child:adult ratio of 10:1 

(later amended to 6:1), so that children could enjoy 

individual, self-directed learning programmes, assisted by 

interested adults. Adults could also give managerial or 

clerical assistance, work in before-and-after school 

activities and in sport, art, craft, music, excursions and 

holiday progr·ammes: this compulsory parental contribution 

to the 1 ife of the school was seen as one of the most 

important innovations the school would make. It was also 

planned that the school should be oriented to the 

neighbourhood and as much use as practical should be made 

of local resources: thus the use of parents, 1 ibrarians, 

cu 1 tura 1 centres, cycle paths, parks, gardens, sporting 

facilities and similar was recommended as educationally 

desirable. 

The school was to initially comprise 40-50 

chi 1 dren and was not to ex tend be>·ond 60-90; this size, it 

was thought, would facilitate the achievement of the aims 

for personal development of the children. Learning was to 
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be achieved through mastery of the environment which would 

be developed if individual chi 1 dren wer-e able to 

communicate readily with each other, with teachers and 

with other adults without the hierarchical, authoritarian 

structures necessary in larger schools. Children were to 

be grouped vertically in the manner- of small rural schools 

and were to participate in decision-making, daily running 

of the school and pol icy formation. The support for the 

ACT School Without Walls (opened in 1973) was taken as 

evidence of interest in education for older children, and 

appropriate alternative education for children leaving the 

school was not seen as a pressing problem - as it turned 

out the question of appropriate education for children 

leaving the school became a difficult and important issue. 

This early submission placed major importance on 

the selection of staff sympathetic to the policy of the 

school and stressed the need for the community to have 

significant input into the appointment of teacher·s, 

Teachers would be responsible for moving the school 

towards the defined aims through pat terns of per':-ona 1 

interactions and individual programmes based on emergent 

patterns in education which required different techniques 

and relationships from traditional didactic practices. 

The social dimension of the teachers' task would require 

special sl< i 11 and sensitivity as opposed to negative 

patterns of control and motivation; teachers would need to 

work with children and parents to eliminate authoritarian 

solutions to questions of learning and discipline and to 

implement 

community 

consensus decision-making techniques. 

put forward staffing formulas based on a 

The 

fu l 1 -

time counsellor/co-ordinator and either full or part-time 
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primary, infant and pre-school teachers. The following 

submissions were prepared by 

Neighbourhood Community Centre: 

the members of the 

* February 1976 Childrens Commission (not 
pursued); 

* December 1976 Office of Childcare (resulting 
in a grant to subsidise an after-school 
programme>; 

* April 1976 Schools Authority - a proposal for 
the use of "Fernhill" by the Neighbourhood 
Community Centre; 

* June 1976 Schools Authority - a proposal for 
Fernh i 11 School ; 

* July 1976 Schools Authority - Supplementary 
Information; 

* August 1976 Schools Authority - Supplementary 
Paper· 2; 

* Novembe,r- 1977 Schools Authority - Submission 
for Alternative School (Draft). 

In December 1977 decisions were made by the ACT 

Schools Authority for the new school, which was to become 

The Co-Operative School, o~connor, to open within the 

funded ACT School System. The following conditions were 

put on the operation of the school by the Schools 

Authority: 

* 

* 

Funding and staffing similar to other ACT 
government schools; 
school to be classified as a primary school 
rather than a pre-school; 
school to be staffed by a Band 2 early 
childhood trained teacher, with a Band l 
early childhood trained teacher 
assistant to work with the 
chi 1 drer1; 

and an 
pr-e-school 

Interim School Board to be elected to prepare 
a duty statement for the Band 2 position. 

The values of progressive education which had 

formed the basis for the Neighbourhood Children's Centre 

were also to form the basis for the new school and were 

identified by Smith as follows: 

* child-centred learning; 
* experiential learning; 
* needs-based curriculum; 
* freedom and choice; 
* play as learning; 
* equality of persons; 
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* human relationships; 
* individual development; 
* autonom>' of individuals; 
* teacher· as fac i 1 i ta tor; 
* development of self-esteem; 
* non-compulsory attendance. (Smith, 
1982:40) 

The new school opened on 31 January 1978; on 14 

February 1978 a primary trained teacher joined the staff 

as the school had an enrolment of 45 children between the 

ages of three and nine years. The school 

innovation with l n the ACT School System: phi 1 osoph i ca.11 y 

committed to al terna ti 1Je pr·ogress i ve educ at i ona 1 idea 1 s 

within a small community based co-operative school 

environment; bridging the gap between pre-school and 

primary school; and designed to include parents in every 

aspect of the school life. 
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Chapter 3 

AN ANALYSI S OF THE PHILOSOPHY OF THE SCHOOL; 

AND ISSUES OF FREEDCJ1 AND CHOICE WITHIN THE SCHOOL 

The Co-Operati~e School constitution 

The phllosophy of The Co-Operative School was 

designed to address the following issues which were seen 

as important to the original group of parents who founded 

the Neighbourhood Children's Centre: 

* the dysjunction between the child's exper
iences at home and school; 

* the separation of the pre-school experience 
and the early primary school experience; 

* the child's socialisation problems relating 
to relatively large primary schools; 

* the inflexibility of schools ur,able to 
respond to changing family patterns as they 
effected before and after school care and 
hol i day care; 

* the difficulties parents had in being 
involved in the learning environment of their 
chi 1 dren; 

* the prevailing sexist attitudes in schools. 
( Sm i th , 1 982: 34 > 

Early indications of the philosophy of the school 

are contained in the Aims and Objectives of the 

Neighbourhood Cornmunit:,., Centr·e submitted to the Schools 

Authority in Supplementary Paper 2: 

"The general aim of the Neighbourhood 
Community Centre is: to create a learning 
environment for the members of the school 
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wher·e ind iv i dua 1 
i n d i v i du a 1 ta l en t s 
the best possible 
fostered, and where 
fu11y participate in 
responsibil itles as 
group." 

needs are met, where 
are encouraged and where 
social re1·ationships are 

individuals c a n meaning
the process while sharing 

equal members of the 

The Aims and Objectives of the school plus an 

addendum made in November 1980, were progressively 

developed as follows: 

"The general aim of the Co-Operative School, 
o ✓ connor is: to create a learning environment 
for the children and members of the school 
community where individual needs are met and 
individual talents encouraged, where the best 
possible social relationships are fostered, 
and where individuals can participate 
meaningfully in the educational process while 
sharing responsibilities as equal members of 
the group. 

The objectives of The Co-Operative School, 

o ✓ connor to achieve the above afm are: 

II 1 • 

2. 

3. 

4. 

5. 

6. 

to create and maintain a familial and co
operative atmosphere of trust, mutual 
respect, tolerance and consideration, 
while developing independence, self
awar·eness, initiative and se 1 f-r·espec t 
among its members; 
to use co-operatively the resources of 
parents, teachers and other members of 
the community to determine and partic
ipate in the implementation of education
al policies and programmes and to manage 
the affairs of the school; 
to aim to achieve voluntary, 
non-sexist learning programmes 
to each child which will develop 
his potential in all spheres; 

ungraded, 
relevant 

her· or· 

to use as frequently as possible the 
extensive community resources and serv
ices of Canberra, both public and 
private, as essential pre-requisites for 
learning about the community; 
to maintain the school as a smal 1 
community with a total enrolment low 
enough to retain a human scale which 
permits maximum interaction between the 
children, between the adult members of 
the community, and between the children 
and adtJ 1 ts; 
to maintain a high adult-child ratio (in 
the order of 1:6) by requiring 
parents/guardians to contribute to the 
v.1ork 1 oad of the community on an equitable 
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basis having regard to lndiuidual circum
stanc ... s; 
to observe and assess continually all 
aspects of the school and its learning 
programmes in order to ensure that the 
aim of the school is achieved. 

to the Constitution added in November 

where children initiate and are willing 
to follow through a thematic approach in 
the curriculum this will be developed 
with priority for continuity of this 
theme to be pursued in an organised, 
sequential manner. This may be implemen
ted by a small, consistent teacher/parent 
team. The children involved will be 
encouraged to foll ow through their 
individual contract.~ (The Co-Operative 
School, O'Connor, Constitution) 

Pitfalls of philosophy into practice 

The issue of freedom of choice was a vital one for 

the community; chi 1 dren v.Jere to be encouraged and 

persuaded to participate in learning activities but there 

was to be no overt pressure or coercion. The addendum to 

the constitution in 1980 reflects the difficulties this 

stance caused to parents, teachers and children in its 

everyday interpretation and implementation. The philo

sophy of the school as embodied in the constitution, 

sought to capture a formula which would assist the school 

to encompass the values of the diverse group of parents 

and children who for·med the school community. There was a 

widespread belief amongst the parents that the educational 

system presently available to their children was not a 

viable one to equip them for the modern world. As a group 

they sought to revise some assumptions about education and 

to debate the substance of what should be taught to their 

children and how it should be taught. Parents be1 ieved 
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that they could actively shape the educational environment 

of their children to include forward looking values. A 

democratic approach was sought wherein the control of the 

educational institution rested to a large degree with the 

parents and thus the role of parents was of immense 

importance in the development of the school. A summary of 

the aims behind the inclusion of parents in the school 

follows: 

* Parents, (as well as other adults), with or 
without professional education credentials, 
should be encouraged to participate actively 
in the education of children by sharing 
skills.and information. This would require 
the persistent support of paid school 
personnel, as well as commitment from them, 
to overcome their own elitism and their use 
of professional jargon as justification. 

* Parents have the most essential role In the 
education of their children, They need to be 
encouraged to take pride in themselves as 
parents. Parents may need support and action 
groups to allow them to organise and 
facilitate effective participation on two 
levels: in their children"s learning at home 
and in the school. Some parents could pr·efer· 
to help in e1Jen i ng programmes, as pol icy 
makers, or· as or·gan i sers of community action 
for educational change. 

The consequences of these aims were enbrmous and 

much confusion and debate arose around issues of parent 

involvement in the school: parents and teachers were 

undecided about how the school 

implemented, 

philosophy should be 

Smith, in her- analysis of the events of change, 

conflict and control in the school in 1978, states that 

the group of people cover-ed by her use of the term 

'moderate progressi V€-s', "believed that freedom and choice 

needed a framewor·K, an or·gan i za ti ona l structure within 

which to operate so that a variety of options were 

available for children to make reasonable choices", This 
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group of parents felt that if as wide a choice of 

activities as possible i..Jas provided, including traditional 

subjects, children's interests would be encour-aged, 

aggressive behaviour reduced and opportunities for choice 

exercised. The teachers• they saw as one of 

sympathy, suppor-t and guidance. The other group of people 

Smith saw as covered by the term 'extreme progressives' 

and they were seen as more w i 1 1 i ng to allow the 

development of the unique individuality of the adults and 

the children in a caring way aimed at the creation of warm 

inter-personal relationships. (Smith, 1982:83) 

As well as this struggle by different groups of 

parents to find a practical way to implement the school 

philosophy, the school was also seeking to find a place in 

the ACT educational system. Williams discusses the 

differ-ence between the types of alternative schools in a 

framework that sees them as either 'alternative• or 

/oppositional' as follows: 

"There is a simple theoretical distinction 
between alternative and oppositional, that is 
to say be tl.<.1een someone t,Jho finds a different 
way to live and wishes to be left alone wlth 
it, and someone who finds a different way to 
1 iue and wants to change society in its light. 
This is usually the difference between small 
group solutions to social crises and those 
solutions which proper-ly belong to political 
and ultimately revolutionary practices." 
(Wl 11 iams, 1973:206) 

The Co-operative School community would according to its 

philosophy, fall within the definition of 'alternative', 

though at at any given time, there would be amongst its 

membership people of an 'oppositional' point of view , who 

sought to move the community to their viewpoint. 

Easthope states that it is the teaching process 

itself that is the concern of the progressive ideology and 
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that the individual child is conceived of as innately good 

and therefore the task of education is to provide an 

environment in which the child's goodness can flourish. 

He sees the practical exposition of the progressive 

ideology as typified by the following: 

* 11 a stress upon freedom and ind iv i dua 1 i ty wt-1 i ch 
implied mild discipline and a lacl< of 
competition; 

* communual livir,g with modified self-
governmer, t; 

* a stress upon craft in the curriculum to 
encourage 'self-expression'; 

* the siting of the schools of the movement in 
beautiful countryside or at the very least 
having gar·den<E- in the school;' (Easthope, 
1975:52) 

The points that Easthope maKes in his exposition of 

progressive ideology fit well with those made in the 

school constitution. He goes on to state that although 

the progressive ideology may be seen in practice as a 

deve l opmer1 t fol 1 owing on from the Romantic Movement it had 

not developed a coherent philosophical position. Ideas of 

individuality, freedom and growth were developed in 

response to practice rather- than philosophy. He sees the 

teachers in radical schools as primarily engaged in the 

process of setting up schools, teaching in them and 

even tua 11 y being forced to defend their· methods from the 

attacKs of teachers using traditional methods. Their 

ideology thus grows fr-om a. negative ra thl!-r than a positive 

stance and is often merely reactive against traditional 

methods. 

At the school parents and teachers were reacting 

against traditional teaching methods and because the 

teaching was not based on a clear philosophical viewpoint, 

areas of curriculum content and teaching practice were 

clouded with uncertainty. The community sought to 
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encompass a wide diversity of pedagogical beliefs whfle 

endeavouring to be an innovative early childhood school; 

it became pluralistic to the point of self-contradiction -

attempting to be all things to all people. This position 

was probably unavoidable when the community was wor-king 

from a reactive or negative stance, or i ntu It i vel y, rather· 

than from dee i si ons ar· i sing out of a community consensus 

as to what educational pr·actices they wished to fol low. 

The emphasis in the school was on learning as a 

process in which the children interacted and experimented 

with their environment and with relationships, as opposed 

to a traditional learning process where the receipt of 

information was giuen primacy. This led to a form of 

education that was child centred and tended to react 

against curriculum centred education. Teachers saw it as 

their tasK to 

experience and 

pr·ovide 

ski l 1 s 

the child with the materials, 

that would enable her or him to 

cor1struct l<nowledge - .... philosophical position which would 

lead to an idiosyncratic framework where the child would 

be the only important focus of attention. This stance 

would ultimately be anti-intellectual and anti-rational, 

if individuality was considered the supreme value. This 

was not the position of most of the community members at 

the school; rather they were in the position Easthope 

describes as "moderate progressives": The moderate 

expression of the progressive Ideology also celebrates the 

individual and sees education as the process whereby the 

indiuid•Jal is given the maximum opportunity to develop 

free of artificial constraints imposed by society. Where 

it differs from the extreme viewpoint is in the insistence 

that, although the individual must be allowed to develop 
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her or his potential freely, ultimately that development 

has to be judged in societal terms although initially the 

autonomy of the school is seen as a way of staving off 

societal pressures. Thus the school was seen as a humane, 

caring community in which children cou 1 d be free from 

oppressive conditions but with a minority of community 

members also wanting the children to be confronted with 

social issue,s and the schocd to have a social vision. 

This balance between traditional and radical 

education philosophies meant that the school was an 

unstable structure held together by a tenuous commitment 

to the educational objectives embodied in the school 

constitution. Most of the school community was committed 

to a form of alternative education 

inexplicit and still needing to 

school environment and teaching 

that was undefined, 

be translated into a 

practices which were 

acceptable to the community as a v,1hol e. Most members of 

the- school community l}..1er·e ir,i tial l>' more corrcer-ned 1J,1i th 

pedagogical fssue-s than curriculum matters although, as 

their children neared the age of transition to the 

mainstream of traditional schooling, 

often changed. 

this perspective 

Some member-s of the community bel f eued that the 

translation of school ideology into practice had already 

been achieved in the time the school operated as the 

Neighbourhood Children~s Centre and they were loathe to 

spend time in recreating learning processes; at the same 

time over half the schoc,l community including the 

professional staff, had not shared that experience and 

some community members were seeing their commitment to the 

school as on a trial basis only while other members of the 
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community wer·e interested in the school" s developing a 1 ong 

the 1 i nes of Summer·h i 11 (Ne i 11 , 1962). A sma 11 but strong 

group was committed to an ideology that was oppositional 

in dimension and through which they saw the school as an 

enactment of an alternative to the dominant schooling 

structure. Although the community as a whole appeared 

committed to relationships and interactions based on a 

caring egalitarian basis and a shared approach to 

decision-making, these differing interpretations of the 

school constitutic,n cre-a.ted initial, dee-p and abiding 

schisms in the school. This chapter in the histor)'' of the 

school (1978) is well explore-db>' Smith. (Smith, 1982) 

When the commitment members of the community held 

to educational objectives was in doubt, individuals were 

forced to re-consider their personal position within the 

school organisation. For the teachers this i nsecur it>' 

could be met by rooting their social selves in 

professional expertise, which derived its legitimacy from 

outside the situation and provided a secure base within a 

continuously shifting school organisation. This organ

isation, which had no clear centre, no fixed categories, 

and consequently no accepted hierarchies - was destined to 

succumb in times of resistance, as when educational aims 

and teaching strategies needed to be operatively defined. 

The insecurity created for teachers and parents, required 

to work in an organisation which constantly sought to 

transcend acccepted educational boundaries, was such that 

they often found themselves in a state of anomie that 

could not be sustained in the long term, 

organisation must fold or retreat into 

Inevitably the 

the fraditional 

structures from which it sought to escape. 
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Aspirations for philosophy into practice 

The school was endeavouring to set in place a 

structure which would enhance the children's learningJ 

development, and social co-operation, thus giving them the 

ability to achieve satisfaction in the modern world. The 

community was anxious to avoid repressing the natural 

enthusiasm for learning which all children have; they 

wished to avoid compe 11 i ng chi 1 dr·en to be subrn i ss i ,ie <!t.nd 

to accept injustice. It was intended that they should not 

be given inaccurate or inadequate information about 

themselves, about other people, or the world. Prejudices, 

i n s t i t u t i on al lAJhich are commonly transmitted through 

practices and individual actions were to be avoided; rigid 

and coercive interactions with children were to be 

replaced with responsive, flexible, reactions. Children 

and their fami1 ies were not to be seen as responsible for 

the problems and difficulties caused by society and 

schools; no child or group of children was to be made to 

feel inferior or ashamed of themse 1 ves and their fam i 1 i es 

because of their race, culture, language, gender or 

religion, The fostering of harmful competition and the 

creation of divlsion amongst children and teaching adults 

was to be avoided. 

The commun i ty attempted to identify present 

failures and mistakes in education and to take positive 

steps to reach a workable programme for educational 

change. Learning was 

high-level operation 

to be seen as a Joyous, satisfying, 

of human intelligence, for all 
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people. A r-ecen t draft pr·ogr·amme submitted by a gr-oup of 

teachers involved in Re-evaluation Counselling theory, 

encompasses many of the aspects of lear-ning aspired to by 

the community. Following is a summar-y of the pr ogr· amme 

which could be used as the basis for the development of an 

educational environment for the school: CWeisglass, 1980) 

* each human being inherently has a very large 
amount of fl ex i bl e i ntel 1 i gence, (def i r,ed as 
the ability to respond to each different 
situation with a new, fresh, accurate 
response), curiosity, and enthusiasm for 
learning; 

* outstanding abilities which 
human beings are latent in 
inhibited in others by the 
distressful experiences; 

show up in some 
everyone, but are 
results of past 

* the inability to think or b&have ir,hll
igently, is almost always the result of past 
hur-tful experiences, or inadequate inform
ation; 

* complete recovery from 
hurtful experiences can 
the possible exception 
damage to the forebrain); 

the effects of these 
be achieved, (with 

of severe physical 

* there are natural complex physiological 
processes, (dependably indicated by crying, 
trembling, r·agi ng, laughter, ya1..<.1n i ng and 
talKing) that allot,,J human beings to release 
accumulated distress and to recover from its 
interference with learning and co-operative 
behaviour - schools need to find adequate 
human resources in order to permit these 
recovery processes to take place without 
interruption; 

* for learners with learning difficulties, 
special attention must be given to 
encouraging these recovery processes so that 
these students t,,d 11 regain their abi 1 i ty to 
learn easily; 

* learning is best defined as evaluating new 
information, (new sensory input), by 
comparing and contrasting it to information 
already understood from past experiences, and 
storing it in the memor-y in a form available 
for use in responding to new situations 
schools need to further- encourage this 
process rather than coerce children into 
overuse of "rote- learning"; 
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* learning ls an active process and involves 
the whole human - learners need to be allowed 
and encouraged to interact with the physical 
world, with people and their 1 ives; 

* people learn most easily when they are 
feeling good about themselves for this 
reason, teaching adults should provide 
encouragement and not criticism for the 
learner, and hold an unchanging attitude of 
complete appr·ec i at ion for the chi 1 d whatever 
her or his accornpl ishments; 

* respectfrJl, thoughtful touching, (hand on 
arm, arm around shoulder, etc.), facilitates 
learning - teaching adults must learn to do 
this and schools need to encourage this; 

* any new information is understood by relating 
it to information aready assimilated 
teaching adults need to provide situations 
which allow children to acquire any necessary 
information which they have previously 

missed; 

* free exploration is an important method by 
which the children can establish a basis for 
new learriing; 

* the children need to be in control of the 
learning situation and in particular of the 
manner and the rate at which new information 
is presented; 

* children must have the opportunlty to review 
and think about new information one good 
way of achieving this, is for children to 
communicate 1;.1hat they ar·e learning to an 
interested l i stener in school, chi 1 dren 
need to be encouraged to talk, share 
experiences, teach others, discuss issues and 
ideas, and argue for their points of view; 

* there are no "bad" children behavlour 
patterns that are unco-operative, disruptive 
or irresponsible as well as those that are 
passive or v-iithdrawing, are to be disting
uishE?d from the persons who act ln these wa)'s 
- teaching adults need to remember that human 
beings act irratlonally, only because they 
have been hurt in the past and to lovingly 
and firmly interrupt such negative behaviour 
1,<Jh i 1 e communicating caring for the human; 

* when attempts are made to interrupt such 
behaviour patterns, there will tend to be a 
release of emotions through tears, trembling, 
anger or display of laughing - teachers need 
to devel ,:,p their abi 1 i ty to 1 i sten to and 
encourage this release of emotions as a 
natural process and to encourage children to 
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1 isten to each other·. (Weissglass, 1980) 

Freedom and choice within the alternati~e school setting 

Within the school environment chfldren learnt and 

were taught in the presence of others, actual, imagined or 

remembered; the child and the teaching adult were never 

completely alonE- and free. People always exist fn 

relation to the unfverse, to the natural world, and to the 

world of other people; children and teaching adults 

existed in a two-way relationship and thus the child and 

the teaching adult were in part defined through one 

another and each defined the other through herself or 

himself. The educational process continually existed in a 

networl< of reciprocal relations. Fr·eedom in 1 earning had 

to exist within a structure which fostered equitable 

treatment for all: the depth of the pr·obl em of fr-ee,dom 

lies in the breadth of the issue the need to change 

human relations and societal structure. As well as the 

need to use the tools of human agency to create and 

maintain freedom for· people, it is in the nature of things 

that some constraints on freedom will always exist: 

log i Cal necessity, the laws of the universe, innate 

abilities and unavoidable arrangements. 

The community sought to taKe control of the 

management and curriculum of the school in the belief that 

control of schooling by the State led to an erosion of 

individual freedom which interfered with the opportunity 

for children to fulfil their own potential and personal 

creativity in the best possible way. This view of the 
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dehumanization of schools was in the tradition of the work 

and writings of Ivar, Illich (1972), Eric Fromm (1971), 

Paulo Friere (1972) and Everett Reimer (1971). The school 

community believed that education should be allowed to 

reflect the lifestyles of the community from which the 

children came and not the values of public and private 

bureaucracies. Thus the freedom which is seen as a 

necessary part of education ir, the alter·native school is 

often the freedom to be non-conformist to the pr· inc i pl es 

of the dominant institution. In a system where education 

is a universal and compulsory part of socialization the 

alternative school is pitted against education as a means 

of fitting children to the needs of the society; rather 

than education to meet the needs of the individual child. 

Children in the school were not to be trained merely to 

find a place in society with its existing values and 

cultural assumptions; they were to be given every 

opportunity to question the direction in which society was 

going and to develop their critical and creative skills in 

order to be effective participants in sha.p i ng and 

directing the society of the future. The traditional 

conditioning of chi l dr·en in schools to a.ccept 

unquestioningly the basic values of society and its 

prevailing direction was to be viewed with critical 

awareness. A u i ew of Kr,owl edge was to be transmit tE<d 

similar to that held by Illich~ 

"Kn owl edge is not a commod i ty, but a concrete, 
repeatable, and surprising part of man's (sic) 
l i fe. Knov..1l edge is a person's understanding 
of the context into which he (sic) places the 
information which surrounds him ••• (sic) It is 
the, w i sdom 1,,Jh i ch r-e 1 ates h i m ( s i c) to h i s 
(sic) community. Knowledge thus understood as 
.an ex i ste-nt i al 1 i fe expl?r i ence, is 1 ear-n i ng, 
and this learning is the goal of education. 
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( I 1 1 i ch , 1 975: 6) 

Knowledge thus becomes a process of insight whereby each 

child is able to generate meaning in her or his own world; 

insight which is applicable in and out of school. 

Free children ~ithin the connunity 

The appr·oach to pr·O'v' is ion of a free 

environment used at Summerhill was to remove the child as 

far' as possible from the value impositions of adults, 

based on the assumption that they were restrictive guilt

producing pr'actices. Neill saw the well-intentioned adult 

as interfering in the child 1 s exploration of the world, 

which enabled her or him to make choices and pursue the 

consequences of decisions, thus discovering and further 

creating a self-image and concept. He felt that in such 

an environment the child would eventually resolve most 

difficulties. Adults were to support and approve but to 

be rron-coer·c i ve and non-directive. (Ne i 11 , 1962) A 

similar view 1Atas held by some members of the school and 

this led to much debate with those parents and teachers 

who held a more structured view. The group of parents who 

held the view that children who were left free would 

develop as joyful, co-operative and peaceful children 

not sexist, not racist, not repressed - confident and able 

to further the progress of society towards a humane and 

just state, were not able to accommodate their viel-vpoint 

to that of other members of the community who sought mor·e 

structure and order. 

Some- member·s of the community wer-e committed to 
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opposition and were fearful of what the traditional system 

might do to their children. For them the very fact of 

being part of a free school was a revolutionary act; to 

have denied the schools of their culture and sought to 

establish an alternative system which rejected traditional 

beliefs, was a sufficient achievement in itself. With 

such a diverse community 1 lttle constructive reconcil

iation as far as developing teaching approaches ensued; 

instead curriculum and teaching practices emerged in 

response to the immediate daily needs and were only 

peripherally related to the aims of the school. The 

community 1.<Jas largely intent on a\JOiding the pitfalls of 

an open philosophical crisis within the school or a return 

to traditional teaching practices. The community of the 

school appeared to be ln a state of transition: there were 

some community members who be 1 i eved that to encour·age 

children to act naturally and to leaf"n by expel"ience was 

to a 11 ow the chi l dr-en fr-eedom; others found this notion of 

freedom illusory and sought to introduce a true freedom 

which could only be achieved by the imposition of 

structures which would encourage learning and require the 

children to make informed choices. This appears to be a 

paradox of freedom, however·, in reality it is not 

paradoxical. 

completely 

The children were not and never' could be 

free they were constrained to be at school 

and persuaded to join in valuable activities. Within the 

constitution of the school some educational activities 

were to be presented to the children: there was no more 

free-dom in persuading chi 1 dr·en to undertake pl armed and 

valued activities than in presenting them withal imited 

opportunity to make a range of informed choices. 
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Many of the traditional 

teachers operate were constantly 

school and teachers were called 

strategies they used in working 

assumptions under which 

under 

upon 

with 

challenge at the 

to account for the 

the children. Such 

issues as whether or not children needed to wear clothes, 

could swear in school, could hit other· children, or could 

engage 

major 

in sexua 1 play, exemplify incidents which became 

issues for debate, with resolution proving elusive 

because the fundamental question of whether or not adults 

should make dee i si ons i,,.Jh i c~, affected the free,dorn of the 

children had not been resolved. 

Hidden curriculum within a free environment 

In the school there was 1 ittle continuity or 

consistency. Differential reinforcement and restraint 

appear·ed to 1 ead to r·andom outcomes which tAJere c,f ten 

heavily influenced by environmental factors. In the- 1,v i de r 

envir·onment outside the s-chool, childr-en were exposed tc, 

the calculated manipulation and control used by 

institutions ar,d by the use of instrwnental technology. 

Individual children wer-e thus exposed to influences which 

shaped their motives, desires and wishes, as were the 

adults. For the child then to establish by some innate or 

intuitive process what were her or his true and false 

needs was a difficult task. When a young child is left 

without guidance in a confused school environment it may 

be, that the false needs will appear most attractive. The 

concept of false needs is used in a Marcusian contex t as 

follows: 
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" ••• those which are superimposed on the 
individual by particular social interests in 
his (sic) repr·ession: the needs ~vhich 
perpetuate toil, aggressiveness, misery and 
injustice ••• Most of the prevailing needs to 
relax, to have fun, to behave and consume in 
accordance with the advertisements, to love 
and hate what others love and hate, belong to 
this category of false needs.~ <Marcuse, 
1964:6) 

Part of the ideology of the school comprised a 

commitment to examine the hidden curriculum for cultur·al 

influences on children's values. Value constructs were 

not to be held as fixed concepts, but were to be examined 

and tested. The aim of the community was for the children 

to know and express the fr· 01.,.m be 1 i efs, to have a sense of 

genuine conviction and an awareness of the association 

between feelings and actions. In a traditional form of 

education the chi 1 d may come to accept the thoughts and 

feelings of the institution, through the influence of the 

teacher and the structured environment, rather than by 

relying on her or his original thoughts and feelings, 

flowing as they do from an awareness of values and 

experiences. Thus the morality of the institution is seen 

to be imposed on the child's own core of experience so 

that the child does not learn to analyse and to make an 

informed adaptation to society. A decision as to the 

appropriate needs of the individual child must, in part, 

be based on a consensus decision by the community as to 

the Kind of people they want their children to become. 

Persuasion and influence never 

untramelled to mal<e their· own choices; 

1 eave chi 1 dr·en 

the community 

within the alternative school imposes its new, aesthetic 

and moral values as a type of counter-culture, often with 

mor-e randomne-ss th.an design. Parents and teachers 

41 



CH.3: PHILOSOPHY 

observed th-e<.t when the>' wi thdf'E-J.,.J fr-om management of the 

enuir-onment the resulting experiences and interactions of 

the children were incompatible with the i dea 1 is t i c 

environment envisaged by the school,. s founders. 

Never the Jess, the schocil be,c ame more of a commun i ty and a 

way of 1 ife, which had its own pr-ese,nt vital reality, than 

an institution geared to a future state. It was in some 

senses autonomous as it sought to counter the perceived 

needs of the larger society and to 1 imit its influence on 

the children. The pattern of internal management of the 

school and the relationships within it were theoretically 

decided in accord with the philosophy and aims of the 

school and these aims were seen to take priority over the 

needs of society. 

The rights of individual children within the connunity 

A concern within the school was that of respect 

for children as the prime agents of their own education 

and of recognition of the rights of parents to choose and 

manipulate the educational environment for their- children. 

The interests of the adults and those of the children were 

not always complementary and as specific methods for the 

imp 1 emen tat ion of these aims were not de 1 i nea ted, 

incidents which caused much debate often arose. For 

example, did a child have the right freely to express 

anger, to shriek in frustration or to roll around the 

floor- thrashing about in indignation. Was this reasonable 

behaviour, to be fulJy accepted until that child came to 

terms with frustration and indignation in her or his own 

4? 



• 
CH.3: PHILOSOPHY 

way and time, or was it permissible for the teaching adult 

to intervene in an attempt to assist that child to reach a 

more acceptable resolution of the situation which would 

result in a quieter and more orderly environment for that 

chi 1 d, the teaching adult and the other children? 

Incidents such as these called into question the issues 

of what constituted normal behaviour, desirable behaviour, 

or acceptable behaviour. Conformity to norms became an 

issue for debate and was no 1 onger seen as an 

automatically desirable state. Rather, normality was seen 

as a possibly painful condition as Laing has expressed it: 

"What we call -'nor·mal-' is the product of 
r-epression, denial, splitting, pr-ejection, 
introJection and other forms of destructive 
action or experience. It is radically 
estranged from the structure of being ..• The 
cond i ti on of al i ena ti on • . • of being out of 
one's mind, is the condition of the normal man 
(sic)." (Laing, 1967) 

Fromm has described how it is possible for whole 

societies to become si cK and defective under- the guise of 

a pathology of normalcy.(Fr-omm, 1971) The school 

commur, i ty endeavour-ed to pr·ov i de an environment that i.vas 

;;,.s free as possiblP. from urrnecessary, res.tr·ictive contrc.J 

on the part oftheteachir,g adults. The belief that 

people are often in a position resulting from having 

gradually allowed themselves to have social decisions 

affecting their 1 iues made by the bureaucracy, without 

their active participation, is one that the community 

sought to redress for their children. The school was to 

some degree inevitably an alter-native educational 

experiment, which was in part a reaction and a protest 

against the control of the established educational system. 

These then were the issues facing the school: 
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freedom could be sefn as an inescapable condition of human 

living in that each person is continually making choices, 

the outcomes of which further the process of self-

creation. The use of freedom is limited by the 

individual"s awareness and competencies and by environ-

mental contingencies, but the fact of the existence of a 

form of free-dom r·em.~ ins. This ar·gumen t may be taken to 

the point that any system of values is dependent only on a 

person's choices and thus that person is the creator of 

al 1 values; this baselessness of our value systems is the 

origin of our· existential freedom. We choose according to 

our values and our choices reciprocally maKe our values. 

We may choose to allow some authority other than ourselves 

to dictate or advise upon our value-system, but even then 

we have made the choice ourselves through the choosing of 

our authority. In this sense our fr·eedom is inescapable 

and necessary for our existence: Sartre states it this 

"Man (sic) is, indeed, a project which 
possesses a subjective life, instead of being 
a Kind of moss, or a fungus or a cauliflower. 
Before that projection of the self nothing 
exists: not e~Jen in the heaven of 
intelligence: mar1 (s.ic) will only attain 
existence when he (sic) is what he (sic) 
purposes to be," (Satre, 1964:28) 

Differences between parents, between teachers, and 

between parents and teachers, on the interpretation of 

issues of freedom and choice were instrumental in causing 

and maintaining ongoing pervasive stress and conflict in 

the school. The constitution 

acceptable to most parents 

of 

and 

thi..- school, l-\Jhile 

teachers, t-,.1as not 

sufficiently detailed to alloi,..., it to be used a'!:, .:1. 

benchmar·K document to ~,1h i ch the commun i t:r' cou 1 d refer in 
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times of indecision over teaching issues. It is doubtful 

whether such a document would be of value in the context 

of an evolving search for strategies through which to 

implement the ideology of alternative education, other 

than perhaps by assisting parents to evaluate their 

request to enrol the i r· c h i 1 dr en in the school , thus 

removing some element of recurrent stress from enrolments 

made on the basis of insufficient information. 

Freedom for children in the school 

Incident taken from the anecdotal records of children 

observed. 

The issue of freedom and choice for the children was 

fundamental and the following observation shows one of the 

many ways in which it arose. The child observed was one 

who gave much thought to the issue of her right to freedom 

and choice and often drew the attention of teaching adults 

to the way she perceived issues. 

Child: Lucy, 8 years old. 

Setting: School playground during the weeKly 
communal 1 unch held for all teaching adults and chi 1 dren. 
Lucy is sitting under a large, leafy, spreading oak tree 
finishing her lunch alongside a teaching adult who is also 
fin i sh.i ng 1 unch. 

Teaching adult: "Did YOU enjoy that?" 

Lucy: "Yea.h ! I did. It was great. I had 
three meatbal 1 s . • " 

Teaching adult: II I thought YOU t.ve r· e -cl. ve-getarian. !I 

Lucy: II I; am. II 

Teaching adult: "You .i u '=· t had thr·ee meatbal 1 s!" 



Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 
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"Today I am a carnivore." 

"Oh! I see. What would Mum say?" 

"She would say, 
makes you sick 
allergies." 

Don ' t eat meat • I t 
and brings out your 

"Will YOU tell her." 

"Tel 1 her what?" 

"That you had three meatballs." 

"Perha.p s 
forget, 
to• II 

I t1Jill, or perhaps I migr1t 
or perhaps I will choose not 

"Is that fair?" 

11 ~.Jha t?" 

"Not to tell your mum you had three 
meatballs." 

11 I think yc,u shou 1 d mind your own 
business." 

"It is my business - I teach you, and I 
Know your Mum doesn't l i Ke you to ea. t. 
meat. 11 

"Did my Mum asK you today - don't let 
Lucy eat three meatballs?" 

"Not 1 ike that, no." 

"You just choose to make it your 
business and it is not - it's between 
me and my Mum." 

"O.K. so I can choose to leave it to you 
and not to tell your Mum. Do you think 
you' 11 get sick?" 

"No." 

"Or al l erg i es?" 

"Maybe. 
not at 
them." 

You will see if I do - if 
school tomor-r-ow I., ve 

"Oh - I ":.ee~" 

I am 
got 

"Then I'll tell Mum, beca.use ther-e v-Jtll 
be a reason to." 

"Come on. Time to wash up our plates." 
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Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adu1t: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 

Teaching adult: 

Lucy: 
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"You wash mine." 

"No way! Everyone washes their oJ..<m 
plates after community lunch. 11 

"I choose not to." 

"Lucy! We a11 agreed. Co-operation! 
Remember - we all help each other." 

"I brought a salad." 

"Did you make it?" 

"I carri'='d it." 

"Come on - fair's fair - be responsible 
for yourself." 

"It's not a rule - it's a reasonable 
agreement - we all made together.u 

"I didn't." 

"You were there." 

"I didn't agree." 

"I didn't hear you disagree," 

"I silently disagreed." 

"Come on Lucy - wash-up time." 

"You're just 1 iKe an ordinary teacher 
boss, boss, boss all the Kids to do 
your· 1.,,1ork ! " 

Lucy gets up 1 ooK i ng quite angry and go&s towards the 
plastic washb0t1Jl on the ver·andah. The teaching adult 
follows her calmly; appearing to be tiring of the 
conversation. 

Lucy: 

Teaching adult: 

Lucy: 

"This is the last time I wash up at thls 
s i 1 1 y 1 unch," 

"Hot.i.1 come?" 

"From nol.AJ on I'm only gcd ng to eat with 
my 
fingers and then I wont have any 
responsi bi 1 i ty to help ~,_i i th the 
dishes!" 

Freedom for children can be defined as a feeling of 
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con tr·ol over behaviour-, Kelly presents a set of general 

conditions conducive to high subjective freedom which are 

pertine-nt to the structure of the school 1 ear·n i ng 

envir-onment: 

1. when the constraints against a pe-rson~s 
leaving a situation (of neutral or negative 
attractiveness) are, low, and the person stays 
in the situation; 

2. when the legitimate forces producing 
compliance are lot,,1, and the person complies; 

3. when alternatives are equal in attractive
ness, and the person chooses one of them; 

4. when the amount of pressure to make a choice 
between equally attractive alternatives is 
1 ow, and the person ma.l<e-s a choice; 

5. when the strerigth of illegitimate forces (to 
comply) is high, and the- pe-rson complies; 

6. when much conscious consideration is given to 
the choice; 

7. when much uncertainty, conf1 ict, and the 
potentiality of alternative responses exist 
in making the choice. (Kelly, 1967) 

The question of whether- or not the child has 

decisional freedom, 1, • .1h i ch is being ex ere i sed when she or 

he decides to seek a specific outcome rather than 

something different, is of importance: does the child 

perceive of any alternative form of action, any form of 

per·suas ion or coercion; are the al terrrat i ves 

at tr-active, are short ter-m c,u tcomes mor& desirable; are 

long term outcomes perceived of and consider-ed? Does the 

child have a conception of responsibility and control or 

on 1 y of immediate freedom? Can the concepts of freedom, 

responsibility and control be held contemporaneously by 

the child? These issues are of great magnitude and 

difficult to relate to the daily teaching of the child; a 

summar·y of some of the variables found to inf 1 uence 

perceived freedom gi,ies sc,me directions for evaluating a 

child-'s po<.:-ition in ri?lation tc, freedom of choice: 

48 



Var-iab1e: 

Simi 1 ar i t y in 
attractiveness of 
options; 

Uncertainty about 
outcomes of options; 

Valence of options; 

Number of options; 

Locus of control; 

\.)ar i ab i 1 i t y i n 
reinforcement; 

Costs in taking an 
act f on; 

Acting in line with 
predisposition; 

Consequences of decision; 
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Finding ~or- Variable: 

Greater perceived choice for 
sma 11 than for 1 arge or· zer·o 
differences in 
attract i \Jeness; 

Greater perceived choice the 
more uncertain the decision
maker about the outcomes of 
the options; 

Greater perceived choice 
11,,hen the outcomes of the 
options are positive, than 
when they are negative in 
attractiveness; 

Greater perceived choice the 
greater number of options, 
VJhen dee is ion-maker thinks 
s/he has expeditiously 
evaluated options; 
greater perceived choice for 
moderate, than for small or 
large number of options, 
when decision-maker thinks 
s/he has spent more than 
normal amount of time in 
evaluating options; 

Greater differences for 
i n t e I" n a 1 s th an extern a 1 s, in 
response to options varying 
along dimensions of similar
ity in attractiveness and 
valence of outcomes; 

Gr·ea ter freedom at tr i bu ted 
to reinforcing agent who 
rewards and punishes on an 
intermittent schedule than 
to one who reinforces on a 
continuous schedule; 

Less freedom is attributed 
to reinforcing agent or to 
decision-maker, the more 
costly the action taken, or 
the decision made; 

Greater freedom attributed 
to person, the more the 
behaviour was consistent 
with a rel euant 
predisposition; 

Relatively high self
attribution of choice for 
decisions having positive 
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Magnitude of negative 
consequences of an action; 

(Harvey, 1975:90) 
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consequences and relatively 
low self-attribution of 
choice for decisions having 
negative consequences; 

Less freedom attributed to 
self by actors and more 
freedom attributed to actor 
by observer the more 
serious the consequence of 
an action. 

The stressfulness of the free environment 

Ongoing stress in the school over the structure of 

the school environment resulted in the repeated recurrence 

of unsatisfactory decision-making: over the period of 

three years more than half the parents left the school 

dissatisfied with the education their children were 

receiving; one teacher was transferred out of the school 

after some months of unhappiness and personal str·ess; and 

one teacher went on study leave. In the year after this 

period ( 1981) two teacher·s t'-'e-r·e compu l sor i 1 y transferr·ed 

from the school after· professional and personal stress; 

the teacher/co-ordinator also left the school in an 

unsatisfactory professional and personal situation. These 

teacher moves wer·e all the product of difficult staff 

relationships and unsatisfactory parental relationships, 

both of which were undermined by the lack of resolution In 

regard to the implementation of the principles of freedom 

and choice contained in the school philosophy. The 

environment of the school was both close and intense, it 

was inevitable that this stress was felt by the children 

and thus the community ' s aims for alternative education 

were further defeated. 
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The teachers and parents who left the school 

during this time would not have denied that there was 

value in the school for themselves and their children. 

The pursuit of idealistic goals simply demanded too much 

in the way of personal energy and time when 1 ittle could 

be seen in the way of ongoing progress in either the 

school environment or curriculum. This was not an unusual 

situation for· alter·native school communities; the energ>' 

and insight required to renew or reshape a socially

supported education system is difficult to generate in a 

sma 11 commur, i ty of par·en ts, teacher·s and children who are 

faced simultaneously with the ordinary tasks of earning a 

1 iving and bringing up young families. 

lmp1ications of philosphy for teaching-learning practice 

At this time in the history of the school no clear 

theory of learning, curriculu~ content or strategies for 

teaching, flowed from the philosophy and the gap between 

philosophy and practice was great. The development of a 

theoretical perspective, congruent with the philosophy, 

aims and 

phi 1 osophy 

objectives of a school, should allow 

to be more effectively implemented in 

the 

the 

educational environment. This study suggests strategies 

whereby parents and teachers could work together in a 

specific, collaborative role in developing both personal 

change in the children and societal changes that effect 

the learning environment, These should occur in an 

interactive and reciprocal way, encompassing the differing 

personal lty factors and environmental input that influence 
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behaviour. Freedom for the children can best be defined 

in terms of the number of options available to them and 

their right, awareness and competence to exercise these 

options. Within the pr·oposed framework of social 1 earning 

theory and process, teachlng adults would consciously 

intervene to promote awareness, expectancy and competency 

in the children and would endeavour to shape the 

environment towards these ends, 

philosophy of the school. 

in keeping with the 
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Chapter 4 

Cot+ll.NITY: 

CHILDREN:. PARENTS, TEACHERS PiND DECISICN-NAKING PROCESSES 

IN THE SCHOOL 

FreedCIID and Authority 

The issues of freedom and authority which plagued 

The Co-Operative School are reflected in the relationship 

of the individual to the school. The personal involvement 

of each child in the growth of her or his education has to 

be placed in relationship to the group and the school, A 

phi losoph:,..·· of complete indii..Jidual ism is in conflict t,\.li th 

the co-operative, consensus-based nature of the purported 

philosophy of the group which comprised the school 

community. Thus group dynamics, human relationships and 

peer influences intruded on the personal, emotional and 

affective nature of individual learning , If the 

individual is subjected to the gr·oup morality then this is 

an imposition on the individual child and an inhibition to 

her or his personal growth. However, the individual 

operates most of the time within a social env i r·onmen t 

where complete isolation or independence fs not possible. 

Interactions with thi? community a.r·e a.n integral par·t of 
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the individual's learning, with an awareness of individual 

1.1Ji 11 and community will and the rce-ed for a har-mon i ous 

balance between the two being a central necessary learnt 

behaviour. The child is seeking to establish both an 

individual self and a self in relation to the community as 

a whole. 

This relationship can never be definitive and 

prescribed in a community which lays stress on the freedom 

of the i ndi tJ i dual; it is a function of the exercise of 

fr·eedom that it should be a cc,nstantly euolvirrg 

r·e 1 at i onsh i p based on the nee-ds of the moment and c,n 

future expectations. Within 

authority is invoked from a 

this changing framework 

community consensus IJ.Jh i ch 

endeavours to reflect the best possible balance of the 

rights of the individual and the r·ights of the community. 

Clearly in some areas this authority needs to have ongoing 

stability in order that time and energy is not being 

expended on recurring situations, the outcomes of t,,1h i ch 

are predictable. These include compulsory school attend

ance, hours of the schoolday, the voluntary nature of 

1 essons, the use of aggression, questions of safety and 

the fulfilment of regulations flot"iing from the school·'s 

place in the ACT education system. 

PaNer and the conmun ity 

Lukes (1974) suggests that a community inter·ested 

and aware of some of the means for affecting personal a,nd 

social change, inevitably become-s locked into a struggle 

against the manipulative control inherent in the 
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prevailing system by the reciprocal consequences of human 

interaction. Integrity can only be preserved by a 

reciprocal balance of interest and legitimate constraints. 

It therefore becomes mandatory for the community to br· i ng 

pressure to bear on the system it worKs within - in regard 

to the maintenance and consequences of the alternative 

values and choices offered to children in the specific 

learning environment. In e v i tab 1 y th i s c or, f 1 i ct w i th i n the 

system will generate the exercise of power and authority 

and impinge 

community had 

r·el at i onsh i p 

on the learning environment. The school 

constantly to negotiate and evaluate its 

in respect of the staff employed by the 

Commonwealth Teaching Service, with the ACT achool system 

through the School Board, with 1 iaison members from the 

Schools Office; and with the ACT Teachers Federation. 

In a learning environment where much of the energy 

of the teaching adults will be directed to attempts to 

change behaviour, beliefs, attitudes and values which have 

been inculcated in the processes of socialization, 

education, role training and persuasion, the management of 

t.he learning environment will be of vital impor-tance. The 

identification of the process of who is exercising power 

involves the assumption that in specific instances people 

could have acted dffferently and that where people were 

unaware of the consequences of their action or inaction 

they could have chosen to become aware: if 

1 ocated specif i cal 1 y then the responsi bi 1 i ty 

power is 

for the 

consequences of action or inaction can be specified. 

In a comrnun i ty vJh i ch ope,ra tes within a phi 1 osoph::.-

of consensus deci<.:.ion-maV.ing, discussions on teaching 

strategies need to be clear enough to be dealt with 
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competently, 

acceptance 

foresight as to consequences and 

of gr·oup accoun tab i 1 i ty. l,Jhere power· is 

attributed to or taken by individuals - to initiate change 

for the community - the q1Jest ion of their respons i bi l i ty 

for consequent change is of interest. Hallech (1971), 

writes that no intervention is neutral and that any 

intervention will have an impact on the distribution of 

po1.A.1er withir, the var·iozJs social systems. This z,vo1Jld 

suggest that any teaching adult t1Jill find personal 

influence in the learning environment is unavoidable and 

the growth of potJJer inevitable. Where the dissolution of 

personal 

identifies 

power is sought, personal openness, 

political 

which 

the individual's soc i a 1 , and 

historical conditions and positions, will be necessary. 

Rychlack states it thus: 

"We 1 iberal ise and come to view things 
alternatively only after we are more 
philosophically conscious of the biases and 
1 imitations of our going assumptions," 
(RychlacKJ 1979:435) 

Teachers in the alternative school 

The teacher in the a 1 ter-na ti ve school is faced 

with a philosophy which endeavours to foster ini tiativeJ 

creativity and self-disciplineJ v-.1hile she or he personall;,

of ten has on 1 y a deep commitment to these be 1 i efs and a 

reaction against traditional teaching methods to use as an 

alternative teaching strategy. Often teachers are 

themselves products of attitudes and schools of learning 

which diminish the possibi 1 it:;., of individual autonomy and 

openness to the implementation of alternative teaching 
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methodology. The relationship of teachers in the school 

to the community and to the children was of constant 

concern; profess i on~.1 , hi er arch i ca 1 , status-bound power 

and authority appeared to be inextricably woven into the 

role of the teacher. It became obvious that one of the 

major obstacles to shared decision-making and the 

devolution of authority was the use of traditionally 

assumed modes of operation by the teachers. As long as 

teachers held institutional authority which empowered them 

with special privileges and expectations of their role, 

pressure to conform to their wishes within the traditional 

posture, dignity and influence of the role of teacher was 

inescapable: for the teachers themselves both individually 

and in their hierarchical relationships; and for the 

par en ts and the chi 1 dren. Rare 1 y did the comm i tmen t of 

the teachers in the school compensate for their lack of 

ski 11 s and competency in this area. 

The position of the teacher within an alternative 

community school requires a high degree of awareness of 

the personal and professional constraints she or he brings 

to school alongside a willingness to seek out and adopt a 

new role model congruent with the philosophy of the 

school. Once the teacher has some clear concept of how 

this new role might work the process of negotiation with 

the community car1 begin. Given that a worKabl e consensus, 

which enables the community to act on a shared ideology 

leading to a mutually acceptable theoretical perspective, 

is arrived at, teaching strategies which would encompass 

the rciles of all the teaching adults in the communit y , 

could be identified and trialled. 

Teachers may bring with them a double-bind message 
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of preconceived, directive outcomes, which are masked in a 

discovery method open format that only serves to obscure 

the child's path to independence by the creation of false 

illusions of freedom. To teach new value constructs by a 

subtle insinuation of required outcomes is not the same 

methodology as the clear presentation of alternative 

choices. Faced by a dfrectiue and authoritarian form of 

education, the child may be rigidly shaped in school but 

at least the process is overt and may bring with it the 

security of belonging within the dominant culture. 

The ramifications of the role of the professional 

paid teacher in an alternative, co-operative, community· 

based school is a fascinating and challenging one. The 

theoretical perspective which is examined in this study 

and the strategies which are suggested, are designed to 

assist teachers and parents to move away from the 

traditional relationships of the teaching role, based on 

power· and authority; towa.rd a mor·e ega. l i tar i an 

relationship between adults in the school, where the 

teacher acts as a resource person and a facilitator. 

The •teaching adult• in the corrmun ity school 

The term "teaching adult" is used throughout this 

study and applies to all the adults who held membership in 

the school commur, i ty, whether or nc,t they were 

professionally trained as teachers. The philosophy and 

aims of the school explicitly delineated the role of the 

parent as one of equal 

was professionally 

status 

tr-ained 

to 

and 

that of the teacher who 

appointed by the 
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Commorn ... 1e a 1 th ; thus the role of the parent, while not 

equivalent in time input within the school setting, 

clearly had far reaching effects and significance. The 

parents and teachers had a collaborative role in t:he 

development of change. 

The role of the teaching adults was to provide the 

children with behavioural alternatives which extended 

their social choices and personal freedom. The emer·gence 

of desirable forms of behaviour was not seen as an 

organic, innate, maturational process but as a social 

learning process. A process in which the teaching adults 

could consciously intervene in the learning environment 

of the children, in order to develop social awareness, and 

the expectation of competent performance. 

Teaching adults needed to be aware of and 

accountable for the strategies used to implement 

educ at i ona 1 change. A rat i on al i :z at ion for teaching 

interventions follows: per·sorral freedom is 1 imited by 

behavioural deficits and excesses, which restrict choice, 

and stop people from taking opportunities and exercising 

preferences which they may desire. Society limits conduct 

b>' prohibitions, r·estr·ictic,ns, '.:,anctions and customs; 

often soc i eta 1 limits are based on hidden moral 

assumptions rather than the existence of socially 

detrimental conduct. The teaching adults in the school 

had an obligation to develop in themselves, and assist the 

development in the children, of the competencies which 

would counter dysfunctional fear and self-censure and 

maximise the development of a free society. 
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The role of the conwnunity in the management of the school 

The impositlon of a particular environment on the 

children necessitates the formulation of a mutually a1A1are 

contract which enables them to learn to manage their 

behaviour and influence their own future. Teaching adults 

need to be able to communicate to children the truth abc,ut 

how they thinK, feel and experience events. Thus they can 

more directly move 

environment, to feel 

to teach children in a secure 

free to make choices; and to learn 

viable decision-making and pr·oblem solving sKills with 

1,-..th i ch to approach l i fe- issues. The se 1 f-aware te~.ch i rig 

adult wi 11 be in touch vJi th her- or his own per·sonal 

concerns and prejudices and see how these affect 

commun i cat; on sK i 11 s in the school env i r·onmen t. Teach l ng 

adults can extend their own self-growth by monitoring 

reactions to children as they proceed with teaching 

projects. If they r·ecor·d their own feelings, thoughts and 

overt behaviours towards the children they may become 

aware of information about the major contributions they 

are maKing to reciprocal interactions. 

The role of the ccimmunity in the Neighbourhood Children's 

Centre 

Smith writes that the Neighbourhood Children ✓ s 

Centre prior to its incorporation into The Co-Operative 

School had developed structures that were congruent with 

its ega 1 i tar i an and par· tic i pa tor·:~• principles; struc tur·es 

that she felt effectively contr·olled po1,<Je-r str·uggles by 
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individuals or groups. This was done by the active 

practice of keeping duties voluntary and rotating the 

length of time people spent in positions of power. She 

wr i t&s of the general meet. i ng of the school thus: 

"The general m&eting, where all people were 
equal, controlled the more extreme members by 
allowing them to be heard. Conflict was 
resolved by compr·omi se. Information and 
communication •JJere open. Ther·e were checks 
and balances between the high flyers and the 
cynics. This app1 ied to the teachers and the 
parents and was the basis for the new school 
being called co-operative." (Smith, 1982:65) 

Ear l y i n 1 978, in the development of The Co-

Operative School, Smith identifies the emergence of 

conflict as the dominant characteristic of the new school, 

despite the wr i t ten commitment to consensus and co-

operation, It was cl ear· at this time that the community 

of The Co-Operative School VJas not the community of The 

Neighbourhood Chi 1 dren / '=· Gen tre and some of the 1 essons 

and procedures that had been well begun were to be hard to 

establish again. Smith sees the progressive values of the 

school being subver·ted bv f-:i.c:tior,s amongst the parents and 

teachers, the role of the School Board and the Work Group 

becoming ambiguous and the curr· i cul um imponderable. The 

school clearly had problems which were proving difficult 

to solve and tended to result in factions between groups 

of parents and between parents and teacher. This conflict 

was most noticeable in the areas of decision-making and 

curriculum. 
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The role of the conmunity in The Co-ope~atiue School in 

1988 

In 1980 the School Board Chairperson 1,<.1as 

reflecting on problems, not of overt conflict, but of lack 

of community participatic,n in decision-making: 

ttThe board this year has increasingly 
played an instigative role in school affairs, 
and to some extent the community meeting has 
responded as a ratifying body, The role 
reversal has been influenced by both an 
increasing passivity on the part of the 
community as a whole, and by the board;s 
willingness to take a more active role. 

Cons is.tent l y l ovJ attendance at Commun; t y 
Meetings is perhaps indicative of a general 
low interest by the school community as a 
whole, in decision ma.King affairs of the 
school. New policies have been drafted at 
School Board meetings in response to various 
appeals to the board this year, involving 
requests for exemptions from school regulat
ions, and special consideration for changes in 
standard school practice. 

The school board has also been the main 
forum for discussion of important school 
submissions, concerning building extensions, 
application for a School's (sic) Commission 
grant, and a change in pre-school enrolment 
policy. Recently the boar·d has initiated a 
pr·oposa l for· set}era l changes in the 
constitution, a move which is clearly 
representative of its increasingly formulative 
role i r, school policy maK i ng." 

The community of the school had let go of the 

responsibi1 ity for decision-making in the school and 

passed it on to a small, committed group of parents and 

teachers, thus concentrating worK load, responsibility and 

the power base of the school, with a small group . The aim 

of the school for· dee is i on-maK i ng to be the respons i bi l if:>·· 

of the whole community, in order that parents could take 

responsibi 1 ity for the focus and direction of their 

school, was in danger of being lost. 
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The Co-Operatiue School in 1981 

It is not the purpose of this study to enter into 

an analysis of the traumatic events which occurred in the 

s.chool in 1981 and resu 1 ted i r, the compul sor>' transfer· of 

two staff members by· direction of the, ACT Schools Office; 

the voluntary transfer of the Principal/Co-ordinator in an 

unsatisfactory manner; and the voluntary transfer of the 

teaching aid: the whole of the school staff removed in a 

few tumultuous months. An analysis of this year of the 

school ✓ s existence would be of great value to an 

understanding of the problems of change, conflict and 

control that Smith identifies as early as 1978. For the 

purposes of this study the issues of more effective shared 

decision-mal<ing; alternative school curriculum content 

and teaching strategies; are discussed with a view to 

finding ways of avoiding the dual pitfalls of conflict

ridden communit>' p.articipation or inertia within the 

community. 

Comnunity decision-making in a co-operative school 

Some of the dimensions of power and control which 

led to either intense conflict-ridden commun i ty 

participation, or apathetic inertia within the community 

and which would need to be altered along the dimension 

towards harmonious and co-operative influence and impact, 

would be as foll ov,.1s. : 



Power and control 

Making decfsions; * 

Giving orders; . * 

Directing subordinates ✓ * 
behaviour; 

Keeping own ideas and 
feelings "close to 
the vest"; 

Dominating when * 
necessar·y; 

Coercing when necessary; * 

Teaching, instructing, 
advising; 

Evaluating others; 

Giving rewa-.rds; 
Being rewarded by own 
achievements; 
(Rogers, 1978) 

* 

* 

* 
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Influence and Impact 

Giving autonomy to person s 
i;l\'\ci qrout:>s~ 

Freeing people to "do their 
thing"; 

Expressing own ideas and 
feelings as one aspect of 
the group data; 

Facilitating learning; 
St imul at i ng independence, in 
thought and action; 

Accepting the "unacceptable" 
innovative creations that 
emer·ge; 

Delegating, giving full 
responsibility; 

Offering feedback, and 
receiving it; 

Encouraging and relying on 
se 1 f -e •.Jal u at i on ; 

Finding rewards in the 
development and 
achievement of others. 

The aims and objectives of the school were 

designed to al1ot,,1 palfc;v deci=.ions to be made by the v..ihole 

school. Difficulties were inherent in this moue away from 

traditional, hierarchical, decision-making to mu tua 1 , 

shared decisions. The paid teachers, by virtue of their 

position, inevitably possessed more easily identifiable 

Knowledge and sKil ls about the school programme and were 

structurally supported in presenting their point of view. 

Commitments to democratic decision-making were undermined 

bv the control the teachers exercised - consciously or 

u n con SC i OU s 1 y to manipulate decisions within the 

community meeting structure. An improved understanding of 
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r,e-got i at ion sK i 11 s and consensus dee is ion-making sl< i l ls 

was fundamental to the resolution of the issues which 

faced the community of the school. Ryan states the steps 

in a positive negotiation process thus: 

* Experience a state of disorder; 
* define current perception and direction; 
* risk this perception into the process; 
* exchange energy/information with other part-

ies; 
* create a 3rd alternative; 
* agree to the new perception; 
* design an appropriate organization; 
* define new roles; 
* manage the new system; 
* look after each other during this exchange 

process. 

The process is one that could be used intra-personally, 

inter-personally, inter-group and internationally , To be 

successful, Ryan states that the community system must be 

wi 11 ing to do the following things: 

* Let go of the current position; 
* be clear about the future direction; 
* become involved in a positive exchange of 

energy/information; 
* worK for new agreements; 
* work with new agreements. 

The changes which he sees within the concept of influence 

for inter-acting systems are as fc,llows: 

Fr-om 
* ·status power; 
* predictability; 
* size; 
* righteousness; 
* conform i ty. 

To be part of 
* purpose; 
* flexibility; 
* creativitY; 
* s i t U-:<. t i c,n ; 
* pragma ti or1; 
* appropriateness; 
* mu t u a l i b· . 

Ryan sees these as ct-1anges a 1 r·eady sweeping ar-ound the 

globe. Nations, industr-ies and individuals are making 
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frantic attempts at constitutional and pol icy reforms, 

v..th i ch are doomed to fa i 1 ur-e; a 1 ongs i de the ne-ed for· 

tr-ansition to the transformation of adaptive, consensus-

based re-organization, (Ryan, 1981) Within a community 

such as The- Co-Ope-r-ative School strategies for 

transformational change of the community as a system could 

affect future dir-ections for decision-making and thus, 

suggestions such a~. the following, would be worthy of 

consideration by the school community: 

* Revise, or if necessary, rewrite cor1st it
ut ion, pol ic;v· and beliefs; 

* becomia, purposeful and clear about goals; 
* identlfy and plan 'bold moves' - which wi 11 

ass l st the move in to and through the 
transition; 

* develop a leadership and management function 
which is complementary to the needs of 
transition; 

* develop skills for the achievement of mutual 
satisfaction from interactions with the 
environment, (negotiation, environmental 
studies, consensus decision-making); 

* develop self-sufficiency sKills, (the use of 
people resources); 

* develop skills which assist internal harmony, 
(negotiation, team-building, consensus decis
ion-making); 

* develop skills which will enable adaptation 
and progress in a turbulent environment, 
(flexibilih', creativity); 

* 1 earn to under·stc.nd the sE<mi -au t:onomc,us 
nature of parts and learn skills which wi 11 
assist appropriate interaction; 

* examine the use of technology to see whether 
its use generates a positive or negative 
exchange of energy within the environment. 

Interpersonal skills in decision-making 

The decision-making that was sought in the school 

required that the technical and interpersonal sl< i 1 1 '=· , 

needed for decisions to be made efficiently and 
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competent 1 y, wer·e exer·c i se-d; peop 1 e needed to have a 

willingness to re-examine basic assumptions and to 

confront both techn i ca 1 and per-sona l i ssue-s. People ~,.1ho 

became defensive and embarrassed when confronted with 

challenges to their personal authority or interpersonal 

difficulties tended to make fragmented and unco-ordfnated 

decisions which hardened into unwritten rules. Inform-

ation could either be withheld or edited and gossip and 

speculation fed amongst selected individuals. The free 

flow of honest, uncensored, candid information to all 

p o i n t s i n the school c omm u n i t >' l.\l as v i t a 1 i f re l e, van t and 

concise decisions were to be made, Power, when retained 

by defe-nsive and well formed cliques was used to further 

personal interests. This led to the growth of feelings of 

powe-rl essr,ess, de-spa i r and C>'n i c ism amongst other 

community members , . .,hile confusion about the ability to 

participate and effect change, led to conflict and the 

abrogation of r·esponsib:lfty, b>' disenchanted comm1Jnit>' 

members. Wher·e individual and group responsibility was 

clearly defined and shared within a reciprocal and mutual 

system of influence - both vertically and laterally - the 

basic units of the community could combine, with self

control, to negotiate parameters of operatior1. Realistic 

moves towards the fulfilment of shared interests and the 

confrontation of areas of difference required that the 

community should be able to worK together in a genuine 

collaboration. 

In new alternative schools it appears to be 

unavoidable that natural leaders or paid teachers emerge 

~,, i thin the commun i tx and tako? r·espons i bi 1 i ty for· getting 

the vo?nture off the ground. Unless these people are 
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ei)entually able tc, fc,r·go po¼•er· and retreat, f u 11 

participatory decision-making will not be possible. All 

members of the school community are entitled to the 

opportunity to express their opinions and to put forward 

new ideas, new techniques and ne1...i conclusions, for· the 

community to consider; the community needs to have in 

existence the- processes to encour-age, enable and co-

or·di na te the organization and interaction necessary to 

allo\AJ good ideas to be put into practice effectively. 

Middleton comrne-nts on the gradual, difficult process of 

community schoc.Js moving towar·ds a workable organization 

of shared responsibility and states; 

"In order to do it, they had to define uer-y 
clearly both their underpinning assumptions 
and the set of organizational 'rituals ✓ which 
could not be altered. They had also to define 
the full range of tasks involved in running 
the school and then agree on an allocation of 
these tasks among themselves." (Middleton, 
1982:59) 

The equality of involvement in dee i si on-mal< i ng aimed for 

ln the school was to be at every level and to cover the 

following areas; 

* Involvement in the children's education; 
* involvement in individualised instruction and 

evaluation; 
* equal leadership between parents and 

teachers; 
* equal communication between all members of 

the community; 
* involvement in all decisions - including 

er i ses; 
* raised awareness of expectations for 

educational outcomes. 

Commitment, on the part of community members, to ,.r· i ghts 

he 1 d in commc,n., by parents and teachers, could assist 

effective equality of involvement; this could take the 

form of points for discussion and consensus decision-
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making similar to the following: 

* Participate in a.11 possible community 
meetings; 

* maintain friendly, open communication; 
* listen to all points of view; 
* be prepared to work towards agreed solutions; 
* express ideas openly, but not aggressively; 
* take care not to express a personal point of 

view as though it were the point of view of 
the total group; 

* allot.-..i reasonable time for· negotiations tc, run 
their course; 

* present well substantiated reasons for any 
proposed change in direction; 

* accept that the school is an alternative 
school, within the ACT school system, and 
that all decisions relating to it must be 
made in the context of accepted, reasonable, 
responsibilities agreed to on behalf of the 
children; 

* support all paid staff in their professional 
duties, within the day-to-day running of the 
school, within the philosophy and pol icy of 
the school; 

* allow paid staff sufficient time to go about 
their day-to-day professional duties un
interrupted; 

* acknowledge that each child ✓ s needs are as 
important to her or his parents as your 
child ~s needs are to you. 

The community would need to agree on basic 

premises for creating an atmosphere conducive to shared 

decision- making, where the interpersonal atmosphere would 

be supportive and developmental in nature; a place in 

which people felt valued, respected, confident and 

trusted. People would need to have clear criteria for the 

effective operation of the school in order that regular 

qualitative and quantitative feedback on the performance 

of the school could be sought: all members of the 

community would need to assess how realistic their 

attainments were. The use of accurate, timely, feedback 

on performances which contributed to the aims and 

objectives of the school vJould as-=-ist the community adapt 

to changing demands and conditions. They would need to 
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monitor the appropriateness and the effect of any changes 

they chose to make and to be aware of critical 

environmental constraints that affect the school. Personal 

characteristics which community members would need to be 

aware of to become fu 11 and effective commun i ty 

pa.rticipants would be as follows: 

* 

Wi 11 i ngne<.:.s to 
values.with one 

share thoughts, feelings and 
another; 

willingness to accurately 
feelings, and values from 
frames of reference; 

hear thoughts, 
other· member·'s 

* 1,<.1illingness to accept the invitation to loc,K 
at jssues, problems and crises from various 
frames of reference; 

* willingness to be open to challenges to 
explore new perspectives; 

* willingness to challenge one another 
concerning aspects of their relationships 
that limit personal development; 

willingr,ess to explore self in the context of 
a particular relationship and examine events 
in the relationship in question. (Egan, 1976) 

The use o~ consensus decision~aking in the conmunity 

schoo1 

In a community school personal development takes 

place within the network of interpersonal relations that 

form in the human setting of the school. The depth and 

intensity of relationships will vary for different people, 

but for the co-operative nature of the school system to be 

effective, progress towards productive, mutual inter·-

per·son al relationships will be necessary, Within the 

school community members had access to various groups: 
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~SAGE' was a group formed to help the members find mutual 

support, awareness, growth and energy; others met in 

groups for meditation or massage; some on the School 

Board; some on Wor-K Group meetings; some on curriculum 

committees; some for co-counselling or for parenting 

skills groups. These groups the potential 

relationships 

for 

strengthening the i nter·personal 

existed amongst members of the school community or the 

pote,ntial to fragment the community 

information wer·e u~.ed to mal<e segmented decisions. 

A consensus decision-making process gives all 

per·sons in the- school commur, it:>' an opp or- t u n i t y t o 

participate in decision-making at the level they desire 

and with which they feel comfortable and is probably the 

most appropriate format for· regular community meetings. A 

possible simple format would be as follows: 

* Introduction and meeting time; 
* Agreements - time, language, smoking ; 
* Agenda Review - ordering and time allocation; 
* Appointing ,,._ fac i 1 i ta tor and t imel<eeper·; 
* Announcements; 
* Item 1: 

pr·oposa 1 ; 
- questions for clarification; 

disCUSE-ion; 
- br·a i nstor·m: 

( issue clearly outlined in wrl ting, all 
members participate, no evaluation until 
all ideas received and r·e-corded.); 

- breaking into smaller groups; 
sharing views; 
possible use of strategies for time 
sharing; 

- 1 isting, drawing out and discussion of 
al 1 alternatives; 

- discussion of creative possibilities and 
airing of doubts; 

- testing for consensus~ possible 
modification of original proposal; 

- exploration of blocks to consensus -
possibility of modified proposal; 

- consensus blocked - defer decision to 
another meeting; 
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break into smaller 

consensus reached move on to next 
agenda i tern . . . . ".; 

* Evaluation of meeting, sharing of feelings; 
* Possible brainstorm of future directions; 
* Provision for evaluation of proposals imp

lemented at later stage to see if they 
have been workable, or flawed and in need 
of replacement. 

Setting educational priorities for each school year 

As a further move towards productive decision

maK i ng the school commun it>' may find that a. whole schoc<1 

approach to dee i '=· i on-maK i ng could productively be 

undertaken at the beginning of each year. Early in the 

first term, when most community members will be high in 

energy and cohesive in outlook, a regular procedure could 

be instituted for establishing the educational priorities 

and directions for the year ahead. New families could be 

welcomed to the school and experience an early opportunity 

to be included in the decision-making process. 

A process consultancy model could be used to 

fac i 1 i ta te product i >,.1e cornmun i cation and outcomes. This 

could be a structured method designed to allow and 

o?ncourage participation by all community members in 

finding solutions and actions for problematical areas of 

the curriculum - or in discussing and evaluating issues 

related to philosophy and practice. The succo?ss of search 

based conferences at the school indicated that such an 

approach would be more suitable than traditional sma.1 l 

evaluative and fact-finding 1.vorl<groups, which had 

ambivalent receptions from the school community in the 

past. The advantages of a process consultancy approach 
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would be that all member·s c,f the community v,1c,uld be tJ-Et.lued 

members. The style of the consultancy could be shaped to 

fac i 1 i tate time for· 1 engthy positive communication and the 

growth of interper·sonal skills, while still ur,dertal<ing a 

logical approach to issues and an evaluation component. 

The process would be time consuming and would necessitate 

the schc,ol community/s being happy to wor· K w i th c1. 

facilitatc,f"' within a str"uct•Jr·e,j fr·ameworl< on issues v.Jhich 

would need to be discussed and agreed on by the whole 

community, The process could take a format similar to the 

following: 

* Look at total school, identify strengths and 
~veaKnesses; 

* select area for" detailed and systematic 
attention; 

* specify par"ameters of the area to be looked 
~- t; 

* identify major factors which might affect the 
issue - in the school , or in tr,e commun it;,-; 

select the most powerful, yet changeable 
aspects of the issue to work on; 

consider al 1 the possible ways of reaching 
desired outcomej 

* select and sequence the best ideas for 
action; 

* do fine planning necessary for implementation 
of ideas for action; 

* implement plans; 

* monitor progress of plans; 

* evaluate the extent to which progress is 
achieved and any negative outcomes. 

The pr·c,cess of decision-making is a complex 

prc,cess and directions for the- community to explore are 

suggested as possible avenues rather than prescriptive 
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solutions. If an environment, which was cohesive and 

mutually supportive and in which people were willing to 

share and consider alternatives, could be established 

within community meetings, full involvement of all members 

could lead to creative problem-solving and the ability to 

trial new and flexible ideas for necessary change. 

When alternative groups face the task of trying to 

implement change within the dominant social system they 

are l i ke l -;,..- to encounter opposition from those in pot,,•e-r in 

the established system and those with influential and 

vested interests. In order to withstand such pressures 

the community gr·oup n'='eds- to m~. in ta i rr a ski 11 i.a-d, mutual 

effort and hold to a communa 1 be l i ef that together they 

can shape the future direction of their children's 

environment. This will mean that the community needs to 

develop an ability to submerge diverse self-interests, in 

the support of common shared goals of pol icy. Group 

energy will need to be directed towards gaining desired 

changes rather than merely blocking undesired courses of 

action. In order to sustain a feeling of group efficacy, 

the group needs to ~.chi eve some noticeable effects. Over 

a lengthy period of time, the attainment of subgoals will 

assist as incentives tov.1ar·ds further efforts and as 

evidence that some progress towards the attainments of the 

aims and objectives of The Co-Operative School is being 

made. 
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Chapter 5 

THEORETICAL PERSPECTIVES REL~ TO THIS FIELD STUDY 

Humanistic Psychology 

The search for a theoretical perspective to use as 

a framework to implement the philosophy of The Co

Operative School naturally led to consideration of the 

humanist perspective, as many of the underlying values and 

be 1 i efs of the school community were humanist. The 

central convictions of the humanistic psychologists may be 

stated thus: 

1 • 

2. 

3. 

4. 

A centering of attention on the experiencing 
person, and thus a focus on experience as the 
primar·>' pher,c,menon iri the study of man (s;. ic). 
Both theor·etical e-xplanations and overt 
behavior are considered secondary to 
experience itself and to its meaning to the 
person. 

An emphasis on such distinctively human 
qualities as choice, cr-eativity, valuation, 
and self-realization, as opposed to thinking 
about human beings in mechanistic and 
r-eductionist terms. 

in 
and 

An allegiance to meaningfulness 
selection of problems for study 
research procedures, and an opposition 

the 
of 

to a 
the primary emphasis on objectivity at 

expense of significance. 

An ultimate concern with and 
dignity and worth of man 
interest in the de-velopment 

tJaluing of the 
(sic) and an 

of the potential 
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inherent in every person. Central in this 
view is the person as he (sic) discovers his 
(sic) own being and r·elate,s to other persons 
and to social groups. (Association of 
Humanistic Psychology, 1962) 

Much of this theoretical perspective is congruent 

with the philosophy of the school as embodied in the 

constitution. Further, it is not a prescriptive theory 

and is therefore not open to criticisms which might be 

levelled at social learning theory, such as that social 

learning theory, fctl l cri,; i ng as it does a behaviourist 

tradition, runs the risk of reducing children to beings to 

be observed without due respect for the human aspect of 

creativity with all its goals and ideals. 

A humanist vi e1A1po i r, t gives a moment by moment vi e1,,.1 

of 1 ife, rooted in the subjectivity of each day as it 

occurs, centering on the the experiencing person able to 

choose, create, ev.ac.1 ua te and self-real i ze. However, VJh i le 

the values of the humanist movement are congruent with the 

values of the school, hum.ar,istic psychology, as a theor·y 

from which to develop educational programmes, isl imited. 

It is not a theory developed for children and its adult 

or· i en tat i or,, c OU p l e d w i t h .:;. propensity fc,r· bro-:1.d 

idealistic goals, makes it a. difficult theory to actualise 

in teaching-learning experiences. There are goals which 

lead towards the teaching adult's guiding children to 

develop their innately good inner nature in the most 

favourable of environments, but not many guide] ines which 

show ho•AI to develop and manage such an environment, or how 

to teach within 

f Ct 1 l 01.4S : 

it. Maslow states the position as 

"Growth, individuation, autonomy, self-actual
ization, self-development, productiveness, 
self-realization, are all crudely synonymous, 
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designating a vaguely perceived area rather 
than a sharply defined concept •••• We Just 
don't know enough about growth yet to be able 
to define it well." (Maslow, 1968:24) 

A teaching adult could attempt to follow a course 

based on the fulfilment of human needs, as seen in 

Maslov..i's system: moving fr·om the base of physiological 

needs, through safety needs, and needs of belongingness 

and love, to esteem needs and finally to the achievement 

of self-actualization. Such a course may be possible for 

people working to help adults to achieve better personal

social adjustment, but it does not help greatly with the 

task of guiding the child through early growth, maturation 

and learning experiences. A teaching adult in a co-

operative school is likely to be committed to helping 

children find a constructive dimension in thei r attitude 

to life; to achieve a satisfactory achievement motivation; 

and to develop commitments based on worthwhile self-

actual is i ng be 1 i efs values. However these -2<,r·e 

directions for heal thy growth, rather than teachable 

goals. Maslow has attempted to delineate these ar-eas in -2<. 

more operational framework, as follows: 

1. Superior per-ception of real it;>'. 
2. Increased acceptance of self, of others, and 

of nature. 
3. Iner-eased spontaneity. 
4. Increase in problem solving. 
5. Increased autonomy, and resistance to 

enculturation. 
6. Increased detachment and desire for privacy. 
7. Greater freshness of appreciation, and 

richness of emotional reaction. 
8. Higher frequency of peak experiences. 
9. Increased identification with th£- human 

species. 
10. Changed (the clinician would say, improved) 

interpersonal relations. 
11. More democratic character structure. 
12. Greatly increased creativeness. 
13. Cer·tain chc1.nges in the ,)alue s)'·stem. 0-·1a<E,lm,,, 

1968:26) 
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This framework for humanistic growth is useful but 

does not readily transfer into teaching methodology; at 

it allows for a permissive environment, l1>•here 

children would be free to find themselves and grow from 

this self-Knowledge, forming their values in a spontaneous 

and natural way. It is the philosophy of a school sirrd l ar 

to Summerhill. Many of the teaching adults of the school 

would be in sympathy t,Jith thi~- humanistic appr·oach, ~,1ith 

its attention to chi ldren-'s feelings, values, hopes and 

plans and to underlying humanistic philosophy. Ho1JJever·, 

most teaching adults found, after some experience with 

fifty children within a school environment that it was not 

always sufficient to insist on the importance of each 

child's unique personal exper· i ences 11,d thin a fr-ee 

environment, as a foundation for individual learning and 

co-operative existence. It therefore became pertinent to 

search for a theory of learning suited to young children, 

appropriate to humanistic values and able to provide 

guide1 ines for the choice of curriculum content and 

teaching strategies. 

Deue1opmenta1 Theory 

The school 1.1..ias for chi 1 dren fr·om three to eight 

yea.rs of age and the role of developmental theory in 

relation to social learning theory is relevant. There has 

gr·own up a body of resear·ch a.nd be 1 i ef, on the chi l d frc,m 

three years to eight years, based on the developmental 

stages through which children progress naturally. The 

maturational and physical component to a child·'s patter·n 
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c,f gr·owth a.nd tt-,e accepted developmental stages ar·e 

heavily allied with 

child makes within her-

influenced by the choices the 

or- his environment and the 

r-ecipr·ocal influences the-:.e choices. set in action. The 

impl lclt assumptions in child developmental theory, while 

providing a theoretical bas.is for· growth and developme,nt, 

do not give us sufficient explanation for each child's 

individual development. 

The study of cognitive development from birth to 

maturity has given the teaching adult a fr·amewor-K v,J i thin 

i,,._1hich to see the qu-:1.l i tatiiJe impr·o\,•ement in the str·ucture 

of the cognitive products the child produces with normal 

age-r·elated maturation and gr·c,wth. Plaget~s i,.,or-k has 

shown a qua 1 i tat i ue change in the str-uc ture of children's 

thinking as they become older. This developmental 

framework is not necessarily sufficiently specific and 

immutable to identify what specific responses a child 

t.-Jould maKe to a developmental stage task. In ear·ly 

childhood a child may be classified, within the 

developmental stages of Piaget as being at the intui tiue, 

pre-operational, early concrete, or middle concrete stage 

of operations and yet may be able to vJor·k in a 

prestructural, uni structural, multi structural or- relation

al mode for various activities in different situations 

within the school environment. 

The point of view taken for this study does not 

accept stage theory fully as an invariant sequence from 

pre-operational to formal with completely stable stages 

and substages. It is not necessarily the case that 

because a chJld fails at a specific, given task, she or he 

will necessar·ily fail at a logically r·elated task. 1;.Jithin 
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his concept of decal age Piaget grants this point. Biggs & 

Collis have described this position as: "An interactionist 

view, wich sees stage phenomena as the result of 

continuous (nonsaccadic) endogenous factors interacting 

with particular task requirements." 

1982:234) 

The concept of chi 1 d 

(Biggs & Coll is, 

being within a 

developmental stage is one that can be used to enhance the 

brc,ad framev.JorK fr·om v,1hich the teaching adult plans 

teaching interventions; not as a barrier to the planning 

of teaching interventions beyond the theoretical stage 

which the child is Judged to be in. Teaching adults would 

need to be aware of the likely readiness of a child for 

various teaching in terven ti or,s and plan to use 

instructional methods and curriculum materials suitable to 

this expectation, not to allow assumptions about a child's 

developmental stage to limit the lear-ning quality of 

teaching interventions provided for the child. Within a 

social learning perspective the teaching adult would 

appr-oach the influence of the environment on the child in 

a far more a1»are, r·esponsi bl e and prepared ,,.,ay, r·ather 

than waiting for the child's needs to become identified 

and developed through a haphazard inter-action with a 

benign environment. 

Personality Theory 

The basic natur-e of a child's personality has 

always been an important consideration as it relates to 

the form of education offered in an alter-native school; a 
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desire for children to be free to develop in a 

spontaneous, humane and creative way, pervades the 

philosophy of a school such as The Co-Operative School. 

i t is necessary to examine some of the 

fundamental concepts of personality theory, beginr,ing from 

the premise that personality comprises broad, underlying 

dispositions which pervasively influence the individual 

child's behaviour across many situations and lead to some 

cons i stenc:>' in observed behaviour. This fundamental 

assumption appears to have been retained in the study of 

persona 1 i ty theory s i nee the work of Allport. 

1937) 

(Allpor·ts 

While not able to see these dispositions by direct 

observation, personality researchers infer their existence 

from behavioural signs. It may be believed that children 

have underlying broad personal Jty dimensions, basic 

factors and pervasive motives which effect their behaviour 

and result in characteristic life styles. Personalit;v 

research has shown impressive consistencies in intellect

ive features of personality and for behaviour patterns 

such as cognitive styles and problem-solving strategies 

correlated with intelligence. Mischel has reviewed this 

evidence on the consistency assumption of dispositional 

personal lty theory and provided both criticism of the 

research and an alternative reconceptualization of 

personal i ty within a cogn it i ue soc i a 1 1 earning framel1.Jork. 

(Mischel, 1968, 1969, 1971) 

Mischel l-<.tent beyond cognitive variable~. to 

person.a.l i ty dimensi c,ns, and sampled personality by di ver·se 

methods which achieved findings that undermined the 

utility of inferring global personality dispositions from 
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behavioural signs: 

"Response patterns even in highly similar 
situations often fail to be strongly related. 
Individuals show far· less cross-situational 
consistency in their behavior than has been 
assumed by trait-state theories. The more 
dissimilar the evokir1g situations, the less 
likely they are to produce similar or 
consistent responses from the same indiv.idual, 
Even seemingly trivial situational differences 
may reduce correlations to zero." (Mischel, 
1968:177) 

Social learning theory places an emphasis on 

behaviour as a discriminative and specific process; it 

the tha. t people show individual 

consistencies in behaviour sometimes and that situations 

are the main determinants of behaviour, Some situations 

may be powerful determinants of behaviour while other 

situations will have 1 ittle effect on behaviour; the 

relative importance of individual differences in reaction, 

appear to depend on how the person, via cognitive social 

learning processes, interacts with situational conditions 

- how the situation effects the person. People appear to 

be somei.,,ha t idiosyncratic in their organization of 

behaviour. Children in r·eal life situations have var·iance 

in their behaviour which would not appear to be easily 

accounted for by individual personality differences but 

rather by factors such as age, sex, intelligence, 

motivation and the characteristics of the situation. Any 

child is a complex being and v,1hat she or he thinks, does 

and feels at any moment wi 11 depend on many internal and 

external variables which al l c omb i n e to under 1 ;v t he 

child's uniqueness. 

The teaching adult may predict that in certain 

situations a child could behave in a predictable way, but 

there are 1 imits on the range and level of relationship 
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that can be accurately and consistently expected. Factors 

such as the beliefs individual children hold about their 

ability to control outcomes, will partia11y determine the 

extent of their goa1 directed behaviour. Most useful 

information about a particular chi1d's behaviour will come 

from accurate descr·iptions of e-xactly how a child has 

re-sponded in the past and under what conditions. rt •1-Jou 1 d 

.3.ppear· that fr·uitful information on the predictability c,f 

a child's behaviour could be found in an analysis of the 

cognitive and social learning conditions that seem to 

underly the occurrence of the behaviours of interest. 

The social behaviours which a child produces may 

be highly appropriate in one situation, thus invoking 

positive sanctions; and highly inappropriate in another 

situation, resulting in negative sanctions. It is not 

therefore surprising that the child's pattern or responses 

should differ in similar situations. The prior experience 

of the child with related conditions will influence- the 

way in which she or he wil 1 respond to the exact details 

of the particular situation. The research studies of 

Mischel & Baker show that what children think about, 

rather than what Is in front of them, greatly effects the 

decisions they make. In any given situation a child can 

cognitively transform the meaning and effect of the 

situation thus making it very difficult to predict what a 

situation might mean to a child at any specific time. 

(Mischel & Baker, 1973) Mischel states the position this 

"In this sense, behavioral assessment inuolues 
an exploration of the unique or idiographic 
aspects of the single case-J perhaps to a 
greater extent than any other approach. 
Social behavior theory recognises the 
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lndiuldual ity of each person and of each 
unique situation. This is a curious feature 
when one considers the 'mechanistic S-Rl 
stereotypes not infrequently attached by 
critics to behavioral analyses. Assessing the 
acquired meaning of stimuli is the core of 
soc i a 1 behav j or assessment.. " (M j sche 1 , 
1968:190) 

Children obviously do not generate new behaviour 

in every new situation; they have memories of past 

behaviour which predisposes their present behavior in ways 

that are important and complex. Previous behaviour and 

characteristic behaviour give indications of how a child 

might behave again in a similar context. This information 

di ffer·s from ass.1Jmp ti ons. based on the existence of broad 

personality dispositions which shape behaviour. Mischel 

also notes that a person's direct self-report is an 

effective predictor of behaviour. It would appear to be 

shortsighted for teaching adults to predict a child's 

behaviour in a nevJ or unfam i 1 i ar area from past behaviour 

or to anticipate the effect of behaviour in terms of 

supposed sal lent traits, The more information that is 

known about a child the more m1Jltiplicity, var·iety a.nd 

complexity of r·espons.es to different situations is found. 

The child is able to generate diverse behaviours in 

response to diverse conditions. The use of summary 

personality terms as labels and codes or organising 

constructs is probably of l lmited value in the exploration 

of a child's behaviour, The emphasis shifts from what the 

child might be perceived to be 1 iKe, to what the child 

might do, 

Within a cognitive social learning approach to 

personality, an analysis of behaviour revolves around the 

individual person's cognitive activities and behaviour 
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patterns, which are examined in relation to the specific 

conditions that appear to evoKe, maintain and modify them 

and which they in turn change. The processes through 

which behaviours are acquired, evoKed, maintained and 

modified, along with consideration of the person variables 

that are the product of the person's total history, effect 

the manner in which new experiences are reacted to. 

Mischel sees these cognitive variables as related to the 

social framework a person operates within, as follows: 

* Individual's competencies to construct (gen
erate> diverse behaviours under appropriate 
conditions: what the subject knows and can 
do; 

* individual's encoding strategies and personal 
constructs: units for categorizing events and 
for self-description; 

* individual's expectancies about behaviour 
outcomes and stimulus outcomes: expectancies 
in particular situations; 

* individual's subjective stimulus 
motivating and arousing stimuli, 
and aver-sions; 

,}alues: 
incenti,1es 

individual's self-regulatory systems and 
plans: rules and self-reactions for perform
ance and for the organization of complex 
beha.vic,1Jr :-eq1Jences; .• (Mischel, 1973:196) 

Influences on what a child learns come from 

learning areas such as sexual gender identity, the 

construction of her or his physical world, the social 

rules and conventions that guide conduct, the personal 

construe ts generated about self and others and the 

rehearsal strategies of the child. Children have a large 

range and quality of possible response patterns. The 

responses they make, depend in part, on the following 

factor·s: the rules the child uses to specify goals and 

performance standards; the consequences of failing to meet 

self-imposed criteria; self-instructions and the cogni t-
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iue- stimulus transformations necessary to achieve self-

control for goal attainment; and the abi1 ity to organise 

plans for the sequencing and termination of complex 

behavioural patterns, when there is no external support, 

and there are external hindrances. 

In a given situation children may have similar 

expectancies about an appropriate response pattern and may 

wish to make it, but they may not all have the ability to 

construct the desired response. They will differ· in 

skills learning and in prior ex per· i ence and these 

differences will effect their capacity for interpersonal 

problem solving, empathy and role taking or cognitive

ir,tellective achievements. The:.-,, will also differ in their 

ability to encode, group and label the events they 

experience and in how they see themselves and others. 

Their performance will be effected in any given situation, 

by their expectations in the areas of behavioural and 

stimulus outcomes in different situations and their 

subjective values of the outcomes expected. Children will 

have their own self-r·eg1Jlatory systems and plans which 

they bring to each situation. 

Mischel's work on the soc i a 1 l ear·n i ng re con-

ceptual ization of per·sonal i ty, le-ads into an examinatfc,n 

of the specific interactions between behaviour arid 

situational conditions, which fits within a social 

learning model, as follows: 

"The person continuously influences the 
"situations" of hi~- (sic) 1 ife as well as 
being affected by them in a mutual, organic 
two-way inter-action. These inter-actions ref
lect not only the person's reactions to 
conditions but also his (sic) active selection 
and modification of conditions through his 
(sic) own cognitions -:c<.nd actions." (Mi sche,l, 
1973: 199) 
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The implications of personality research, for the 

teaching adult who endeavours to produce change in the 

performance of a child, are that there is a need to seek a 

f u l l Knowledge of en~i i r·onmental conditions, per·son 

variables and phenomenological impact to see vJha t the 

child Knows and can do in various situations. 

Social Learning Theory 

The social learning theory of Bandura was selected 

for the theoretical basis of this study as a comprehensive 

theory which provides a unified conceptual framework to 

explain how different modes of influence can alter 

behaviour. Thomas describes soc i a 1 1 ear·n i ng theory as "a 

balanced synthesis of mental ism or cognitive psychology, 

allied with the principles of behaviour modification and 

.:i.n analysis of sc,cial influences in human development". 

(Thomas, 1979:408) 

Bandura states that the "value of a theory is 

ultimately Judged by the power of the procedures it 

generates to effect psychological changes" ar,d that the 

"explanatory power of a psychological theory is gauged by 

its accuracy in specifying the conditions governing 

ps>·chological phenomena and the mechanisms by which the 

determinants produce their effects". <Bandura, 1977:4) 

Hilgar·d & Bm,,1.er describe a social 1 ear·rr i ng 

perspective as foll ov.Js: 

" ••• social 1 earning theory 
integrative summary of what 
theory has to contribute 

prov i des the best 
modern learning 

to solutions of 
practical problems. It also provides a 
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compatible fr-:i.me1,.,1ork ~vi thin VJhich to place 
information-processing theories of language 
comprehension, memory, imagery, and problem 
solving ..• For such reasons, social learning 
theory would appear to be the "consensus" 
theoretical framework within which much of 
learning research (especially on humans) wi 11 
evolve in the next decade." (Hilgard & 801,11er·, 
1975:605) 

Social learning theory differs from 

behc1.v i our i st the-or-y of Skinner in severa 1 i mpor tan t ways: 

* The way a child acquires a new behauiou~that 
she or he has never attempted before; 

* the Key steps involved in the process of 
learning fr·om models; 

* the way that consequences ( reinforcement, 
punishment) influence future actions; 

* the development of complex behavioll\'S. 

Areas such as modelling, observational learning, 

attention, coding, retaining in memory, carrying out motor 

actions, motivation, vicar·ious learning, one-trial 

1earnir,g, shaping, incidental learning and the effects of 

be 1 i e f s about one se l f , a 1 1 revolve around issues of 

fundamental relationship to the teaching learning process. 

No one area provides the teaching adult with a simple 

explanation of a child's learning. Bandura states it thus: 

QWhen exposed to diverse models, observers 
rarely pattern their behavior exclusively 
after a single source, nor do they adopt all 
the attributes even of preferred models. 
Rather, observers combine aspects of various 
models into new amalgams that differ from the
individual sour·ces.,. Different observers 
adopt di ffe-ren t combinations of character·
i st i cs." (Bandura, 1977:48) 

Fundamental assumptions of social learning theory 

The fundamen ta.1 assumptions of social 

theory are well set out in 8andura's early work. It is 
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r,ot necessary her-e to deal explicitly •Ali th the pr-c,cess of 

learning fr-om models but r·ather- to explor-e Bandur-a's later

works on the role of the learner's expectations and on the 

role of consequences in learning. The most pertinent 

features of learning from models need to be reiterated and 

these points are taken from a r-eview of social lear·ning 

theory by Thomas: 

* 

* 

Information a child sees or hears 
model needs to be seen by the child 
helpful on some future occasion; 

fr·om a 
to be 

i r, for-mat ion is st c,red in the memor-y in 
symbolic f c,r·m, as images or as uer-ba 1 
symbols, f c,r futur·e refer·ence; 

l ear·n i ng from models has five main functions; 
paying attention, coding for- memory, 
retaining in memory, and carrying out motor 
actions, plus mot i vat ion; 

a child must attend to the pertinent clues in 
the stimulus situation, and ignore the 
aspects of the model, and the environment, 
that a.re incidental and do not affect the 
perfor·mance; 

a child must accurately record in memory a 
\I' i sua 1 image or- semantic code for the act she 
or he has witnessed; 

* obser-ua.tic,ns mu<::.t be coded for memory (the 
input portion), and the codes must be 
suitable for transforming the perceptions 
into overt actions (the output portion); 
otherwise the child ends up with useless 
knowledge, :.Ymt,o1:- that have been stor·ed, but 
cannot be retrieved in a form that leads to 
action; 

* a child nee-ds memory permanence; 

* rehearsal (review or practise), is a memory
aiding technique, along with attaching 
multiple codes to an event (associating a 
variety of interlinked words or images with 
the event), thus keeping stored information 
at a revel that makes it re-adil>' retrievable; 

a child needs to be able to reproduce the 
observed motor- activities accurately, and to 
do this needs to have not only the idea, but 
also the feel of the behaviour; 

* a child needs a number- of trials, in which to 

QO 
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then to 
correct 

ri?ce i ve 
de• . .J i -Ei.t-

* a child needs to be mot i va.ted to car·ry 
through the several steps of the process; 

a chi l d needs to be avJare of the consequences 
of behaviour. (Thomas, 1979:413,414) 

Within a social learning context patterns of 

complex behaviour are not seen to be developed by 

imitation of one, small element c,f behaviour at a time, but 

by acquisition of large segments of behaviour in their 

entirety. Medell ing and verbal descriptions of behaviour 

combine to allow the learner to reproduce more or less the 

entire response pattern when the learner is motivated to 

do so. Models to whom a child will most attend are likely 

to be prestigious to the child, and of the same sex as the 

chi 1d 1 or models who are rewarded with money, fame or high 

socioeconomic status. Peep le \-<.1ho are punished for their 

behaviour are not as readily imitated and children are 

more influenced by models v..ihom they per·ce i ve as s im i 1 ar to 

themselves in age or social status. 

Bandura sees the consequences of behaviour not as 

automatic response reinforce-rs but as regulators of future 

behaviour. This regulation occurs by giving the learner 

f nd iv i dual information, about 1 iKely future consequences, 

which act as motivators to the learner to act in one way 

rather than another, in the purs.uit of goals. He sees the 

process of child development as a process of cognitive and 

social growth, which expands to include a wider ability to 

respond to increasingly different stimulus situations, 

The child observes others, tries various actions and then 

uses the information from the observed consequences to 

maKe future decisions about what actions will most 
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\,Ja 1 ters, 1963) 
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needs. (Bandura 

Within a social learning perspective children are 

seen to learn from the conditioning experience of exposure 

to paired stimuli; a process which can also be cognitively 

mediated. Children are seen to possess information 

processing capacities which allow for insightful behaviour 

and the use of antic i pa tor·y thought which all 011 . .1s them to 

see how remote consequences affect c•Jrre-r, t behaviour·: this 

insight may then support foresightful action. They are 

seen as social beings who learn in an interactive manner 

by the use of example and precept. Self-reinforcement and 

self-reactive functions can lead to self-regulation, se-lf

satisfaction, self-worth and avoidance of self-punishment. 

Chi 1 drer, w i 11 1 earn mor·e- r·ap idly lAJhen they are aware 

participants in learning and the child who has learned to 

self-regulate- wi 11 be able to cope better with the self

awareness that brings with it the responsibility of 

freedom. Si tuat i c,nal and personal determinants are both 

seen as important in explaining behaviour and behaviour 

itself can become par·t of the situ-«.tion. Si?lf-influence 

is a necessary explanatory or analytic principle. 

well 

Chi l dren 

they can 

l•Ji 1 J 

do ac t i v i t i e ~-

se 1 f-Knowl edge about hol•J 

which they experience 

regularly. This self-knowledge may enable them to proceed 

in accordance with this knowledge. Changes in the demands 

of the situation or in situational circumstances wi 11 

necessitate the child's making a reappraisal of her or his 

self-expectation and competi?nce to guide action in the new 

and altered situation. Bandura states "human accomplish-

ments result from reciprocal interaction of external 

Q1 
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circumstances '·"' i th a host of personal detE-rminants 

including endo1J.1ed potentialities, acquired compete-ncies, 

reflective thought and a. high level of self initiative." 

(Bandura, 1974:867) 

In soc i a 1 learning theory we are presented with a 

view of interaction as a process of reciprocal determinism 

1J..1here i rr behal.J i our is cc,mpr· i sed of personal fac tor-s:. and 

e,nvironmental factors. The environmental factors operate 

as intE-rlocking determinants with personal factors, to 

create and maintain behaviour. Bandura states that the 

relatil.JE' influences exerted by these in ter·dependen t 

factors t,.1 i 11 differ in variou':=. settings and will differ 

for different behav i our·s. At t i mes i t w i 1 1 bir-

environmental fac tor·s t,.1h i ch w i l 1 exercise the most 

powerful constraints on behaviour and at other times it 

w i 11 be persona 1 factors which wlll become the most 

significant factors in the sequence of environmental 

events. 

Social learning theory and the infant 

In reciprocal interactionism it appears that the 

person from birth reciprocally influences the environment 

via cognition and behaviour. In social learning theory 

the infant child is seen as amoral and by a modelling 

process and the operation of conditioning principles, 

ualues and a capaclty for self-control and self-direction, 

are learnt, along with other ualues and learning. 

and other researchers see this position thus: 

Bandur·a 
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"Social learning theory does not assume a 
blank passive organism at birth. Infants 
display attentional selectivities and some 
capacity for organizing experiences. Micro
analyses of spontaneous infant-adult inter
actions reveal that far from being merely 
passive receptors of external inputs, infants 
reciprocally influence their social environ
ment from birth." (Von Cronach, Foppa, Le 
Penies, & Ploog, in press) 

Bel 1 from r-esearch on child behaviours in 

interaction with parentsJ presents evidence which would 

suggest that this interactional r·ec i proca l appr·o.ach 

operates fr·om bir·tt-1 to maint.;dn and char,ge behaviour. The 

locus of the causes of behaviour is seen to be rooted in 

dispositional and situational determinants. With further 

development children bring their conceptions more heaui ly 

tc, bear on the wor J d ar·ound them. Cogn it i ue- compe te-nc i e,s 

and perceptual se-ts, affect what information they extract 

from the en,J i ronmen t and how they organize and interpret 

what they see and hear. Conceptions thus give meaning to 

experiences and are in turn altered by them. Conceptions 

of oneself, of generative skills and of the physical and 

soc i a 1 environment are not simply ye,sterday's passively 

imprinted stimulus inputs acting 

today~s internal efficient causes. 

Goal directed human behaviour 

unidirectionally as 

( Be- 1 l , 1 968) 

Bandura does not see people as driven by inner 

forces or controlled totally by the enulronment, although 

both factors will have a significant and continuous impact 

on the child within a continuous reciprocal interaction of 

personal and environmental determinants. Symbolic, v i car-
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ious and self-regulatory prc,cesses assume a prominent r·cde 

in this interaction. When the child is within the 

learning environment, in any given activity the skills the 

child possesses and the self-beliefs she or he holds will 

influence the degree of capability expressed and affect 

success or failure, If the child is lacking ir, the belief 

that she or he can achieve (self-efficacy), then the 

child's behaviour will be ineffective whether or not the 

child has sufficient skills to carry out the task in hand. 

The theory postulates a cc,mmon explanator·y me-chanism of 

change-s in behaviour and states that different modes of 

influence alter coping behaviour partly by creating and 

strengthening self- precepts of efficacy. 

this process as follows: 

Bandura states 

"Social learning theory approaches the 
explanation of human behavior in terms of a 
continuous rec i pr·oca 1 i r, terac ti on be tween 
cognitive, behavioral, and environmental 
determinants. Within the process of recip
r·ocal determinism 1 i e-:- the opportun i t;v for 
people to influence their destiny as well as 
the limits of self-,jir·ection. This conception 
of human functioning then neither casts people 
into the role of powerless objects controlled 
by environmental forces or free agents who can 
become- 1J.Jha tever tht?y choose. Both people ~.nd 
their environments are reciprocal determinants 
of each other." (Bandura, 1977:vii) 

Bandura's analysis of unidirectional causality and 

reciprocal determinism; and his discussion of causation of 

behaviour by internal and external factors; contributes to 

the analysis of what constitutes individual autonomy arid 

freedom versus de. termini sm, in human 1 iv i ng. He :.tates 

that much of the theorizing and research within the social 

1ear·ning framE-t.<JorK, is e-xplicitly aimed at clarifying the 

subsidiary processes through 

operate, as most human behaviour 

1J.Jh i ch 

is goal 

mechanisms 

directed. He 
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sees that anticipatory processes figure prominently in the 

regu1 a.ti on 

Many of 

of 

the 

behaviour through response consequences. 

things people 

an t i c i pa t e d benefits and to 

do are 

avert 

designed to gain 

future trouble. If 

foreseeable outcomes are represented symbolically, future 

consequences can be converted into current guides and 

regulators of behaviour. (Bandura, 1977:439) 

Self-regulation of behaviour through goal setting 

and self-evaluative reactions to one's own performances is 

another mechanism of importance. Goals serve as cognitive 

presentations of desired future states: by making self

satisfaction conditional on matching selected goals people 

give direction to their actions and create self

inducements to persist in their efforts until performances 

match goals. In social learning explanations of go~.1-

directed behaviour, by reference to goals and consequences 

projected forward in time, the future gains causal 

efficacy by being represented cognitively in the present. 

Reflective and self-referent thought 

Social learning theory assigns a prominent role to 

reflective and self-referent thought in human functioning. 

Bandura uses the term reflective as meaning thoughts about 

one'~- thoughts. He states that by operating on what they 

know, people can derive knowledge about things that extend 

beyond their experiences and generate innovative courses 

of action. He use~. the ter-rr, r·eflective self-awarenes.s to 

refer to thoughts about oneself. His research 

percei\.Jed self-efficac)-' studies the area c:,f how people 
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come to know their capabilities and how such self-precepts 

affect their thought patterns and affective reactions and 

behaviour-. (Bandura, 1977a) 

Bandur·a comments on the pr·ocess wher-eby peop 1 e i r1 

the i r- da i l y 1 i v es must cont i nu ou s l >' choose 

different courses of ~.ct; on and then choose how 1 orig to 

pursue a chosen course of action. He maintains that such 

decisions are partly determined by judgements of personal 

efficacy and that misjudgement~. of efficacy, ir, either· 

di r· e c t i on , 

limiting 

therefore 

lead to actions that have aversive or self-

consequences. 

important. He 

Accurate self appraisal 

sees self-referent thought 

is 

as befng another- dimension of the self-system that 

affects how people behave. He comments that people do not 

always act on what they know and that even when they do, 

cognition is not the sole determinant of their behaviour-. 

He states that numerous environmental inducements arid 

constr·ai nts also con tr· i b•J te significantly to the 

activation and direction of behaviour. 

Bandura states that though thoughts have some 

roots in experience they are by no means confined to 

sensory experience. He uses the example of fantasies and 

unusual ideas which involve novel symbolic constructions 

that bear no relation to sensory imputs. His specific 

example is thoughts of elephants riding atop saddled ants 

- an image which can readily be constructed regardless of 

lack of rea 1 experience with such an event. This human 

ability he attributes to an advanced cognitive capacity, 

coupled with the remarkable flexibility of symbolization, 

which enables people to create ideas and to engage in 

trains of thought that tr·anscend their· sensory 
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exper· i ences. CBanduraJ 1977b) 

Ir, social learning thec,ry the se-lf-system operates. 

through a designated set of self-structures and processes 

in the ongoing regulation of all types of behaviour. 

Performance standards coupled with eualuatiue self-

reactions provide direction and positive incentives for 

turn enhar,ce action. Attainments of s. t a.n dar· ds in 

perceptions of personal efficacy and cultivate interest in 

activities. Bandura. outlines the major sources of 

efficacy information and the principle sources through 

which different modes of treatment could be effected; the 

mode of induction sources give indications for areas that 

teaching adults need to be aware of 

interventions: 

in planning teaching 

Sources: 

Performance 
Accomp1ishments: 

Vicarious 
Experience: 

Verbal 
Persuasion: 

Emotional 
Arousal: 

<Bandura, 1977:195) 

Mode of Induction: 

participant model 1 ing; 
performance desensitization; 
performance exposure; 
self-instructed performance; 

1 ive modelling; 
symbolic rnodell ing; 

sugg&s. ti on; 
&xhortation; 
self-instruction; 
interpretive treatments; 

at tr· i but i or, ; 
relaxation; 
biofeedback; 
symbolic desensitization; 
symbolic exposure. 

Application of social learning theory to The Co-Operative 

School 

The social l e.::i.r·n i ng theor·y of 8andur·a is congr·uer, t 
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wlth the aims of The Co-Operative School. It provides a 

theor·etical frameworK '-"'Jhich can be used to assist in the 

selection of curriculum content for the school; and to 

plan more effective teaching strategies to use with the 

children. Theoretical issues which would be relevant to 

the teach i ng-1 earning process ,,..Jou l d be as follows: 

* the child reciprocally influences the 

* 

environment via cognition and behaviour; 

the sKi1ls the chi Jd possesses influence the 
capabilities expressed and influence success 
or fa i l u r· e ; 

the- self-beliefs the- child possesses 
influence the capabi 1 ft i es 
influence success or failure; 

expressed and 

the child-'s lack of self-belief, will 
negatively influence posslbil ities of suc
cess, whether or not the chlld possesses 
necessar·y competence; 

* differing modes of influences alter coping 
behaviour, partly by creating or strength
ening the child's self-percepts of efficacy; 

the child learns from 
experience of pai~ed stimuli 
can be cognitively mediated; 

the conditioning 
and this process 

the child possesses 
capabilities which 
behaviour·; 

information pr·oc ess i ng 
insightful a 1 l OI.N for 

the child is a social 
interactive manner; 

being and learns in an 

the child learns more rapidly when she or he 
is an aware participant in the learning 
process; 

* the child is affected by situational and 
personal determina.nts in the learning 
process; 

* the child is capable of self-influence; 

* the child can act to attain future goals; 

* the child C<:<.n use .,;.ymbolic representation of 
foreseeable outcomes to guide current behav
i c,ur; 

* the child can self-regulate behaviour by 
making self-satisfaction conditional on 
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attaining specific self-set goals thus 
creating self-inducement to meet goals; 

she or he 
l<noi;.,J edge 
Knoi, • .11 edge 

the child can operate on what 
Knows, to der· i ve new though ts and 
about the future, beyond her or his 
and generate new courses of action~ 

The effects of self-efficacy on behaviour 

Bandura"s ana 1 ;,·sis of the self-system as a 

reciprocal analysis of self-regulatory process, suggests 

that people's efficacy and outcome expectations influence 

their behaviour and the environmental effects created by 

their· actions in turn alter e:>(pectations. This concept is 

an exten~ion of the notion of self concept which in itself 

fails to account for the way people differ in self-

reactions in specific situations. Bandura states that a 

person with lotlJ efficacy expectations might give up a 

behaviour because she o r he expects to have no effect in 

an unresponsive environment; expects to be punished; or 

may be without a sense of efficacy towards the behaviour. 

Component processes 1n the self-regulation of behaviour·, 

which are self-prescribed contingencies and can be used 

overtly in teaching •A1ould be as follows: 

* self-observation of performance dimensions; 

judgemental process of persona1 
with r·efi?r·ence to modelling; 

* reinforcement; 

* referential sources; 

* evaluation of activity; 

standards 

attribution of performahce 
of con tr·ol ; 

in terms of locus 

* self-response in terms of self-evaluation and 
tangible self-applied consequences. 

0 0 
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Children attend selectively to some aspects of 

their behaviour and ignore variations which they see as 

irrelevant. This attention appears to depend on the 

child's personal values and on the functional significance 

of certain behaviours. A child's previous behaviour is 

continually used as a reference against which present and 

ongoing performance can be Judged. Where children see 

behaviour as affecting their welfare and self-esteem then 

the way they assess their performance will affect personal 

consequencE-s. If children judge themselves favourably 

their self-reactions are rewarding; if they Judge 

themselves unfavourably this glues rise to negative self-

reactions and judgements that if performances are not 

reacte,d to, they are non-significant. Anticipated 

satisfaction, or desired accompl lshment acts as an 

incentive for action and performance attainment, 

often regulate act i vi ties thr·ough si?lf-prescribed 

contingencies which involve evaluation and self-reward. 

The development of self-regulatory behaviour 

Self-prescribed contingencies for the self-regul

~- ti on of behaviour i,,.Jou l d appear to be a powerful force for· 

the teaching adult and child to manipulate mutually their 

shared relationships and environment in an aware fashion. 

Children can then play an active role in making a choice 

as to what information they extract from ongoing events 

and when and how they use the acquired skills. The chi Id 

could be assisted in learning how to become an active 
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processor and transfer-mer of :-ituation~.l influences. The 

teaching adult would assist the child to investigate her 

or his self-regulatory processes in terms of self

obseruation, goal settir,g, cognitive r·ehear-sal and self

generated consequences. The child could learn to manage 

self-incentives and measure behaviour against personal 

standards of what a worthy performance was. In sum, self-

generated influences may be used to determine behaviour 

and to help explain and predict it. 

External factors affect self-regulatory processes 

by affecting the development of the components of self-

regulation processes; by providing partial support for 

adherence to self-prescribed contingencies; and by 

facilitating the selection, acti\)ation and disengagemer,t 

of the internal contingencies which govern conduct. 

People process different i r1for·ma ti on from their· own 

personal standards, against which they measure their 

behaviour-. Negative sanctions, self cr·itical and 

di str·essing t h OU gh t ·=- ; and self-reward conditional on 

performance attainment: effect self-regulated change. 

Modelling, in which people see others self-regulate their 

bv cc,nd i ti ona l incentive:-, i n c re ~-se s t he 

1 ikel ihood that the observer· t, . .1i 11 do 1 iKet-vise and this is 

a pertinent factor in the role of the teaching adult. 

The development of self-regulatory functions can 

also contain certain mechanisms whereby behaviour is 

disengaged from self-evaluative consequences. Practices 

such as moral just i f i ,: at i c,n , labelling, minimizing, 

ignoring or misconstrulng of consequences; and dehuman

izing or misattributing blame; would require investigation 

to determine whether the child or the teaching adult was 
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possibly displacing or diffusing responsibility, rather 

than positively using self-regulatory influences. 

Bandura sees psychological change as effected by 

alterations ln the level and strength of self-efficacy 

expectations; the level of personal efficacy then 

determines whether coping behaviour will be initiated, 

with what effort, for what duration and against what 

obstacles. The cognitive mechanism of self-efficacy 

subsumes enactive mastery as a method for creating high, 

strong and generalised expectations of personal 

effectiveness. There are links between environmental 

conditions and level, strength and generality of self 

efficacy and subsequent behaviour, <Bandura, 1977) 

Bandura makes the point that an expectation of 

self-efficacy is not a matter of simply knowing what to 

do. Rather, in order to be a self-efficacious person in 

one's environment, a generative capacity is needed. This 

involves the interrelated use of the c omponent cognitive, 

social and behavioural skills so that varied courses of 

action may be followed. This means the capacit y to 

respond generatively in a competent flexible way to a 

variety of life experiences and to adequately judge one ' s 

capacity to cope with the skills such actions might 

require. 

Self-ef~icacy expectations in the school environment 

From Bandura's social learning theory we can draw 

out a research base and theoretica1 explanation for 

teaching, compatible with the philosophical underpinnings 
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of the school. The way the child feels about her or his 

capacity to function in a given situation will affect how 

the child w i 11 behave; and the thought pat ter-rrs and 

emotional reactions the child ex per i enc es, i.,.J i 11 al ter 

behaviour. The child will be involved continuously in 

making decisions about what action to take and whether or 

not to follow a course of action through. The child may 

misjudge her or his personal efficacy and this might lead 

to adverse consequenc!?s. The teaching adu 1 t 1..v i 11 be 

concerned with fac i l i tat i r,g arr accur·ate appr·ai sal, by the 

child, of capabilities ir1 order· that they can accurately 

assess competence. Children will continuously be choosing 

activities and environments in which they feel happy to 

function and avoiding actiui ties where they feel out of 

control , ur can 1 t do that,u may be a true or false 

estimation of the child's competencies, but nevertheless 

she or he will act on this assumption of perceived 

efficacy. Children who bel ieue they can cope, will 

undertake and perform tasks they can manage with 

assurance. Where the teacher is able to engender in the 

child a strong sense of efficacy the child can be expected 

to exert greater effort to achieve and face new 

challenges. The child who can happil y persevere in the 

expectation of competence should achieve high performance 

attainments, whereas the child who feels she or he will 

fail at the outset, j '=· not likely to expend much e ff or· t 

v.1her1 faced with obstacles or· a•,.Jer-s i ve experience. 

Irr the fol 1 owing chapter of this study the 

question of hot..i cf. soc i a. l 1ear·ning appr·oach could be 

a.pplied to conflict resolution in the school situation is 

addressed. The succeeding chapter deals tJJith the 
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learning approach on the 
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Chapter 6 

Cc»FLICT RESOLUTI Cl'II IN THE SCHOOL 

Social learning theory and conflict 

Conceptualization of the motivational determinants 

of aggression, in terms of social learning theory, differs 

from that of the instinctual reactive drive theorists. In 

instinct theory the aggressive instinct of the child is 

seen to lead to aggressive behaviour; in drive theory the 

child experiences frustration leading to an aggressive 

drive which in turn leads to aggressive behaviour. Within 

social learning theory aggression is seen as one possible 

behavioural response to the experience of the child: 

Aver-sive 
exper-iences 

Anticipated 
consequences 

Social Learning Theory 

Eaot iona.1 
arousal 

Reinforcement
based 
aotivation 

Dependency; 
Achievement; 
Withdrawal and 
r-esignation; 
Aggression; 

Damage to the psyche; 
Self-anaesthetization 
with drugs 
and alcohol; 
Constructive problem; 
solving. 

Within a social learning framework, the nature and 

situation in which the aggressive behaviour occurred would 
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be carefully described and analysed. Rather than merely 

labelling a child as aggressive, the teaching adult would 

endeavour to ascertain what conditions surrounded the 

appearance of the behaviour: did it consist of verbal 

insults without physical insults; or was it a reaction to 

provocation by another child? Attempts to abbreviate the 

reasons for a chlld~s behaviour do not give sufficient 

credence to the organizational framework in which she or 

he operates or to the effect of the conditions prevailing 

when the behaviour occurc. The description of the 

behaviour needs to include all the discriminative factors 

relevant to the child; it is not helpful to use a global 

trait to describe complex individual behaviour. 

The child in conflict 

The chi 1 d in a conflict situation needs to be 

considered in interaction with the psychological 

conditions of her or his 1 ife. The construction capacities 

the child is using can only be adequately understood when 

they are 1 inked to the cognitive social learning 

conditions which have developed and maintained them and 

to which they relate. What the child expects and has 

previously experienced will shape behaviour; similarly a 

change in stimulus-outcomes or behaviour-outcomes can 

modify previously displayed responses. The child will 

operate from a basis of self-regulatory rules, standards 

and plans, to give continuity and consistency to 

behaviour, particularly in situations where an immediate 

situational response is lacking. Such responses in the 
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child are flexible and open to change when the conditions 

surrounding the behaviour are altered. Some of the 

child's constructs will be firmly formed in an effort to 

find individual stability in a complex, disorganized and 

unstable world and thus may be hard to dislodge; a child's 

behaviour and self-concept 

inconsistent than consistent. 

are more 1 ikely to be 

Bandura would state that a child who displayed 

undesirable social behaviour, beyond that which could be 

handled by the social practices incorporated into the 

environment of the school,. could be assisted to change by 

an aware manipulation of the consequences of her or his 

actions. The social practices of the school could be 

altered so that the child finds it more rewarding to adapt 

acceptable behaviour than to continue with the current 

unacceptable behaviour. The steps In this process which 

could be adopted by the community, are as follows: 

1. Identify the specific behavior you wish to 
have the child substitute for the presently 
unacceptable behavior. 

2. Arrange for the child to try out this new, 
desirable behavior. There are several ways 
this can be done: 
* simply wait for it to occur spontan

eously, 
* provide a model, 
* verbally explain what the desired 

behavior is, 
* shape it through gradual approximations, 
* or use several of these techniques. 

3. Determine what sorts of consequences will be 
strongly reinforcing or rewarding to the 
child and what sorts will be punishing. 

4. Manipulate consequences so that the desired 
behavior, when it appears, will yield greater 
reinforcement than does the undesirable 
behavior. In other words, arrange a schedule 
of reinforcement and/or punishment that will 
make it profitable for the child to give up 
the old behavior in favor of the new. 
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<Thomas, 1979:419) 

A social learning reinforcement programme, applied 

to a specific situation, will usually assist the 

undesirable behaviour to disappear and to be replaced by 

new, ai::ipropriate re.sponses learnt for the same situation. 

The behaviour 

environments, 

may reappear or continue in other 

such as the home, and teaching adults may 

decide to work together to alter consequences for the 

child in both s i tuations. The expectations the child has 

will greatly influence the choice of responses from her or 

his repertoire; attention needs to be given to considering 

wher-e reinforcement for· the chi 1 d is coming from and 

whether the child possesses the skills and competencies 

necessary to change behaviour. The child's peer reference 

group may be very influential in maintaining behaviour . 

The effect of self-efficacy on emotional reactions 

Bandura state-s that emotional reactions are 

affected by perceptions of self-efficacy as Is behaviour. 

Anxie-ty and stress reactions, to strange and potentially 

aversive events, may generate perceived inefficacy, thus 

making the events fearsome. Where coping efficacy ls used 

to deal with potentia11~ aversive events, fear arousal can 

be diminished and competency increased. A sense of self

efficacy In control may be behavioural or cognitive. 

Control of a behavioural nature is manifest in actions 

that assist in coping with aversive events, whereas in 

cognitive control belief exists that environmental threats 

can be managed. People do not always have a correct 
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relationship between a sense of efficacy and competency . 

The effect of behavioural control on a potent I al 1 y 

aversive event is to reduce fear and stress responses by 

eliminating or decreasing autonomic reactions. (Gunnar

vonGrechten, 1978;- Miller, 1979) 

Where events can be controlled they become 

predictable and it may be that this increased certainty, 

rather than behavioural mastery, lessens stress. Bandura 

states that predictability may cause anticipatory arousal, 

prior to stressful events and may reduce arousal in safe 

interim periods. The ability to manage what is feared may 

diminish arousal by reducing or preventing pain. With 

behavioural mastery, events which have been frightening 

may become nonthreatening, by the use of personal control. 

The self-knowledge of coping efficacy may be utilised to 

reduce anxiety arousal. (Bandura, 1982:137) 

Bandura states that a painful event has two 

arousal components to it: discomfort produced by the 

aversive stimulation; and thought-produced arousal. 

Thinking about a potential stressful experience can 

greatly affect coping behaviour particularly if the 

individual sees her or himself as deficient. A high level 

of cognitively generated distress may result in the fear 

of not coping; the fear of the experience; and the fear of 

possible calamity. Thought for the future may be 

realistic and functional and may assist in the development 

of planning and competency to meet troublesome 

experiences, but where people greatly doubt their coping 

self-efficacy, the anxiety of anticipating negative 

outcomes may be worse than the actual experience. Thought 

patterns may induce stress which has devastating physical 
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and social consequences. People who believe that they can 

exercise some influence over aversive events display less 

autonomic arousal and impairment in performance than those 

who believe they lack any personal control; even though 

both groups are subjected to the same aversive 

stimulation. Research is cited in the following studies 

to support this position: (Averill, 1973; Miller, 1979 & 

1980). 

Bandura suggests that perceived self-efficacy 

operates as a cognitive mechanism by which controlabil i ty 

reduces fear arousal; he supports this statement with 

research on the coping efficacy of phobic people. Bandura 

found that his subjects experienced high anticipatory and 

performance distress on tasks in which they perceived 

themselves to be inefficacious; whereas when they felt 

more efficacious, their fear arousal declined. People who 

felt highly self-efficacious easily performed threatening 

tasks. He concluded that perceived self-efficacy and 

emotional arousal have an interactive effect and that 

coping efficacy based on information from past 

achievements and realistic comparisons ls a most reliable 

indicator of performance. (Bandura, 1982:140) 

Children in conflict in school 

Incident taken from the anecdotal records of children. 

The incidence of aggressive behaviour amongst the 

children in the school setting was a concern to all 

teaching adults. This observation i 11 us tr-ates. the 
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behaviour of one child: 

Child: Justin, 8 years. 

S.tting: The school's morning meeting for the 
children and teaching adults is taKlng place in a large 
room. Justin is approaching the group with his mother; 
they are late for the beginning of the schoolday. Justin 
has his head down and is swinging his school bag roughly 
against the furniture on the verandah. His younger sister 
is with them and appe~rs to be reluctant to stay with the 
group; her mother is engaged in persuading her to sit down 
and join in. Justin sits on a leggo table to one side of 
the group but within hearing range of the teaching adult 
speaKing. 

Teaching adult: 

Justin: 

Teaching adult: 

Justin: 

Teaching adult: 

Justin: 

Mother-: 

"Hi Justin! ... Your group's meeting in 
the 1 ibrary first off, Do you want to 
go to the Institute of Anatomy after 
fruit time?" 

"I'm not going to group time." 

11 What about the Institute of Anatomy? 11 

"Yeah 
Marcus. 11 

if I can go In your car with 

"You can't do that; I'm sorry but my 
car's full. You can 90 with Amy - or 
maybe your Mum will taKe you if she 
is staying?• 

"You coming Mum?" 

"No, I can't 
ti me." 

not today - another 

Justin hurls his bag down - hitting his sister who 
bursts into angry tears and says she is going home. She 
gets up and clings to her mother. Justin rushes off into 
the playground and is immediately joined by two of the 
younger boys - who have Jumped up and run off from the 
group meeting. 

The teaching adult, who had been speaking to 
Justin, immediately asks another teaching adult to bring 
all the boys bacK. The first teaching adult then 
continues with the group meeting; she shc»1s strong signs 
of emotional arousal and appears distracted from the task 
in hand. 

The second teaching adult has left the group and 
involved in trying to persuade Justin - who is 
negatively and rudely in reply to come back 
meeting: Justin continues to refuse. 

is now 
speaKlng 
into the 

Teaching adult 2 "Come on Justin, you know it's meeting 
time you can play out here after. We 
need to make arrangements and sort out 
who is going where." 



Justin: 

CH.6: CCNFLICT 

"Piss off! I don.,t have 
don.,t want to go anyWhere. 
to stay here all day." 

to come. I 
I"m going 

Teaching adult 2 "Is that a fair choice?" 

Justin 1 11 Bu 11 sh i t ! 11 

Justin turns his back and proceeds to dig at a large hole 
in the sandpit. The second child, a boy aged five, who 
has been grinning and nodding in agreement with Justin 
digs with him. The third child, a boy aged six, watches 
the interactions from behind a bush on the side of the 
sandpit. 

The second teaching adult who appears to be 
thoroughly irritated, turns and leaves the three boys and 
walks back to the group meeting, where many of the 
children are watching the incident with interest. 

Incidents such as this one were carefully examined 

by the teaching adults in the community and following is a 

list of some of the issues directly related to conflict 

and decision-making which consequently became issues of 

concern: 

* Effect of late arrival of children; 
* incidence of parental stress at home; 
* incidence of parental stress in relation to 

school; 
* compulsory or- voluntary nature of meetings; 
* possible adhocker-y of programme choice 

offered to children; 
* inappropriate choices being offered to 

chi 1 dr-en; 
* information overload for- children; 
* advisability of children making choices in 

1 arge group; 
* issues of individual contracting; 
* issues of freedom and choice for the 

chi 1 dren; 
* inappropriate attention given by teachers; 
* reinforcement of negative behaviour-; 
* negative behaviour; 
* aggressive behaviour; 
* confrontation; 
* angry emotional arousal of children and 

teaching a.du 1 'ts; 
* negative behaviour causing distraction from 

teaching; 
* effect on group of exposure to regular 

aggressive behaviour-; 

Such discussions led to a point of view consistent with 

that of Bandura in that conflict was seen to result fr-om 

both aversive experiences and anticipated consequences. 

f 1? 
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par-ties concer-ned in the conflict exper-ienced 

emotional ar-ousal and changes in motivation and the 

outcomes of conflict resolution 

different people. 

were variable for 

It was seen as a worthwhile social skill for the 

children to have the ability to resolve conflict 

successfully. Each child was encouraged to develop her or 

his individual strategies for dealing with conflict; some 

were more successful than others. Conflict resolution is 

a human social skill and as such it is possible to explore 

the dimensions of successful conflict resolution and to 

identify the subsl< i l 1 s which form separate and 

interdependent parts at both a cognitive and behavioural 

level. Children may seek to avoid conflict, to defuse It 

or to enter into confrontation with it, In a form of power 

or of negotiation. The skills of successful negotiation, 

such as being effective in initiating necessary 

confrontations, having the ability to hear the other's 

point of view, and being able to utilise problem solving 

processes to achieve a mutually satisfactory resolution to 

conflict, would be used to determine the nature of the 

confrontation. 

Con-flict in The Co-Operative School 

WI thin the commun I ty of the school', chi 1 dren were 

often rebellious and spent time and energy challenging the 

role of the teaching adults and tr-ying out unacceptable 

behaviour. Teaching adults who sought to take a 

leadership role with the children were often drawn into an 
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authoritative role as they sought to enforce rules which 

they felt were non-negotiable and to maintain discip1 ine 

through reasonable guidelines in order that both teaching 

and learning might proceed effectively. Children resented 

these authority figures and many conflict situations arose 

spontaneously within the daily teaching environment. The 

strategies used by the professional teachers were often 

seen by parents as running counter to the expressed aims 

and philosophy of the school and both the behaviour of the 

children and the responses of the teaching adults became 

the causes of long debates. 

Some children appeared 

opposing the teaching adults by 

to spend 

challenging 

their time 

or ignoring 

their requests, while other children sought to maintain 

dependent behaviour. Noise and distress levels within the 

school were often high and the level of trust and co-

operation 

put-downs 

was often low, with aggressive interactions and 

being common. The rebellious children were 

extrinsically motivated by encouragement from other 

children and their behaviour only appeared to be moderated 

by fear of teacher punishment - a situation the school had 

been anxious to avoid. Any intrinsic motivation the 

children had appeared to be towards having complete 

autonomy to act whatever way they chose and this was 

moderated only by dependency needs related to their age. 

Very 1 ittle set worK was done and skills learning 

deteriorated as children spent a lot of their time and 

ef for- t 

chi 1 dren 

in lear-ning 

who wished 

continually 

how to avoid work sessions. Some 

to be appropriately dependent were 

frustrated and unable to receive teacher 

approval because of the disruption of rebellious children. 

1 1 4 
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A situation which ran directly counter to the expressed 

aims of the community often existed in the school. 

Teaching adults were forced to revert to 

ind iv i dua 1 

meetings in 

groups were 

attempts of 

influence and persuasion or to large group 

their attempts to regain control. Small 

often ineffectual as children subverted the 

teaching adults; ther-e was 1 i ttle divergent 

learning and what did occur was often chanelled into 

aggressive or disruptive areas. Teaching adults became 

worried and fearful as children appeared to be learning 

that rebellion was more action-packed and interesting than 

skills learning, dependent, cohesive or autonomous 

behaviour. Non-rebellious children were also of concern 

as they became passive or antagonistic Individuals or 

formed groups resisting the acting out children. Teaching 

adults, who attempted to weave their way through the 

discipline morass without falling into authoritarian modes 

of teaching and control, were dispirited and anxious at 

the slow progress they made and the ease with which they 

could fall back into the authoritarian and punitive 

methods of teaching which defeated not only the aims of 

the school, but thE-ir· own personal best Intentions to 

implement new and positive forms of conflict resolution 

and shar•d decislon-maKing. 

Towards a aodel of satisfactory conflict resolution 

The aim of the community to help the children 

reach an autonomous stage of learning appeared visionary 

and out of reach, nevertheless continuing attempts were 
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made to solve the crises and provide an environment where 

conflict resolution could occur in a satisfactory manner. 

In such an environment the teaching adults could operate 

as resource people and facilitators rather than as 

traditional teachers; it would be a place where the level 

of work varied but where at times work of a really high 

quality was produced. Above a 1 1 i t would be an 

environment where children felt comfortable with their 

i n d i v i du a 1 i t y and their differences and where the 

prevail Ing ethos was one of acceptance and appreciation. 

The work of Dale and Wilson states the situation in a 

useful format: 

school 

"The task is to structure legitimate ways for 
students to give negative messages to the 
teacher, to use the rebellious energy in 
positive ways, and to produce class cohesion." 
<Dale & Wilson, 1982) 

Dale and Wilson state that children who have begun 

in a dependent position, a 1 ittle afraid of 

teachers seeing them as people with power to make 

decisions and direct children, should naturally move 

through a dependent stage of acceptance of their power and 

authority to a stage of rebellion 

Alternatively the children may stay 

against 

1 ocked 

them. 

into a 

dependent stage of learning where they begin to 1 ike the 

teacher and relate to her or him as being predictable and 

trustworthy, but also as being demanding and 1 ikely to 

evoke anxiety in children. This transl tion from a 

rebellious stage of behaviour may be guided by the 

teachers through a cohesive stage of classroom development 

to autonomous behaviour. The research of Dale and Wilson 

rel ates wel 1 to the school; provides a model for 

understanding the feelings of children in groups; and 
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recommends strategies to assist them. 

Children in a cohesive stage of group development 

would accept the teaching adults as leaders, but they 

would also make lots of decisions about how the school 

should operate, about what work they could do and how they 

could do it. They would be on friendly terms, trust one 

another and like the teaching adults, there would be 

little room for disagreement or conflict. Instead the 

prevail Ing feeling would be that of a large and happy 

family. In a fun-filled environment children would cover 

a good amount of productive work - this Dale and Wilson 

see as a step towards autonomous learning. They suggest 

ways in which the the teacher might constructively use the 

rebellious energy of children to move them to a more 

cohesive group. A modified version of these suggestions 

follows: 

Strategies for conflict resolution 

* Children participate 
rules and guidelines; 

in producing school 

* children participate in outlining logical 
consequences for children who break rules; 

* children work out what school Jobs need to be 
done and allocate these Jobs amongst 
themselves; 

* children form small groups to make decisions 
about the content and process of learning; 

* the physical layout and environment of the 
classroom and the playground is discussed 
with the children and modified as necessary; 

* the children, as a whole group, work towards 
something they want to change in the school 
or outside of it; 

* children engage in cross-age tutoring or peer 
group tutoring as appropriate. 

In a cohesive environment teaching adults would 

1 1 7 
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organise cohesion-building activities by assisting 

children with initiatives for excursions, picnics, sleep

ins and similar activities, which require some adult 

resources and planning. The children would often be 

engaged in producing joint activities, of a spontaneous or 

planned nature, such as plays, science exhibits, musical 

events, art shows or dramatic or expressive happenings. 

In all of these activities children would have the 

opportunity of moving from a cohesive stage, organised by 

teaching adu 1 ts, thr·ough to increased autonomous input 

into their own learning environment. 

Teaching adults would take 

setting up as many procedures as 

chi 1 dren to 

environment. 

give 

The 

honest 

use of 

feedback 

teaching 

responsibility for 

possible to enable 

on their school 

tools such as a 

suggestion box, a feedbacK sheet after teaching sessions, 

a general feedback time for- the week, a class diary, tape

recorded feedback, group reports, class meetings, and 

group spectrograms on lessons, would be inbuilt and 

regularly used. While the ideals under-lying accepting and 

working on feedback from children were implicit in the 

aims of the school, 1 ittle had been developed in the way 

of strategies for eliciting and reacting to feedback. 

Along with increased awareness and the use of feedbacK 

techniques, teaching adults could utilise the skills of 

affective teaching which have been developed into 

programmes by workers in this area: in Gordon's 'Teacher 

Effectiveness Training' (1970), or Bolton's work on 

'People Skills' (1979). 
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Options for the rebellious child 

Dale and Wilson offer a model which gives teaching 

adults and children a number of options for negotiation 

when rebellious behaviour occurs. School rules and 

guidelines would be made, clarified and implemented with 

the children; If necessary, sanctions agreed to by the 

children and adults of the community would be followed 

through. Teaching adults would be responsible for seeing 

that all children clearly understood what had been agreed 

together in the way of acceptable standards of behaviour 

and the consequences of infringement. Contracts would be 

made with the children about what they were willing to 

undertake with the teaching adults in order to attain and 

exercise the expectations, skills and competencies 

expected for them to achieve acceptable learning and 

behavioural outcomes. 

Teaching adults would need to be responsible and 

consistent about assisting children to reach their 

contracted goals. At times, teaching adults would need to 

give children 1 imited choices; sometimes it would be 

necessary to help children adjust to these limited options 

by allowing them to express and discharge their emotion 

and anger. Unjudgmental acceptance of the child but not 

of the behaviour would be an explicit assumption 

underlying interactions with the children. The use of 

physical activity, humour, reverse role techniques, 

written verbalisation of anger, taped verbalisation of 

anger and similar divergent, age-related activities, could 

be used to help children reach a point where it seemed 

appropriate and desirable to them that they should change 

1 1 0 
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their behaviour. They need to also feel confident that 

they possess the skills and competencies to make the 

required changes. 

The Dale and Wilson model fits within the context 

is compatible 

a 11 ows for 

with 

adults 

the 

and 

of social 

ph I 1 osophy 

ch I 1 dren 

conf l i ct 

learning theory and 

of the school • It 

to become aware of some of their options in 

simple enough that teaching situations and is 

adults can operate within it on a daily teaching basis. 

They can learn to stop and consider an appropriate 

response in any given conflict situation with the result 

that conflict situations between children, between adults, 

and between children and adults could more often end with 

satisfactory resolutions. The model offers four approach-

es: 

* Forcing 

* Withdrawal 

* Smoothing 

* Open confrontation 

(Dale & Wilson, 1982) 

The choice of option on any given occasion, may be 

determined by whether the person chooses to retain a 

positive relationship factor in the conflict situation, or 

to attain the specific goals desired at that time. By the 

use of planned discussion and selected and spontaneous 

role plays with the children, accompanied by careful 

modelling on the part of teaching adults, children could 

expect to develop the ability to identify their options in 

any given potential conflict situation and make informed 

choices about the behaviour they choose to enact. The 

Knowledge needed for teaching adults and children to 
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recognise the behaviour they were engaged in at various 

times, could be enhanced by the use of video to record 

various interactions in the school for later non

judgmental analysis. This is a tool that adults could 

accustom themselves to use and one that most children find 

a thoroughly appealing way to self-knowledge. 

Forcing, the first option In the model, often 

allows the goal to be achieved at the expense of the 

relationship. The goal is achieved giving a plus in the 

task oriented dimension but the relationship is harmed 

giving a negative result in the relationship between the 

people. Forcing is often seen by children as a natural 

and easy option If they are in a position to use authority 

and power but they also become aware that sometimes the 

authority and power rests with adults or other children 

and the consequences of their behaviour become negative 

for them on both goal and relationship dimensions. 

Withdrawal, the second option in the model, is a 

relatively simple and painless option for people and is at 

times an appropriate choice; particularly if the conflict 

is of no great significance and unl iKely to reccur. In 

such situations both the teaching adult and the child are 

likely to benefit from the use of withdrawal, allowing 

ehergy to be exp~nded on more positive issues. Withdrawal 

does not achieve much of anything; it is 1 ow in the 

achievement of goals and low in the achievement of 

positive relationships; its 

re 1 at i on sh i p at the 1 eve 1 at 

use may help sustain a 

which it already exists, but 

will not enhance it. The consistent use of withdrawal as 

a method of conflict resolution is not advantageous to the 

longterm pursuit of goals or relationships, although it 
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may satisfactorily be used to obtain a truce to allow 

conflict to pass and resolution to be attempted at a more 

favourable time. Children will often need to be taught 

the physical behaviours necessary for wi thdrawa.1, in order 

that after they have acKnowledged a conflict situation 

exists, they can successfully cue themselves to turn and 

walk away or otherwise redirect their behaviour, verbal 

and physical, away from the conflict arena. 

Soothing, the third option, may be characterised 

as a "bootl icking" or "doormat" type of response and is 

often not favoured because of the negative connotations 

inherent in such descriptions. However, smoothing may 

result in positive conflict resolution both in terms of 

the achievement of the desired goal and in terms of the 

maintenance of the relationship. Soothing may be a highly 

appropriate response to conflict, particularly when either 

party is in a state of stress or arousal, which is non

conducive to rational conflict resolution at that time. 

Long term use of soothing as a means of conf 1 i ct 

resolution is not 1 ikely to result in satisfactory goal 

attainment for the parties to the conflict and may result 

in a dependent relationship. 

Open confrontation, the fourth option, should lead 

the way to an honest relationship within which negotiation 

and resolution of the conflict issue is possible. If 

children can learn to openly acknowledge their anger or 

distress, without fear of a catastrophe ensuing, then the 

way to search for a solution to the conflict may be 

cleared. Children will need both to expect to have the 

capacity to express anger and distress in acceptable 

competent ways and to recognise and meet the needs of 
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other children and teaching adults, to acknowledge and 

express their own anger and distress. The management of 

the school environment would need to support the use of 

the conflict resolution model. 

Decision-.aleing and children in the school 

Incident taken from the anecdotal records of children 

observed. 

This record has been selected to examine the interaction 

between a teaching adult and a child who was particularly 

interested in maKing careful decisions - an interest that 

was shared by his parents. 

Child1 Rick, 7 years. 

Setting: Rick is sitting reading a science fiction 
book at a table in a small back room (of the school) which 
housed the 1 ibrary. It is late in the afternoon and the 
majority of the children are reluctantly involved in 
tidying up and packing equipment away. A teaching adult 
enters the 1 ibrary to see if it has been tidied. 

Teaching 

Rick: 

Teaching 

Rick: 

Teaching 

Ri ck : 

adult: 

adult~ 

adult: 

"Finished pack-up Rick?" 

11 But Rick II 

8 Hold It! That was the no - no I didn't 
make any mess today. Don't you want to 
hear about the yes?" 

Teaching adu1 t: 11 Yes. 11 

Rick : "Yes, I tidied up all 
Didn't you see? 11 

this 1 ibrar·y. 

Teaching adult: "It looks good. Floor's messy though." 
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Rick: "Yeah! But there's a 1 imit - that's the 
1 ittle Kids mess and it's yuK! Those 
booKs are now categor I sed." 

Teaching adult: "Categorised?" 

Rick: "Yeah, loo!< biggest to smallest. I 
thought of doing it easiest to hardest 
but they already have those dots on." 

Teaching adult: "True, they do. How about by subject?" 

Rick: "What's subject?" 

Teaching adult: "By what's i r1 them. Al though they 1 ook 
really good how you've done them. Very 
neat • " 

Rick: "They do don't they. So, what's better 
about doing them by subject?" 

Teaching adult: "Wel 1, i t"s easier to find the bool<s you 
want. Say you want to read only science 
fiction books this wee!< - you wou1d know 
they would all be on the same shelf. 
It"s mor~ convenient." 

Rick: "How do you do subject?" 

Teaching adult: "You Know. Al 1 the dinosaur books on one 
shelf; near them the other animal books; 
space books on a separate shelf sort 
of divided up according to what they are 
about." 

Rick: 

Teaching 

Rick: 

Teaching 

Rick : 

Teaching 

Rick: 

Teaching 

Rick: 

adult: 

adult: 

adult= 

adult: 

"Like the big 1 ibrary?" 

"Yes." 

"Were they 1 ike that before I did them?" 

"Well ••• yes .•• actually theywer-e. 11 

"I thought that was just lucKy. You 
should have told us better." 

"Did you?" 

I ,. 1 l do i t now • 11 

"Do what now?" 

"Put them all bacK Into subject - my 
choice." 

Teaching adult: "Rick it,.s 3.30. Your Dad,.s already here 
- he"s waiting for you. We could do it 
tomorrow." 

Rick: 0 No, now! Can I? If I see Dad first?" 
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"You may certainly ask Dad. What do 
need to check out to make a 
decision?" 

)'OU 

good 

Rick: "Al 1 the, issues." 

Teaching adult: "Yes, but what are they?'' 

Rick: 

Teaching adult: 

Rick: 

Teaching adult: 

"My needs and your needs - and I guess 
Dad"s. 11 

"Good boy. I t 's o. K • by 
around until 5.00. I have 
do." 

11 0. K. I ' 11 go and t e 1 1 Dad. 11 

me. I' 1 I be 
some wor-k to 

"I thought 
his needs. 
somewhere. 
afternoon. 11 

you were going to check out 
He might have to go 

He's often busy in the 

Rick: "I ' ll ask him. If he's rushing he can 
come, bacK for me 1 ater." 

Teaching adult: "Maybe he can. 11 

Rick: "Yeah! M~ybe. I'll check it out. You 
get all the books on to the table." 

Teaching adult: "Rick, I'll be here but not in the 
library. Remember? I told you I had 
work to do - I have other commitments." 

Rick: "Oh! So I 'm on my own • " 

Teaching adult: "Looks 1 i ke it." 

Rick: 

Teaching adult: 

Rick: 

"Tomorrow I cou 1 d get he 1 p?" 

"For sure. 
and other 

I'll have some time at 11.00 
adults and kids might be 

i r,ter-ested." 

"1"11 go and see Dad. 
help me we'll do it now 
he,'s rushing or com -
I'll do it tomorrow with 
If he wants to. O.K?K 

If he wants to 
- together • If 
committed too, 
YOU and Vic. 

Teaching a.dult: usounds 1 ike a good decision to me. Good 
thinking Rick!" 

Rick and his father, after lengthy negotiation and 

r·eschedu 1 i ng of the afternoon's commitments, agreed to 

wor-k in the 1 ibrary until 5.00 that evening. They 

completed the work over the next two weeks. Rick took a 
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great interest in the project and a concerned and active 

part in teaching other children how he had rearranged the 

library and how they could use it. With his father~s help 

Rick devised labels, which were very child-centred and 

attractive, for the various sections of the 1 ibrary and 

his categories turned out to be relevant to the manner in 

which the other children perceived subjects to be related, 

Children who worked within a social learning 

framework would learn to make agreements and to contract 

to meet their needs and obligations in an aware and 

realistic manner, They should be able to look at both 

their own personal needs and the needs of others to work 

with a teaching adult to question, clarify, discuss 

issues, seek information and decide between alternative 

courses of action. In cases where the child lacks the 

expectancies or competencies to achieve a desired outcome, 

the teaching adult would intervene to Increase realistic 

expectations and provide the information or skills and 

competencies necessary for the child to complete the task. 

As the chi 1 dren 1 earn to be equa 1 participants in 

decisions affecting their actions and learning, their 

expectancies and motivation can be maintained at high but 

realistic levels. 
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Chapter 7 

CURRICULIJ"1 

A large section of this study is devoted to 

curriculum. It is subdivided into five sections which are 

presented as follows: 

A Expectancies and goals in the alternative 
school curriculum; 

B Basic 
school 

skills competencies in the alternative 
curriculum; 

C Lifestyle values in the alternative school 
curriculum; 

D Equal opportunity 
alternative school 

for girls and boys in 
curriculum; 

E Co-6perative learning in the alternative 
school curriculum. 

School curriculum in the ACT 

The definition of the school curriculum used in 

this study is taken from the definition of curriculum used 

by the ACT Schools Authority: The curriculum is all the 

learning which is planned and guided by the school, 

whether it is carried on in groups or individually, inside 

or outside the school; it involves concern with "the 
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mora 1 , intellectual, emc,tional, physical and social 

developm&nt of the pupil". I t includes "the r-o 1 e, of the 

school, the teacher and the pup i 1 , the approach to 

education, the structuring of the learning processes or 

material, the division and se 1 ec ti on of material, the 

evaluation of achievement - a 11 of these underlaid by a 

clearly defined educational purpose 11
• ( Guidelines on 

Relationships within the Education System, 1974:15-56) 

The education programme of the school is the 

documentation, in a formal and comprehensive statement, of 

the learning exper-iences planned by a school and its 

community for its students. The curriculum and programme 

of the school, reflect the school community ✓ s views on the 

nature of persons and society, and an understanding of the 

nature of knowledge - both theoretical and practical - and 

how it is learnt. In The Co-Operative School these views 

are framed within the community;s view of the child and 

society and are open to change and reflection. This view 

of learning, contained in the school philosophy needs to 

be embodied in a school education programme: it is to the 

consideration of some of the issues involved in the school 

curriculum and programme that the following section of 

this study is directed. 

Within the underlying principles of curriculum 

practice set out by the ACT Schools Authority each school 

Is given the responsibility for developing its own 

emphasis and programmes within the broad framework of The 

Guiding Principles and Aims of the ACT Schools Authority, 

The rationale for the localization of curriculum decision

making is as follows~ 
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* The school is best placed to decide how to 
cater for the variety of needs and interests 
of its own students; 

* the school;s responsiveness 
depends upon its freedom to 
cur-riculum; 

to its community 
build up its own 

* opportunities exist for the community, 
parents, teachers and students to be involved 
in curriculum planning; 

* the staff of a school is in the best position 
to determine the optimum use that can be made 
of a school~s resources and teacher 
expertise; 

* people implementing the curriculum are those 
who have devised it and are more 1 iKely to be 
fully committed to the decisions made; 

* the school is able t o be directly accountable 
to its community. <The Guiding Pr-incip1es and 

Airns of the ACT Schools Authority of 1973) 

The Co-Operatiye School curriculum 

In the case of The Co-Operative School the 

guidelines allowed the school to develop curriculum and 

programmes in the form of guidelines which were non-

prescriptive. The school philosophy indicates some 

directions in which educational aims could be developed 

and these can be compared with the educational directions 

of more traditional schools: 

TRADITI CNAL CLASSROCl1 

Philosophy: 
Oriented toward group and 
teacher-directed activities, 
education of the senses, 
formation of habits; 
learning school-related skills; 

Act iY i ties: 
group and teacher directed, 
concern is for the welfare 
of the group; 

CO-OPERATIVE CLASSROB-1 

Oriented towards free
play creative express-, 
-ion social skills, 
indi v idual growth, 
decision-making; 

major concern is for 
Individual differences, 
original expression, 
well rounded person-
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Curriculwn Planning: 
work and materials set up by 
teacher around an organised 
structured programme with 
specified outcomes or 
products expected; 

Rules: 
firmly established rules; 

Children: 
dependence on teacher, 
task-oriented, 
group-oriented; 

Discipline: 
control expected over 
impulses and expression 
of feelings; 
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-al ity; 

themes and work are 
organised with the 
development and 
motivation of the child 
in mind, based on 
interest and curiosity 
of the child; 

rules tend to be 
flexible, often made by 
children, tolerance for 
testing rules; 

children encouraged to 
work independently, 
or co-operatively; 

expression of feelings 
welcomed and expected. 

The curriculum of an alternative school would be expected 

to encompass the values of the co-operative classroom. 

Effect of deYelopmental learning on the curriculum 

Children are able to act with deliberation, skill, 

judgement and expressive concern, which are shown in their 

patterns of thought and action regardless of the severe, 

but not necessarily inhibiting, 1 imits set by their own 

immaturity. Armstrong in his book on closely observed 

children of eight years of age in a moderately open 

learning environment suggests that children are involved 

in the expressive purpose and this requires them to 

acquire fundamental sKills and to acquire appropriate 

Knowledge. He states it thus: 

"Children's intellectual 
dissimilar in this respect 

concerns are not 
to those of more 
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mature thinkers. From their earliest acqu
aintance with the various traditions of human 
thought, with literature, art, mathematics, 
science and the like, they struggle to maKe 
use of these several traditions, of the 
constraints which they impose as well as the 
oportunities which they present, to examine, 
extend and express in a fitting form, their 
own experience and understanding." (Armstrong, 
1980:129) 

Armstrong sees this process not as a spontaneous or innate 

flowering of the child which occurs independent of 

context, but rather as a development from the child ✓ s 

absorption in subject matter and the quality of the 

environment the teaching adult prepares and sustains, 

Children ✓ s understanding grows through their actions and 

successive attempts at appropriation from task to task 

over weeks, months and years. 

To the extent that developmental learning forms a 

substantial part of the basis for teaching children in the 

early childhood age group it is necessary to looK at the 

consequent implications for the teaching process. The 

following model by Holdaway encompasses the beliefs that 

supported much of the interaction of teaching adults and 

children in the school. It forms a sound basis on which 

to provide for the early developmental needs of children 

and one which can be made more effective when used in 

conjunction with a soc I a 1 learning perspective. 

Children~s learning, thought and action, may be 1 imited 

but they are not necessarily inhibited by their level of 

maturity and emphasis can best be put on their ability to 

deliberate, to use skills and judgment and to express 

concerns: 

* the l ear·n i ng begins with immersion in an 
environment in which thE- ski 11 is being used 
in purposeful ways; 
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* r-eadiness is timed by the inter-nal 'clockr of 
the 1 ear-ner-; 

* the environment is an emulative r-ather- than 
an instr-uctlonal one, pr-oviding lively 
examples of the skill in action, and inducing 
tar-geting activity which is per-sistently 
shaped by modell Ing and by reinforcement; 

* r-einfor-cement contingencies, both intrinsic 
and ex tr- Ins i c, approach the Idea 1 of 
Immediate rewards for- almost every appr-oxim
ation r-egar-dless of the distance of the 
initial response fr-om the perfect 'cor-rect' 
response; 

* bad approximations those moving away fr-om 
the desir-ed r-esponse - are not reinfor-ced; 

* what aspect of the task will be practised, at 
what pace, and for ho'1J 1 ong is deter-mined 
largely by the learner-; practice occurs 
whether- or not the adult is attending, and 
tends to continue until essential aspects of 
the task are under comfortable, automatic 
control; 

* the environment is secure and supportive, 
providing help on call and being absolutely 
free from any thr-eat associated with the 
learning of the task; 

* development tends to pr-oceed continuously in 
an orderly sequence mar-ked by considerable 
differences from individual to individual. 
(Holdaway, 1979) 

A: EXPECTANCIES AND GOAiLS IN THE ALTE~TIVE SCHOOL 

CURRIClLt.11 

Issues of motivation and self-efficacy 

The question of how to motivate children to 

appr-opr i ate 1 ear-n i ng and hot,.• to assist them to set sub

goals and goals in order- to attain skills and competencies 

is of fundamental importance to the teaching adult within 
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the school environment. Bandura postulates a relationship 

between the growth function of self-efficacy and the 

growth of interest; he posits a temporal lag between newly 

acquired self-efficacy and growth of interest in disvalued 

or disliked activities wherein increased interest 

emerges later 

atlve pattern 

than perceived self-efficacy. An altern

which Bandura considers is a thres~ old 

notion wherein moderately high self-efficacy is required 

to generate and sustain interest which is not much 

affected by variations above or be 1 ow the thres'n old 

level. Thus a very confident self assured person may find 

some activities unchallenging and uninteresting. He 

suggests that both temporal lag and thres h old effects 

operate in the developmental process, with both strength 

and optimal level of perceived self-efficacy correlating 

with intrinsic interest though he notes that the 

thres h old notion yields more consistent positive 

relationships. (Bandura, 1982:134; Bandura & Schunk, 1981; 

and Schunk, 1981) 

Perceived self-ine~~icacy, ~utility and despondency 

The issue of perceived self-inefficacy, its 

relationship to futility; to despondency and to behaviour, 

is of relevance to the performance of children in school. 

Children may stop trying in the learning situation 

because they do not think they can do what is needed or 

because although they feel competent they expect the 

environment to be unresponsive, negative or punitive. 

Thus there are two sources of futility with different 
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origins and requiring different remediation within the 

school setting. Bandura comments on remediation: 

"To change efficacy-based futility requires 
development of constituent competencies and 
strong percepts of self-efficacy. In contrast 
to change outcome-based futility necessitates 
changing the social environments so that 
people can gain the benefit of the 
competencies they already possess 11

• (Bandura, 
1981 I 140) 

Perceived self-inefficacy, futility and despond

ency are effected by the inability to influence events and 

social conditions that significantly effect the 1 ife of a 

person. Therefore children who are feeling anxious and 

experiencing feelings of futi1 ity and despondency may give 

up trying because of doubt that they can do what is 

required; or they may be confident of their competence but 

cease to try because they do not feel that their efforts 

will produce any results, seeing the environment as 

unresponsive, negative or punitive. Of the two judgmental 

sources of futility, Bandura states that in order to 

change ef_f i cacy based fut i l i ty, the development of 

constituent competencies needs to accompany strong 

percepts of self-efficacy, whereas to alter outcome based 

futility requires a change in the social environment so 

that people see themselves acquiring the benefits of the 

competencies they have. The child who has a high sense of 

personal efficacy and is performing in an environment that 

is responsive and gives appropriate rewards, has her or 

his sense of attainment strengthened. The child who has 

high self-efficacy but operates in an unresponsive 

environment where outcomes are unfavourable, may work 

har-de,r and also attempt to change environmental 

constraints; the child who has low efficacy will most 
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1 ikely give up very quickly when efforts produce no 

results. 

The judgement of self-efficacy 

Bandura looks at the question of whether the 

making of self-efficacy Judgements can in itself affect 

performance by creating public commitment and pressures 

for consistency. He states that research on the reactive 

effects of efficacy assessment shows that performance and 

fear arousal are the same regardless of whether people do 

or do not make prior self-efficacy judgments. People;s 

performances are not affected by whether they make their 

self-efficacy judgments publicly or privately. When 

people expected to have their public statements about 

self-efficacy examined they made conservative self 

appraisals and these resulted in discordancy between 

efficacy statements and action. Bandura concluded that: 

"Vel"idical self appraisal is thus best achieved under· test 

conditions that r-educe social evaluative factors." 

<Bandura, 1982:124) 

Bandura ✓ s current research leaves us with a model 

of self-efficacy theory which is an examination of the 

dynamic interplay among self-referent thought, action, and 

effect. Self-referent thought is examined by analysis of 

specific self-percepts of efficacy which can vary across 

activities and situational circumstances. His work on the 

.judgement of self-efficacy from er,ac ti ve information shows 

that this is an inferential process in which the 

ind i Vi dual evaluates and integrates the relative 
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contribution of personal and situational factors. Self

percepts of efficacy may exceed, match or remain below 

enactive attainments; depending on how they are appraised. 

In the efficacy induction process, mastery tasKs were 

presented in a standard hierarchical order and not varied 

with the individual ✓ s changes in perceived efficacy. Thus 

self-percepts corresponded closely to performance tests. 

Bandura summarises the individual ✓ s reaction to treatment 

thus: 

u1n preliminary explorations of the cognitive 
processing of enactive experiences, people 
register notable increases in self-efficacy, 
when their experiences disconfirm misbel iefs 
about what they fear and when they gain new 
skills to manage threatening activities. They 
hold weak self-percepts of efficacy in a 
provisional status, testing their newly 
acquired Knowledge and skills, before raising 
JuMgments of what they are able to do. If in 
the course of completing a task they discover 
something, that appears intimidating about the 
undertaking, or suggests 1 imitations to their 
mode of coping, they register a decline in 
self-efficaciousness despite their successful 
performance. In such instances apparent 
successes leave them shaken rather than 
emboldened. As they gain increasing ability 
to predict and to manage potential threats, 
they develop a robust self assurance that 
serves them w.e-11 in mastering subsequent 
challenges." <Bandura, 1982:125) 

Bandura further tested the causal contribution of 

perceived self-efficacy to action in research in which 

different levels of self-efficacy were created vicar-

iously. Individuals observed coping strategies being 

modelled but did not themselves execute any actions. The 

model displays emphasised predictability and control

ability. Predictability was demonstrated as modelling of 

likely behaviour of feared objects and was seen to reduce 

stress and increase preparedness in coping with threats. 

( Aver i 1 1 , 1973; Miller, 1 981 ) • Control ab i 1 i ty was 
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demonstrated as modelling high}y effective techniques for 

handling threats in various situations. Bandura found in 

this vicarious induction of perceived self-efficacy that 

the higher level of perceived self-efficacy produced the 

higher performance attainments. The combined results of 

research support the thesis that self-percepts of efficacy 

operate as cognitive mediators of action; a microanalysis 

of efficacy action congruences revealed performances in 

1 ine with self-percepts of efficacy on individual tasks. 

Overall, individuals successfully undertook and fulfilled 

tasks which they perceived they could do and either did 

not attempt, or failed, tasks which were beyond their 

perceived capability to cope. 

Bandura's social learning view states that all 

judgements of sell-efficacy come from information received 

from performance attainments, vicarious experiences of 

observing the performances of others; verbal persuasion; 

and similar sor-ts of social influence and that individuals 

have physiological states which influence their judgment 

of their own capabilities, strengths and vulner-abil ity. 

He further states: 

"Enactive attainments provide the most 
influential sour-ce of efficacy information 
because it can be based on authentic mastery 
experiences. Successes heighten perceived 
self-efficacy, repeated failures lower it; 
especially if failures occur early in the 
course of events and do not reflect lack of 
effort or adverse external circumstances." 
( Bandur-a, 1982) 

The factors Bandura sees affecting efficacy appraisal are 

as follows: 

"Efficacy appraisals ar-e partly influenced by 
vicarious experiences. Seeing similar others 
perform successfully can r-aise efficacy 
expectations in observers who then judge that 
they too possess the capabilities to master 
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comparable activities. By the same toKen 
observing others who are perceived to be of 
similar competence fail despite high effort 
lowers observers' judgments of their own 
cap ab i l it i es." ( Brown & I nouge, 1978) 

u ••• modelling displays convey information 
about the nature and predictability of 
environmental events. Compete-nt models also 
teach observers effective strategies for 
dealing with challenging or threatening 
situations." (Bandura, 1982:127). 

Verbal persuasion is widely used to get people to 

believe they possess capabilities that will enable them to 

achieve what they seek. Although social persuasion alone 

may be 1 imited in its power to create enduring increases 

in self-efficacy, it can contribute to successful 

performance If the heightened appraisal is with in 

realistic bounds. Persuasive efficacy influences there

fore have their greatest impact on people who have some 

reason to believe they can produce effects through their 

actions. (Chambers & Murray, 1979a, 1979b) To the extent 

that persuasive boosts in self-efficacy lead people to try 

hard enough to succeed, such influences promote 

development of skills and a sense of personal efficacy. 

People rely partly or, information from their 

physiological state in Judging their capabilities. They 

read their visceral arousal in stressful and taxing 

situations as an oMit, ous sign of vulnerability to 

dysfunction. High arousal usually debilitates performanc~ 

people are thus more inclined to expect success when they 

are not beset by aversive arousal than when they are tense 

and viscerally agitated. In activities involving strength 

and stamina, people read their fatigue, aches and pains as 

indicants of physical inefficacy. Bandura stresses the 

importance of cognitive appraisal of efficacy information 
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and states that in enactiue, vicarious, persuasive or 

physiological information, people attend to different 

types of cues as Indicators of personal efficacy and use 

Inference rules to integrate efficacy information from 

different sources. (Bandura, 1981) The higher and 

stronger the level of self-efficacy, the more persistent 

and the greater the gain in performance. Bandura found 

that enactive mastery produced the highest, strongest, and 

most generalised increases in coping efficacy. 

Factors which lessen the relationship between self-

ef~icacy and action 

Bandura states that influences that come from non

performance modes (vicarious and symbolic sources), and 

provide no behavioural information, still strongly affect 

individual ✓ s perceived self-efficacy and consequently how 

much effort they will put into given activities. The 

judgment an individual has of her or his capabilities 

influences what activities are chosen to follow and the 

rate of acquisition of skills. When mastery of 

performance is accomplished self-efficacy may be further 

enhanced. The strength of the relationship between self

efficacy and action can be le$sened by the following 

factors: 

* Faulty self knowledge; 

* an incorrect judgment of what the task 
requires; 

* unpredicted constraints that arise in the 
situation; 
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* some disincentive to act in the situation 
regardless of perceived self-efficacy; 

* an inadequate assessment of performance; 

* some new experiences which occur between 
expressed feelings of self-efficacy and 
action which prompt a reappraisal of self
eff i cacy. 

It is not by will power that influence is exerted over 

one's behaviour but by the exercise of self-regulatory 

capacity which requires the effective, self-assured use of 

tools of personal agency. Children who have the sKi11s 

and the assurance to cope efficaciously can use this 

potential to succeed in high risk situations; when they 

suceed they are further strengthened in self-regulatory 

efficacy. Children who have poor coping sKills, which 

are 1 ittle developed and used, may, because of lack of 

be1 ief in their efficacy, relapse further into pervasive 

self-regulatory inefficacy. 

The effect of rewa~ds and incentives on self-efficacy 

The belief of the school community that social 

environments greatly affect what children may do is 

theoretically supported in the work of Bandura and 

associates. The social environment may assist a child to 

behave optimally or may place negative constraints on the 

child. Further, the way the child perceives her or his 

environment depends to a large extent on how efficacious 

the child is within the school environment. The issue of 

cultivating intrinsic interest through development of 

self-efficacy is important, Children often need to 

develop an interest in activities in which previously they 
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have had no interest, skills or perceived self-efficacy. 

Some research has su99ested that positive incentives used 

to promote such change are likely to further reduce 

interest in the activity. The writers of the research 

stating that extrinsic incentives decrease interest by 

weaKening competency drives or by shifting causal 

attributions for performance from internal motivators to 

external rewards. <Deci, 1975; Leppert & Greene, 1978) 

Bandura comments that the results of research show 

that rewards can increase interest in activities, reduce 

interest or have no effect. <Bates, 1979; Kruglanski, 

1975; Lepper, 1980; Ross, 

that it is important to 

1976) Bandura makes the point 

distinguish between whether 

incentives are used to manage performance or to cultivate 

personal efficacy. The effeets of giving extrinsic 

rewards for performance can be overridden or altered by 

factors such as the level of pre-existing interest and 

ability, the magnitude and salience of rewards, the type 

of activity being undertaKen, the degree of reward 

contingency and the social messages which accompany the 

reward. In regard to the cultivation of interest and the 

growth of self-percepts of efficacy, it is of interest to 

ascertain whether incentives for performance Increase 

them. (Bandura, 1982:1:33) 

Bandura suggests that interest grows from 

satisfactions which come from fulfi 11 Ing internal 

standards and from perceived self-efficacy gained from 

performance accomplishments and other sources of efficacy 

information. The ways in which incentives for task 

maste-ry contribute to the growth of 

efficacy appear to be: 

interest and self-
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* To foster performance accomplishments; 

* to gain Knowledge and skills that lead to 
fulfilment of individual standards and 
desires and contribute to personal efficacy; 

* to succeed in challenging performances 
confirming existing competency. 

Incentives would appear to assist people in higher 

standards of performance, in which they mobilise high 

effort, consolidating existing competency and achieving 

better results. When performance results are not readily 

seen rewards help impart information about efficacy and 

competency. When individuals are confused about their 

levels of self-efficacy and competency, or find it 

difficult to evaluate their performance, social 

information on the quality of competent performances can 

be used as a basis for the reward; thus the competent 

performances are perceived as the reason for the rewards, 

rather than the rewards being seen as the cause of 

competent performance. (Bandura, in press) 

Some research work shows that it appears positive 

incentives promote, maintain and increase interest when 

they enhance or authenticate personal efficacy. Interest 

declines 

activities, 

when people are rewarded for 

irrespective of how well 

undertaking 

they perform. 

<Karniol & Ross, 1977; Boggiano & Ruble, 1979; Ross, 1976) 

A large extrinsic reward for competence appears to cause a 

greater increase in interest in the activity. <Enzle & 

Ross, 1978) An incentive given for undertaking a task, 

rather than for performance mastery, will raise interest 

in the tasK if engagement in the task provides information 

about personal competency. (Arnold, 1976) A material 

reward given for each tasK completion is enhanced if it is 
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accompanied by self-verbalization of competency. <Sagot

sky & Lewis, 1978) 

The effect of goal-setting 

self-efficacy 

and self-eYaluation on 

Social learning theory posits an impor-tant 

cognitively based source of motivation which operates 

thr-ough the intervening pr-ocesses of goal setting and 

self-evaluative reactions. This self-motivation involves 

internal comparison processes and requires the existence 

of personal standards against which to evaluate 

performance. Individuals create self-incentives for their 

efforts by making self-satisfaction conditional on a 

certain level of performance mastery. Bandur-a puts it 

this way: 

11 Sel f-mot i vat ion is best summoned and 
sustained by adopting attainable sub-goals 
that lead to large future ones. Whereas 
proximal subgoals provide immediate ince-ntives 
and guides for action, distal goals are too 
fa,-. removed in time to effectively mobilize 
effort or to dir-ect what one does in the here 
and now. Proximal goals can also serve as an 
important vehicle in the development of self
percepts of efficacy. Without standards 
against which to measure their performance, 
people have 1 ittle basis for judging how they 
are doing or for guaging their capabilities. 
Subgoal attainments provide clear markers of 
progress along the way to verify a growing 
sense of self-efficacy." (Bandura, 1982:184) 

Proximal goals contribute to enhancement of 

interest in activities as aims are achieved and the 

desired level of performance mastered, thus giving the 

experience of satisfaction and bu i 1 ding intrinsic 

interest. Whereas per-formance measured against distal 
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goals may lead the same accomplishments to 

disappointing in compa~ison with desired long term 

achievements, interest may be squashed regardless of 

competency skills being present. The important component 

in motivation appears to be a sense of personal efficacy 

in mastering tasks rather than self- perceived inefficacy 

in performance competence. 

Within a community school such as The Co-Operative 

School it is necessary to see that the moves children make 

towards skills and competency achievement are rewarded. 

Children need to expect that sucessful outcomes will be 

rewarded and that the social 

appreciate their achievements; 

system is geared to 

in this way they may 

develop a strong sense of self-efficacy within a 

responsive environment. If they feel the environment is 

unresponsive and no rewards are received, they may feel 

resentment and wish to protest. I t is important that the 

children feel they can shape the environment to meet their 

needs; where they feel situational factors are undermining 

their sense of self-efficacy, they may not use the 

knowledge and skills they possess and will develop an 

unwarranted sense of incompetence. Highly confident and 

competent children may undermine confidence in other 

children and new and strange tasks may engender fear and 

obscure for the child the elements of the task with which 

they could cope, thus affecting their choices and the 

amount of effort and persistence they bring to skills 

learning. 
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The effect of self-efficacy on curricu1u,n content and 

pr-ogranmes 

The intervention of the teaching adult in the 

environment of the child creates a pattern of reciprocal 

influence as they participate in shared experiences 

within the school world. This interaction is germane to 

the expectations, competencies and behaviour that the 

child will form, develop and exhibit in her or his growth. 

Some needs will be internal products and others will 

develop as the child experiences the world. The 

interventions of the teaching adult in the construction of 

the child's environment is thus a crucial factor in 

development. Given that any teaching interventions can be 

used either to inhibit or promote the desired behaviours 

in the children a theoretically sound set of teaching 

strategies, from which to trial and implement curriculum 

change, nee-ds to be dr-awn up. 

In the process of creating the environment of the 

school, the teaching adults attempt to create positive 

learning situations; situations that involve the 

mean i ngfu 1 1 earn i n9 of existing kn owl edge. It is p 1 anned 

that the children wi 11 1 earn some data, facts, ski 1 ls, 

concepts, or problem-solving strategies, and that they 

will use those skills, facts or concepts in a meaningful 

way - perhaps to explain what has been learnt, to solve a 

problem, to carry out a tasK, or make a judgment. The 

question of what the teaching adults intend to accomplish 

in interactions with the children, draws attention to the 

basic question of why the content of the curriculum is 
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chosen. This is an issue on which the school communit y 

must constantly draw together to decide the answer - based 

on social, economic, cultural and personal development 

philosophies. Once the decision on what constitutes 

curriculum content is made, teaching adults need to 

ascertain that the effects of their teaching interventions 

with the chi 1 dren are related to intended aims and 

objectives. 

The amount of Knowledge and sl< i 11 s which could 

form part of the curriculum content is enormous and j t is 

only by helping chi 1 dren learn how to learn, how to use 

their initiative, how to participate, and how to use 

individual and group strengths that they will be able to 

participate in the complex network of our society. The 

most diverse learning environments will be needed to 

provide for individual students to achieve their personal 

identity and to participate in groups. Within the 

curriculum the basic process and the teaching content must 

combine to provide the child,,.,,; th an experience that she 

or he can understand and assimilate in a cumulative 

process which increases Knowledge and thinking processes 

year by year, 

The teaching adults need to be aware that a 

mistake or an error is not necessarily a random event but 

is a source of information as to the way the child 

operates and to her or his levels of maturity and 

cognition, A child in the early childhood age group may 

be capable of managing and co-ordinating motor responses, 

mastery of oral language, ability to internal i ze actions 

to inner representations or images (such as those commonly 

used for language), and of organising inner represent-
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ations into concepts and operations that relate directly 

to the real world. However, without motivation to use 

these skills and an expectation of success in the use of 

them, skills may not be seen in the child's performance. 

When the child is placed with.in a decision-making or 

social context, she or he will consider the Information 

that comes from the situation and also any inhibiting 

factors that have come from previous learning. The beliefs 

and expectancies thus formed will greatly affect the 

resultant behaviour and performance. 

Expectancies children hold about their competence 

Incident taken from the anecdotal records of children 

observed 

The following anecdote is chosen to demonstrate 

the effect that the process of self-expectation exerted on 

the children and to examine a continuing problem that was 

faced by the school community when it encountered 

children, who failed to learn basic skills of reading and 

writing, at a rate similar to the age/grade level of their 

average, non-alternative school peers. 

Child: Jamie, 8 years. 

Setting: Basic skills 9r·oup time; children are 
settled at tables outside under the trees. Jamie is 
seated at a table with five other children aged 9,8,8,7,7. 
He is leaning back happily talking to his friend, who is 
occupied writing. 

Jamie: "t,.Jr i te more about when we saw the ducks. 
Say how they flew away and how we;re 

scared they won;t come back to their 
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home now the builders ar-e coming. 
Have you put that? 
Good~ 
Put how we don't think they should be 
allowed to build in the bush. 
Put we're going to have a protest. 
A ,.Kids Save The Ducks' protest. We,.ll 
go on our- bikes and have a banner, 
,.Ducks Not Buildings~ no ,.Ducks 
Frightened Away By Ferocious Bu11-
dozer-s .... 
Have you got that?" 

(His f,-.iend wr-ites diligently.) 

Teaching adult: "Jamie, come and write down some of your
st or· y w i th me. 11 

Jamie: "It isn't a stor-y! I t"s real! They 
real 1 y ar-e dr· iv i ng the ducl<s away. 11 

Teaching adult: "I Kno1,1..1. It,.s sad. Come and write it 
down - we could send it to the Canberra 
Ti mes." 

Jamie: "Could 
gr-eat!" 

we? On the front page? Oh 

Teaching adult: "Come and write it down. 1"11 help." 

Jamie: "I can't lJ..•r-ite." 

Teaching adult: "Of course you can. Just begin." 

Jamie: "No. I car,'t. Sammy said I couldn ,. t. 
She said I"m dumb and 1 ✓ 11 be in 
Kindergarten at proper school so I'm 
not going to write when I go. 11 

Teaching adult: "Who's Sammy?" 

Jamie: 11 She'"s in my grade at proper school. I 
don't want to go. I can'"t do hard work. 
I want to stay here and play.a 

All the children at the table are now 1 istening. 

Teaching adult: 11 You worl< here - I see you work. 11 

Child 1: "I can write properly - Just not fast." 

Teaching adult: "So can Jamie." 

Jamie: 

Teaching adult: 

"I can't. You can't read what I 
Nana says I'm a bit academically 
but I'm a good cook; 1 iKe my 
Cool<s don,.t have to wr-ite. 11 

wr- i t e. 
slow, 

Aunty. 

"You,.re not slow. 
th i nl<er-," Moves 
"Here we go - now 
your- writing." 

You,.re a ver-y clever 
over beside Jamie. 
we will begin to do 
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Jamie: 11 Do I have to?" 

Teaching adu1t: "Yes. We will do this letter to the 
Canberra Times before fruit time." 

Jamie writes with the help of the teaching adult for 
twenty minutes. He is in an amicable frame of mind and is 
applying himself well to the tasl< in hand; he makes 
positive comments about his work as he goes along. After 
he has comp} eted one short paragraph it is wel 1 into the 
time allocated for fruit break. The work he has done is 
ha.rd to read for anyone other than himself and the 
teaching adult working with him. His letters are ill 
formed, he uses a mixture of upper and lower case letters, 
there are many incidences of missing words and many cases 
of reversals. 

Jamie: "I've CA.•orked a long time now. Can I go 
to ✓ fruit time'? I've worked as long as 
the others did." 

Teaching adult: "Yes, you can Jamie. I'll get this ready 
to go to the Canberra. Times." 

Jamie: "Garbage! You can"t send that. No one 
could read it. Get Jack's. It's great, 
real writing - send his. I'll make the 
banners for those builders to get the 
message. Can I use the paint now?" 

Teaching adult: "Sure- can Jamie. How about having your 
fruit fir-st?" 

This incident illustrates how this par-ticular child's 

sense of self-efficacy affected his level of motivation 

and performance level of competency in this situation and 

indicates how his sense of self-efficacy is 1 ikely to 

affect his adjustment to tr- ad i t i on a 1 , mainstream 

education. The need for children from the school to 

transfer to the traditional education system brought up 

the issue of transition from The Co-Operative School which 

needed to be attended to by the school community. 
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B: BASIC SKILLS C01PETENCI ES IN THE ALTERNATIVE 

SCHOOL CURRICULU1 

Reading skills in the alte~native schooJ 

The systematic teaching of reading and writing in 

an alternative school posed some problems; children who 

are used to making choices which suited their immediate 

needs and involved them in worthwhile pursuits were not 

always attracted to the skills of reading and writing. 

For children who learnt readily this was not a great 

problem, they picked up the skills of reading and writing 

in the time they spent on them and were then reinforced by 

the use those skills were to them and by the encouragement 

given by teaching adults. Nevertheless, for some of the 

children in The Co-Operative School during these years 

their reading and 

months behind that 

alternative school 

writing skills remained some 12-24 

of their age/grade peers in the non

system. There were too many other 

attractive things to do and insufficient time was spent on 

reading and writing to facilitate rapid progress. 

Within The Co-Operative School this was not a 

great problem. Although societal expectations with regard 

to 1 iteracy impinged on the children ✓ s self-expectations 

of competence, it was generally accepted by members of the 

community that reading was not learned competitively and 

that there was no conclusive evidence on a cr i tical age 
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for chi 1 dren to learn to read. Where i t became 

disconcerting for parents and a psychological trauma for 

children, was when the outside society impinged on their 

learning seeing a so-called reading lag as a precursor to 

educational failure. It was hard to resist such pressure 

and continue to aim for all children to progress naturally 

towards fluent reading; particularly when the spectre of 

transition to a traditional school grade three class, at 

approximately age nine years, approached. 

Of the fourteen children observed for the purposes 

of this study, it is of inter·est to E.>xamine the position 

they were in, with regard to basic skills acquisition at 

the time of their transition from the school to the 

age/grade classroom of the traditional education system. 

The following situation occurred in the area of reading: 

* Five children (approximately 35%) were placed 
in remedial reading classes for varying 
amounts of time; 

* three children (approximately 211/.) 
adequately with the academic part of 
day in a mainstream class; 

coped 
their 

* three children (approximately 211/.) coped 
extremely well with the academic part of 
their day in a mainstream class (probably in 
the top ten per cent>; 

* three children (approximately 21½) went on to 
private alternative education within the ACT 
or interstate where they encountered an 
approach to reading tuition similar to that 
which they were used to. 

The three children who went on to further alternative 

education would also probably have been classified as 

remedial readers had they gone on to traditional ACT 

mainstream third grade classes. This information is 

obtained from ongoing 1 iaison with the children, their 

parents, their new teachers and ACT guidance and 
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counsel} ing personnel. Small though this sample of 

children is, the percentage of children ending up in third 

grade as remedial readers would have been similar for 

children leaving the school 

unduly high. 

in following years and is 

Children who have difficulty in acquiring the 

skills, concepts, and competencies appropriate to their 

age potential, are often seen as learning disabled within 

the traditional school system; their underachievement is 

a problem in a system which is locKed into age/grade 

progression. Children who are seen as having learning 

disorders are those who have a marKed discrepancy between 

a measure of personal potential and present performance. 

(La Monte Ohlson, 1978) 

Literacy 

education 

as a problem in transition to mainstream 

It was difficult for the school community to 

accept that the fact that the children had more freedom to 

choose their own activities, in some instances meant that 

they were seen as under-achieving in academic areas, when 

judged comparatively with their peers in traditional 

mainstream education on an age/grade basis. Such children 

were often inappropriately labelled as remedial or 

learning disabled after their transition from the school 

to the traditional stream of education. A further problem 

arose when the teaching adults failed to realise that 

where children with adequate intelligence, sensory 

process, and emotional stability were not learning, there 
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existed the possibility of specific deficits in 

perceptual, integrative or expressive processes. Children 

who needed sequential, structured teaching input and a 

sustained period of time on an activity in a quiet 

environment, were not always adequately catered for by the 

choices they made, or the environment the school provided. 

The choices facing the school community were as follows: 

* To allow the children to run the risk of 

* 

being place-d in remedial classrooms on 
transition to mainstr·eam education; 

to allow the children to run 
being inappropriately labelled 
disabled or learning disordered 
to mainstream education; 

the risK of 
as learning 

on transition 

* to prepare the children more efficiently in 
age/grade related 1 iteracy skills; 

* to establish an alternative learning environ
ment for children from nine to fourteen years 
to f i 11 the existing gap in the ACT 
alternative educational system between The 
Co-Operative School and the School Without 
Walls. 

The possible negative effect on the self-esteem 

and self-expectation of some of the children, when they 

moved into the traditional system of school education and 

perceived themselves to be less 1 iterate than their peers, 

highlights the importance of effective strategies for 

1 iteracy teaching. Most children appeared to adjust to 

the expected age/grade related 1 iteracy level within 

approximately twelve to eighteen months of transition and 

most children displayed verbal and social maturity beyond 

the age/grade expectations of their new 

Nevertheless, the ris~ of children being 

teachers. 

labelled 

remedial, even if for only a short period of time, does 

not fit well with the aim of developing in children a high 

sense of realistic positive self-efficacy. 
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Teaching adults did not have sufficient systematic 

teaching and diagnostic processes in regular use to ensure 

that none of the school children were in fact suffering 

from an age/grade lag which would impair their transition 

to a traditional school; nor did they always recognise the 

child who might have severely impaired learning 

efficiency. Assessment and diagnostic procedures needed 

to be found which were in 1 ine with other teaching 

interactions in the school and contributed to the choice 

of educationally relevant 

emphasis in teaching which 

teaching 

desires to 

strategies, An 

keep children 

emotionally intact must also take account of the future 

education of those children. Teaching interventions to 

lessen the educational discrepancy shown in the 

performance area of some of the school children when 

compared with their traditional school peers needed to be 

planned. 

This issue would have been less of a problem if 

the children had been able to continue their education in 

an alternative school, however, when they faced transition 

into the traditional stream of education aged nine years 

or in some cases younger, they were not equipped to fulfil 

the social expectations which their new teachers and peers 

held for their standard of reading and writing. Few of 

their new teachers doubted their language, social, 

emotional and organizational sKi11s and most appreciated 

their critical and enquiring approach to their new school 

curriculum, but these advantages did not appear to 

outweigh the intransigent problem of the lower age/grade 

achievement in reading and writing of some children; this 

formed a difficult obstacle for the children to cope with 
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at a time when they were also meeting new teachers in a 

different educational system. 

The process of literary acquisition within the school 

There was considerable anxiety in the community 

about these issues and some of the consensus decision

making processes discussed earlier could be used in 

establishing just what priority reading and writing were 

to have in the curriculum, and what strategies would be 

employed to aid the transition of the children to 

traditional schooling. Within the school environ

ment it became clear that all children were not going to 

acquire 1 iteracy unless the school community expected them 

to; modelled literacy significantly within the school; and 

gave priority to the competent teaching and transmission 

of literacy skills. The need to read and write as a 

stimulus to messages, stories, information and development 

of other interests had to become a highly desirable goal. 

The process of 1 iterary acquisition needs to be 

viewed in a holistic way. In order to predict what, when 

and for how long children will read, and the order in 

which they will choose to read different material, the 

teaching adult would need to look for the preceding 

inducements and expected benefits to be derived from 

reading and for the cognitive factors that influence 

reading activities. On the antecedent side the teaching 

adult would want to Know, among other things, the books 

that the children liked, and the type of information they 

required to deal effectively with the demands of everyday 
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1 ife. Kn~~ledge about the reading material children find 

rewarding or boring, as well as the effects of reading or 

ignoring certain materials, are also important consequen

tial determinants of the amount of time children will 

spend on literacy related tasks. Reading activities are 

further regulated cognitively by the chi 1 dren" s 

anticipations, intentions and self-evaluations. 

Within a social learning perspective 1 iteracy 

would be seen as part of the capacity of humans to use 

symbols to enable them to represent events, to analyse 

their conscious experience, to communicate with others at 

any distance in time and space and to plan, create, 

imagine and engage in foresightful action. Symbolic 

functioning would be seen as an important method by which 

to expand the children"s range of techniques for analysing 

thought and to develop the mechanisms by which thought 

regulates action. 

A curriculum designed to meet the above 

suggestions requires careful planning, implementation, and 

evaluation - beyond the scope of this study. However the 

work of Ashton- Warner in the teaching of reading by use 

of Key-words geared to the emotional lives of the children 

would be an appropriate place to begin: 

"Teach the true voice of feeling and it will 
create its own vocabulary and style, its own 
power and peace. Supply the conditions where 
1 ife comes in the door-: let it. Supply the 
conditions where the native, inborn imagery of 
the chi 1 d can surface under its O'-'.ln power to 
be captioned or named, harnessed, put to work 
and to maKe its contribution to society." 
(Ashton-Warner, 1979:354) 

The work of Goodman, in beginning with the 

children ✓ s language and experience, would also offer 

appropriate curriculum initiatives both within the 
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philosophy of the school and within social 

theory. Goodman states it thus: 

learning 

KThought and language develop together in a 
dependent interrelationship, both nurtured by 
experience. The understandings and concepts a 
particular child develops are 1 imited by the 
experiences he (sic) has, just as his (sic) 
language is; thought and language must develop 
simultaneously in order for either to prosper • 
••• The language a person needs in order to 
survive in human society develops in 
relationship to the common core of experiences 
all humans share and the variable forms these 
experiences taKe. It is the one best suited 
to the common experiences of his (sic) group 
ar,d best understood by the people with whom he 
(sic) needs most to communicate. It is 
vital to build reading instruction on the 
language and experience of the children 
because this procedure enables children to use 
in learning to read the competencies they 
already have developed." (Goodman, 1971). 

The systematic implementation of some of the 

strategies Clay has outlined in her work in reading 

recovery includes teaching interventions which would 

enable teaching adults at the school to ensure that the 

1 iteracy needs of all children were being catered for 

within a rich communicative environment. Clay concluded 

that children formed theories and shifted to new 

hypotheses as their current theories ran into conflict 

with the assimilation of new Knowledge. She saw this 

happening as chiidren encountered reading in the processes 

of inventing and comparing their inventions with the real 

world. Once a child had a theory, regardless of how 

primitive, the child could pay attention to results that 

confirmed or contra.di c ted this theory; where a 

contradiction existed it might lead a child to find some 

other theory that would taKe the new features into 

account. In such a way a few examples would help a child 

raise her or his understanding to another level. Thus the 
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children are constructing theories about reading and 

writing. Within a developmental view Clay sees the 

following processes happening from young writers: 

* Trying to get a theory about written 

language; 

* trying to express their in 

writing; 

* trying to construct stories; 

* exploring sound to spelling patterns; 

* developing new language option; 

* developing a range of writing forms. (Clay, 

1982) 

Within a social learning theory perspective, the 

teaching adult could operate by the use of negotiation and 

questions framed in one-to-one conferences, peer-group 

collaborations, and individual or collective comment. 

Teaching adults and children would worK together to 

consider and enhance the relationship between the child ' s 

intent and the effect of her or his efforts. During this 

process children would be involved in examining their 

competence in order to sustain perceptions or to clarify 

and elaborate them; the teaching adult would endeavour to 

get children to thinK about what they were involved in 

rather than telling them what to do. The aim would be to 

have control of the learning and in particular the reading 

and writing process stay with the child, while also 

creating a motive to make necessary changes. The 

responses of the teachin9 adult should act as an incentive 

to the child to maKe meaningful change so that by 

negotiation the child retains control of original work and 

of alterations and evaluations leading to revisions. 
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Goodman provides a 1 i st of essentials of 

instruction for natural learning which would form a basis 

for literacy teaching by the teaching adults of the school 

c ornmun i ty: 

* Understanding how 
conveying meaning; 

languagl" functions in 

* understanding how communication of meaning 
functions as the context in which language is 
used and learned; 

* understandi r,g 
similarities 
language; 

the 
in 

subtle 
use of 

differences and 
oral and written 

* understanding t.he personal social motivations 
that lead children to learn or not learn 
language; 

* understanding the cultural factors which maKe 
the acquisition of 1 iteracy of more or less 
personal impor-tance to children of differing 
bacl<grounds; 

* under-st.anding the natural process of acquis
ition of 1 iteracy some children achieve; 

* understanding all children's self-initiation 
of literacy in literate societies. 

* understanding how to create programs and 
environments which enhance the natural 
motivations, awareness, experiences, and 
cultural variables so that reading is 
acquired naturally by all children; 

* understanding the roles teachers must play as 
guides, monitors, environmental arrangers, 
and stimulators to help the process happen. 
(Goodman, 1976) 

The way in which the teaching adults of the school 

sought to Intervene in the development of their children 

is able to be supported by sound principles of teaching. 

Holdaway expresses it thus: 

"Rather than provide verbal instructions about 
how a skill should be carried out, the parent 
sets up an emulative model of the skill in 
operation and induces activity in the child 
which approximates towards use of the skill. 
The first attempts of the child are to do 
something that is liKe the sKill he (sic) 
wishes to emulate. This activity is then 
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"shaped" or refined by immediate rewards, both 
intrinsic and extrinsic, for targeting approx
imations. The shaping is supported by ready 
assistance provided on demand, and by good
natured tolerance and almost inexhaustible 
patience for inappropriate responses. From 
this point of view, so called •natural" 
learning is in fact supported by higher 
quality teaching intervention than is normal Jy 
the case in the school setting." (Holdaway, 
1979:22) 

In order for a process approach such as that of 

to succeed, the school environment needs to 

provide the opportunity for children to observe written 

language functioning in the everyday activities which 

surround them; they must have regular and frequent 

opportunity and encouragement to participate in activities 

where reading and writing are involved. If the dynamics 

of natural learning are to operate, non-reading and non-

writing children, must have ample time to interact with 

teaching-adults and 1 iterate siblings. language, reading 

and writing ne~d to be seen as communicative social 

process needs and as mutually constructive activities in 

which the children participate as part of what they 

observe in the world around them. The environment and 

society of the school serves to organise what the children 

experience and this in turn affects the children ✓ s 

internal cognitive representation of, and processing of, 

1 i teracy. 

The reading-writing process in the school environment 

Reading, writing and spelling would be meaningful 

for the children of the school if they were introduced in 

an integrated context. An approach which follows on the 

160 



CH.7: CURRI CULU1 

natural way in which children learn to talk and sees 

written language as a development of oral language would 

be appropriate. Butler and Turbill identify seven 

conditions which they believe help in language learning 

and are relevant to the reading-writing proces5: 

* Immersion in a 1 iteracy environment; 

* 

* 

demonstration or 
conventions; 

modelling 

expectation that the chi 1 d 
language-based sKi11s; 

of required 

wi 11 learn 

* responsibility for learning rests with the 
child; 

* approximation of learning appreciated and 
reinforced; 

* employment of the mediums of 1 iteracy are 
fac i 1 i tated dai 1 Y; 

* feedback is given for the child ✓ s attempts, 
in a non-threatening way, and responses are 
expanded. (Butler & Turbill, 1984) 

The expectations held by the children about 

reading and writing and the prior knowledge they bring to 

the task will effect the manner in which they approach 

learning. Decisions will be based on past experiences and 

expectations and the children may decide to continue, or 

to give up, according to their strength of purpose, 

interest and motivation. Purposeful, interesting and 

meaningful materials and interactions will facilitate the 

1 iteracy process. Teaching adults will be more effective 

in the teaching-learning process if they are able to 

incorporate the following strategies suggested by Butler & 

Tur bi 11 in to their teaching method: 

* They know and r-espec t the chi 1 dren, their 
interests, backgrounds and idiosyncracies; 

* they l<novJ and use the resources avai lable 
with in the school and the community; 
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* they p 1 an a 1 i ter·acy pr-ogr-am, w i th c 1 ear 
short-ter-m and long-ter-m goals; 

* they continuously evaluate the progr-ess of 
each child of their own self-awareness, 
teaching strategies and expectations; 

* they are organised and yet able to respond 
flexibly;-

* they expect that the children will succeed 
and are calm and confident; 

* they are aware of the role that language 
plays in the whole curriculum; 

they give children maximum 
read, write, talk and listen 
context; 

opportunities to 
in a meaningful 

* they allot time wisely, for planning, 
modelling, practice, discussion, sharing and 
individual and group interactions; 

* they allow time for teaching; 

* they establish rules and guidelines for 
operation, with the children; 

* they actively discourage competition between 
the children, and encourage co-operation and 
peer tutoring; 

* they surr-ound the children 
good reading, and writing, 
chi 1 dren; 

with models of 
often done by the 

* they understand the 
teaching and learning; 

differ-ence between 

* they internalise the theor-y behind their 
1 iteracy teaching practices; 

* they have a flexible attitude 
grouping; 

* they treat the children with respect. 
(Butler- & Turbi 11, 1984) 

towards 

A 1 lteracy programme, which was based on social 

learning principles and the guidel Ines suggested above, 

would be congruent with the aims of the school. Such a 

programme would need to be accompanied by ongoing 

evaluation of the effectiveness of the strategies used: 

evaluation would be an inher-ent, continuous part of the 
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teaching activities for individual children and for the 

chi 1 dren as a group. Teaching adults in the community 

would need to make time and take opportunities to discuss 

the 1 iteracy progress of the children and evaluate it not 

only individually but also within the context of the 

transition of the children into 

educational mainstream. 

the non-alternative 

Basic mathe•atical learning within the school 

In the area of basic mathematical learning the 

children of the school were constantly engaged in rich 

learning activities organised in order that they might 

experience logical, mathematical, relationships. Many of 

these experiences involved the use of manipulative 

materials and the children were encouraged to use the 

school environment as a learning situation. Through 

concrete experiences they were able to stimulate the 

desired logical processes necessary for such concepts as 

conservation or invariance. Readiness activities were 

given a priority in the mathematical curriculum, with 

systematized Instruction being Introduced as children 

displayed an understanding of the concepts of mathematics 

and became aware of logical operations appropriate to 

their understanding. 

Through the use of an interview situation, much 

mathematical work was done with the children which led in 

time, to them working on individualized instructional 

procedures within a comprehensive 

explored objects within the school 

programme. They 

environment and 
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undertooK actions which promoted the development of the 

necessary intellectual structures and elaborations for 

further mathematical progress. Group activities were 

utilised for the growth of mathematical co-operation and 

gave children the opportunity to ask questions and to 

interchange ideas. The use of mathematical language was 

seen as a tool to assist the child's reasoning. As the 

children grew in logic and equilibration they gained new 

knowledge through the reconstruction of the mathematical 

experiences to which they were exposed. 

The work of Piaget was the 

ma thema ti ca 1 curriculum and proved 

mainstay 

to be 

of the 

highly 

appropriate to the children ✓ s needs. Nevertheless, the 

role of the teaching adult as provider of an appropriate 

physical environment, as instigator of asking appropriate 

questions; and a facilitator of the development of 

initiative and the freedom to explore and enquire is of 

equa 11 y vi ta 1 

framework . The 

importance within 

experiential, 

a 

action 

social 

base 

learning 

of the 

environment of the school was an excellent setting for the 

development of mathematical curriculum. 

The four-teen children observed for the purposes of 

this study showed both delight and competence in 

mathematical concepts learning which led them to achieve 

well in the expected traditional skills of third grade 

mainstream education. It was not as easy for- the children 

to maintain their 

mathematical 

meant the 

learning 

1 oss of 

enthusiasm a.nd competence in 

in the cases where transition also 

the opp or- tun i ty to use concrete 

mater- i al s and to experiment in r-eal life situations. It 

was also noticeable that the girls, after- transition, were 
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much less motivated and interested in mathematical areas 

of the curriculum, than had been the case during their 

time in The Co-Operative School. 

In research within the social learning perspective 

it has been noted that children with learning defJcits and 

a disinterest in mathematical tasks achieved rapid 

progress in self directed learning using proximal sub

goals. They achieved substantial mastery of mathematical 

operations and developed a strong sense of self-efficacy 

in solving arithmetic problems. (Bandura & Schunk, 1981) 

In areas of scientific Knowledge a community such 

as that of the school needs to consider the gap between 

experiential and theoretical Knowledge. The children need 

more than their own 1 imited experiential Knowledge and 

understanding, as a basis for criticism and change of the 

dominant society; they need to have a theoretical 

Knowledge and perspective on the world at large, with 

1,vh i ch to supplement their own experience and kn owl edge. 

If they are to develop an intellectual ability, to relate 

not only with one another but to be able also to oper-ate 

at the interface of the dominant society, they ...._, i 11 need 

more then experiential skills. They will need the ability 

to co-operate and to interact in defined ways. This 

presupposes certain shared values, which will enable them 

to be simultaneously autonomous and co-operative as 

necessary. The children will need to become aware that to 

be able to interact and exchange ideas with the wider 

community, does. not l"equ ire a -=-urrender of ind iv i dua 1 i ty. 

Teaching adults need to foster in the children an 

acceptance that to be intellectual within alternative 

education, is not to be equated with authoritarianism or-
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conformity to the dominant culture, but may in fact mean 

the ability to understand, to function and to change their 

world. 

The community of the school offered an environment 

In which analytic, lateral thinking, and discussion 

sessions on varied topics were accepted, encouraged, 

enjoyed and utilised by the children. Such discussion and 

thinking times could be complemented by the resources and 

materials now available for chi 1 dren in the ear 1>' 

childhood area, which encourage them to hypothesise and to 

explore various solutions and extensions to problem 

s i tua ti ons. The chi 1 dren a 1 so need to be aware of and to 

consider the opinions of people from all walks of 1 ife. 

This section on curriculum is of necessity, brief 

and truncated as it was not the purpose of this study to 

present a curriculum programme for school. The major 

focus has been to explore those areas of the curriculum 

which have been problematical and contentious to the 

school in the past. In particular, material has been 

omitted on important areas such as use of community 

facilities, physical activities, play and the dramatic, 

creative, expressive arts activities, which are so vital 

to children. This choice was made because it is in thes~ 

areas that alternative schools are usually adept at 

providing an environment where acceptance, assistance, 

time, materials and support are readily and expertly 

given to the children. Certainly at The Co-operative 

School the expectancies and competencies of the children 

in these areas were facilitated and valued. They were 

encouraged to play, to explore, to spend hours of time in 

activities of their own choice, to plan and implement 
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dramat; c fantasies, to make 1 inks between their-

experiences, to form new relationships, to create new 

ideas and to search for new means of expression 

sometimes !.AJ i thin one form, sometimes another, and of te-n in 

inter-connected ways. Subjects were allowed to overlap and 

to integrate and the process of creative activity pervaded 

all the children's development. 

The phi 1 osophy of the school inc 1 uded some 

curriculum values which were less well translated into 

teaching-learning strategies and yet were important in the 

implementation of the aims of the school. The community 

aimed to provide equal social and educational opportunity 

for girls and boys and to provide a co-operative 

environment for all members of the community where all 

1 ifestyle values would be accepted and supported. 
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C: LIFESTYLE 

CURRI CULLN 

VALUES IN THE ALTERNATIVE SCHOOL 

Children and lifestyle values 

Children at The Co-Operative School were 

encouraged to bring their personal concerns into the 

school environment. Teaching adults sought to facilitate 

a harmonious match of the child's own experience with the 

teaching learning environment. 

Incident taken from the anecdotal records of children 

observed 

The incident selected gives an example of how various 

topics arose in the school as a result of the children~s 

interests and how they were included in the curriculum. 

Chi Jd: Ruth, 7 years. 

Setting: The morning meeting at the school, a 
shared discussion time; on this occasion approximately 20 
children aged from five to nine years are present with 5 
teaching adults. 

Ruth: "Can I have a tur-n now?" 

Teaching adult: "Yes, you can go next." 

Ruth: "My news is impor· tant." 

Teaching adult: "Oh good! Come here by me. O.K? Now, 
is your important news happy?" 
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"No. It's uery sad!" 

"Oh! 
- or 

Do you want to te 11 i t to everyone 
to a 1 ittle group later?" 

Ruth: "To everyone." 

Teaching adult: 11 0.K. then." 

Ruth: 0 Ritl<a's baby was born dead." 

Te-aching adult: "Oh! That is sad. When?" 

Ruth: 

Child 1 : 

Ruth: 

Child 2: 

Ruth: 

Child 1 : 

Ruth: 

Child 2: 

Ruth: 

Child 3: 

Teaching adult: 

Child 4: 

"Yesterday night. We went there to see 
the baby be born and it was born dead. 
Really dead. They're going to bury it 
in a box." 

"How do you know it was dead?" 

"It looked dead." 

"Did YOU touch it?" 

11No. I was too scared." 

"Where is it now?" 

6 8ob and RitKa haue taken it to town." 

"Why's it gone to town if It's dead?" 

0 It has to have it's head cut open to see 
how i t was de-ad." 

"You"re a liar. 
babies heads off. 
ing adult). 

They dont cut dead 
Do they?" <to teach-

"Ruth didn't say off. 
quite right, she said 
you do have to make 
babies heads when they 
A small operation - 1 ike 
us his appendix scar." 

You didn't hear· 
open. Some ti m,;,s 
alittlecut in 
die unexpec t\'a~\y 
when Jem showed 

"My baby was born and I saw and we cried 
and sang and it wasn't dead." 

Te-aching adult: "No, very few babies die w i th no warning. 

Ruth: 

Child 4: 

Child 5: 

It was very sad and very unexpected for 
Ruth's friend's baby to die so 
sudden 1 y." 

(To child 4) "Why did you cry if your 
baby was alive?" 

"We cried because we were so happy." 

"I dont want to go in a box when I die." 
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"You can be burnt." 

"I dont want to be burnt. 
to die." 

I "m not going 

"Everybody dies." 

"You don"t. You Just pass into 
1 i fe and come bacl<. My mother 
be someone else." 

11 You can ' t . " 

"You ca.n. 11 

"How do you Know you"re dead?" 

another 
use,d to 

"You 
and 

don., t Know. Someone 1 ooKs at )'OU 

says you are and if they say you 
are you are." 

"I knew my cat 1.AJas dead. i t was )'Ukl<y 
and looked gone and we buried it under 
the plum tree with the goose and the 
guinea pig and had a ceremony." 

Ruth: "I want to have a ceremony - a ceremony 
for remembering RitKa"s baby. Can 
have one now?" 

Teaching adult: "Yes, I think that would be possible. Do 
you want anyone to help you - any other 
children or adults to work with you?" 

Ruth: "I don., t 
they can; 
very sad 
bossed." 

mind - if anyone"s interested 
but only quiet people, I"m 

today. I don"t want to be 

Teaching adult: "Are there any people who wou 1 d 1 i l<e to 
work quietly with Ruth on a ceremony to 
remember Ritka's baby". 
Several children indicate their inter
est. 
"Ruth has asked for people who will 
appreciate the fact that she is sad 
today and work with her gently." 
Several hands go down. 
"How about those children go with Ruth 
directly after meeting and one of the 
big people will help you if you want. 
You others, and anyone else who is 
interested, could stay and have a 
discussion with me. O.K.?" 

The group appears to agree with this arrangement and moves 

on to news from another child. After the meeting Ruth and 

three other children plan and execute a remembrance 
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ceremony outside in the playground - most of the children 

attend the ceremony. It is a quiet sad occasion. 

Directly after the meeting a group of six children stay 

with the teaching adult who took the meeting and spend 

twenty minutes discussing death - as it has interested and 

affected them. Some of these children continue individual 

work on the topic of death over the next fortnight - doing 

much talking and considerable research. 

Lifestyle issues and values within curriculum content 

how it 

The initiative as to what is learnt in school and 

is learnt need not necessarily belong with the 

teacher. When knowledge is seen, not as packages of 

skills, but as tools to use as means to an end it becomes 

a shared process. lt was the bel lef in the school that 

children needed to be given real choices so that they 

would learn to think for themselves and to grow as people 

who were capable of making choices and decisions. To 

assist children in making wise and considered choices, for 

the multitude of ideas and values which confront them, 

means to allow them a time of 1 ife when they can 

experiment as individuals. This becomes a time to develop 

their own identity, to test out self concepts in a 

supporting community, to make mistakes and yet to be 

supported and protected from any drastic consequences in a 

place where they are able to experiment and learn; a place 

where they learn to th1"nk 1 
c early for themselves. 

The inclusion 
of broad 1 ife issues and the 

consideration of human, · 1 
soc,a ' economic, cultural and 
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political values, in the alternative curriculum is an 

important one. The simple system adopted by Fitzroy 

Community School in its approach to topical issues, is 

similar to the informal approach used at the school and is 

easily adaptable to the strategies for learning suggested 

in this study. (O'Carroll & Berryman, 1980) Within the 

framework of this approach children are free to raise any 

issues of concern to them and interested teaching adults 

undertake to contribute and to prepare materials on the 

topics raised. The need for skills competency teaching, 

as a result of discussion periods, is followed up by 

teaching adults, along with further exploration of beliefs 

about the children ✓ s relationship to the topic - often 

with involvement of the children in real issues outside 

the school. Some examples of topics of interest follow: 

The 

* ramily topics: birth, death, marr-iage, 

* 

* 
* 
* 

* 

* 

* 
1 i st 

divorce separation and relationships; 

sickness, violence, handicaps, drugs, alco
hol , incest; 

Jobs, unemployment, money, leisure, holidays; 

gender, sex, homosexuality, lesbianism; 

feminism, self-determinism, 
affirmative action; 

r-ape, power, 

peace, nuclear disarmament, war, uranium, 
politics; 

environment, Frankl in River, demonstrations, 
mining; 

race, Abor-iginals, culture, discrimination. 

is endless, in that it is as wide as the 

interests of the children, nevertheless, it ser-ves to 

represent the range of diverse and controversial topics 

chosen by children aged from three to eight years: areas 

which affect the children/s lives, but which would 
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normally be outside an early childhood school curriculum, 

The children were interested in just about any topic that 

impinged on their 1 ives and particularly interested in 

topics that they saw as being of importance to their 

parents and significant other adults in their 1 ives. They 

also spent hours and hours of play and exploration on and 

around the themes that have delighted children for years 

and which have traditionally been considered more suitable 

for children: dinosaurs, space, insects, picnics, snow and 

other topics. 

The development of an affective curriculum content 

The creation of a strong, affective curriculum 

direction in an alternative school is another way to 

develop curriculum and teaching strategies which allow the 

s~l11• necessary for co-operation and lateral thinking to 

be developed. Some of the areas of learning in the 

affective domain, which could 

curriculum are as follows: 

be included in the 

* Studio type situations for creative express-
ive arts; 

* role plays and psychodrama; 
* imagery and vizual isation; 
* co-operative group learning; 
* peer tutoring; 
* co-counselling; 
* 'Magic Circle'; 
* Transactional Analysis; 
* cohesive games; 
* co-operative games; 
* relaxation; 
* meditation; 
* massage; 
* yoga; 
* exercise; 
* centering activities. 

Again the 1 ist of possible activities is long and the 
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above areas are chosen as examples of activities which 

were begun in the school and which warrant further 

development as positive ways to meet the school's aims for 

helping the children to become self-actualizing people. 

Changes in the curriculum content of the school, 

in these areas of 1 ife experience and affective, 

interaction need to reflect the changes in value systems 

of the community and account for the organizational 

consequences of these changes. Some of the changes in 

values that the community embodied in the constitution 

appeared to be as follows: 

Changes in h1.11111an ualues: 

* A 1 1 p e op 1 e are a l i k e ; 

* individual ism; 

* performance orientation; 
* traditional learning; 

Changes in social values: 

* consumer orientation; 

* product orientation; 
* traditional government; 

* all people are diff
erent; 

* individuals who co
operate; 

* self realization; 
* education for 1 ife and 

change; 

* community co-operative 
approach; 

* process orientation; 
* community consensus; 

Changes in organizational philosophy: 

* functional specialization; 

* authoritarian decision-
making; 

* negative control system; 
* one task per child; 
* vertical information 

systems; 

* interdisciplinary 
approach; 

* democratic decision-
mal<ing; 

* positive control system; 
* teamwork; 
*functional, shared, 

information systems. 

These emergent changes in values, which were being 

progressively developed at the school, meant that old 

values which had been based on the traditional, unitary 

ualues of the accepted establishment, had to make way for 

new ones based on pluralistic, pragmatic values associated 
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with a diverse society. Some of the changes, which this 

meant in the environment of children and teaching adults 

follow: 

Emergent changes in values in alternatiue canmun ities 

* Respect for authority; 

respect for traditional 
dogma; 
respect for religion; 

* acceptance of the status 
quo; 

* acquiescence and resignation 
to one-" s 1 ot in 1 i fe; 

* conformity to established 
social norms; 
ideal of service, to others; 

* absolute moral principles; 
sexual fidelity; 

* sanctity of property 
ownership; 

* exploitative material ism 
and economic progress; 

* clear hierarchy of group
based loyalties: "God, 
r u l er , country, f am i 1 y" ; 

* rugged competitive individ
ual ism within bounds set by 
group loyalties; 

* maintenance of stability and 
routine performance; 

* ends orientation - postpone
ment of immediate rewards 

* respect for social 
consensus; 

* open i n q u i r y ; 
* acceptance of social 

transformation; 

* acceptance of dissent; 
participative decision 
making; 

* emphasis on personal 
f u 1 f i 1 men t ; 

* se 1 f re a 1 i z at i on ; 
human potent i a 1 ; 
self expression; 
service to others; 

* situation ethics; 
moral/ethical r-elativism 
and plural ism; 
judgment of action by 
results on self and 
others rejection of 
sexual "ownership". 

* sanctity of individual 
consciousness; 
awareness; 

* emphasis on access to 
resources rather than 
ownership; 
emphasis on quality of 
1 i fe; 
ecological ethics; 

* unclear loyalties; 
existiential 
responsi bi 1 i ty 
situation ethics; 

* interdependence and 
collaboration by 
autonomous 
individuals; 

* innovation, change, and 
flexibility; 

* process orientation -
11 1 i ve now - wor·k and 
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for longterm outcomes 
(heaven, superannuation, 
promotion>; 

* economic security; 

leisure must 
provide immediate 
satisfaction"; 

* personal growth. 

The framework for these comparisions is taken from Dunphy; 

it is of necessity speculative as obviously not all of 

these values were espoused by a 11 members of the 

community. Nevertheless the school community was clearly 

in transition from traditional values to those of a more 

flexible society and these changes greatly affected the 

1 ifestyle of the children. <Dunphy, 1980) 

Stress and the ~amily in the alternative c onwnunity 

The families of the children in the school were, 

as all families in modern society must be, under enormous 

stress. The strains of modern society impinged on family 

1 ife causing difficulties for parents and children. Often 

the philosophical beliefs of parents proved to be 

difficult to implement, not only in the education of their 

children within the school environment, but also in the 

attainment of their own personal 1 ife goals for themselves 

and their children. 

The threat of nuclear war was seen by many as a 

reality; unemployment was a devastating way of 1 ife for 

some families and an ever-present threat for others: such 

soc i a 1 traumas had an immense effect on the emotional 

1 ives of community members. Rules for family 1 iving and 

for relationships between women and men were not clear and 

change in these roles proved difficult, time consuming and 

emotionally demanding. 
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Within our culture, modern society radically 

divides issues of emotional 1 ife and sense of self from 

everyday 1 ife: people often experienced a split between 

the Knowledge of their private worlds and the everyday 

existence of their public 1 lfe. People committed to the 

development of strong and new alternative values attempt 

in some measure to attune their private and public 1 ives. 

Families are seen as units which people seek to form 

according to their needs and those of their children; non

nuclear families are seen as units of strength and 

potential. The community of the 

thE- belief that al 1 par·ents, 

school sought to accept 

regardless of their 

1 ifestyle, were committed to the provision of the best 

environment possible for themselves and their children, in 

an endeavour to help people cope in the midst of social 

change by providing the necessary emotional stability and 

values. 

Within a community school, an attempt to develop a 

1 ifestyle separate from that supported by public and 

private bureaucracies, means that the school 

conflicting pressures. Where traditional 

rules no longer form an irrefutable basis 

procedures, the school community seeKs to 

is exposed to 

beliefs a.nd 

for teaching 

implement a 

flexible, pluralist, interdependent approach to education. 

This brings with it the risk that a plethora of 

ind iv i dua 1 ideas may 

selection or structure 

swamp any collective sense of 

in the curriculum. One of the most 

important roles of the teaching adult is to make, and to 

assist the children to make wise and considered selections 

from the activities, ideas and values which confront them. 

Traditional teaching techniques, which support the 
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authority and superiority of both the subject and teacher, 

needed to give way to Knowledge of the personalities and 

needs of the children and the use of these insights to 

guide the children in making careful, informed choices. 

Self-actualization and choice of values 

A social learning framework may be used to 

f ac i 1 i tat e- wise self-realization, self-regulation and 

informed choice; children may be exposed to ideas which 

will assist them to take a critical view of society and to 

consider changes of direction which could improve their 

lives and the 1 ives of the next generation. In this way, 

the children are able to develop a diversity of Knowledge, 

skills and experiences to assist them in coping with and 

bringing about social change. The curriculum would need 

to be in a state of continual and sensitive adjustment in 

order to meet the new challenges the society brings in a 

dynamic and responsible way. Teaching adults and children 

would need to work together in maintaining what is of 

value in our culture; and in identifying and working to 

change what needs to be altered. 

Any attempt to criticise and change the dominant 

patterns of the culture, while simultaneously seeking to 

maintain 

chi 1 dren 

a. 

can 

warm and secure environment 

grow and develop, is a 

in which 

worthwhile 

young 

but 

momentous task. The rate of change and development in the 

society in which the children 1 ive, reinforces the need to 

equip them for survival. Where the teaching adults work 

within a social learning frameworK they should be able to 
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engender in the children a strong sense of efficacy in 

difficult areas and any child might be expected to exert 

greater effort to achieve and to face new challenges. The 

child who does not have the opportunity to explore herself 

or himself and the environment, is much more 1 ikely to 

fail, than to expend much effort, when faced with the 

onset of problems or aversive experiences. 
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D: EQUAL OPPORTI..NllY FOR GIRLS AND BOYS IN THE 

ALTERNATIVE SCHOOL CURRICULl.N 

Equal opportunity Ni thin the school environment 

One of the areas t<.1here the commur, i ty of The Co

Operative School sought to equip the children for change 

in modern society was in the provision of equal 

opportunity to 1 ife chances for both girls and for boys. 

Incident taken from the anecdota1 records of children 

observed 

This incident was selected from the records of the 

children observed because it provides an example of how 

adu 1 ts sought to provide equa 1 i ty for the chi 1 dren and ho'-<J 

the results were not always those which were desired. 

Child: Ann, 7 years old. 

Setting, A teaching adult has brought a 
computer into the school for interested children to use. 
In a large, afternoon, group meeting, children have 
selected either to be in the computer group or to be in a 
different group. 

A second teaching adult 
would 1 ike to be in this group 
assisted the process of choice 
daughter. 

has persuaded Ann that she 
and Ann~s mother has 

by her influence over her 

Teaching aduJt 1 ~ "Ann, I would 1 iKe you to try the 
computer - you -' 11 like- it. 11 

Ann: "No. I want to play dress-ups." 
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"Ann you're always dressing up. Try 
the computer. You'll love it." 

"No. I don't want to." 

"Just for a little wh i 1 e - then dress-
ups after. " 

"No." 

"Ann I want )'OU to have a go on the 
computer." 

" I want to go with Georgie." 

"Now!" 

"Come on Ann. I ., 11 help." 

The three people approach a small group of four boys and 
the teaching adult working with the computer. The group 
appears to be happily occupied. 

Ann: "I don't want to wait." 

Teaching adult 1: "You w i 11 need to wa i t your turn." 

Teaching adult 2: (At computer) "Yc,u can go next," 

Boy 1: "No she can,. t. I ,.m next!" (He pushes Ann 

Ann: 

sol idly towards the back of the group,) 

"Wait Ann. It ' s only fair." 

11 No. You said I could do dress-ups 
after and there., 11 be no ti me. It,. 11 be 
hometime." 

Teaching adult 2: "Let her have a go - VJhi le she's here," 

Boy 2 : " I t ' s not fa i r ! The, g i r 1 s i n th i s 

Boy 3: 

Ann: 

BDY 3: 

school get everything. Girls stink!" 
<He turns and wanders off clearly 
feeling angry and hard done by.) 

(Current 1 y using computer> "I ,.m not 
fir,ished." 

(Thumps him fairly hard on shoulder.) 
"Move now - you've had enough." 

"I haven't finished." 

The first teaching adult persuades the third boy involved 
to finish up and to move from the computer. He gets up, 
appearing to be fairly irritated and leaves the group, 
running to catch up with the second boy. 

Ann sits at the computer with the two teaching 
adults and her mother attending to her. Her behauiour 
changes noticeably from an angry uncommitted attitude to 
one of interest. She becomes very involved and excited 
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with her worK on the computer. The three adults are 
pleased and happy and reinforce her work. 

Ann: 1'What else does it do? 11 

Teaching adult 2: "Lots of things. It's really useful 
Watch this. 11 (She proceeds to demon
strate several aspects of the comput
er·, s use.) 

Ann: 

Boy 1: 

Ann: 

"It's good. Later I'll show Georgie." 

"Get off! 
her.) 

0 Get out! 
mother.) 

It's my turn." (He pushes 

I've got it. 11 (Turns to her 
"Boys are rough!" 

The teaching adults intervene to persuade the first boy to 

wait. The fourth boy has waited quietly throughout this 

interaction. These two boys sit at a nearby table talking 

quietly and proceed to wait. In the course of events that 

follow neither boy gets to use the computer; Ann continues 

to use It, with her mother and the second teaching adult, 

until hometime. The first teaching adult leaves to 

follow-up on where the first two boys have gone. Ann does 

not get to use the dress-ups. 

This incident raises many issues in relation to 

equality of opportunity; nearly all the teaching time goes 

to Ann, certainly all the positive teaching time. Ann has 

been persuaded to join an act iv i ty contrary to her Ol-'Jn 

choice: she does not have to wait her- turn; none of her 

negative behaviour is commented on; she ends up spending a 

long time and enjoying an activity that she would not 

otherwise have tried that day; and she expresses an 

interest in telling her girlfriend how good the activity 

is. The adults are all obviously delighted that she has 

spent time using the computer-. 

The first boy appears annoyed at what he sees as 

an unfair- situation; he becomes aggressive and his 
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irritation is directed at girls; but no attempt is made to 

deal with his position. The second boy also appears to be 

extremely irritated with the girls; he leaves the group in 

a negative way. The third boy is persuaded to step down 

from the computer, which he does reluctantly and stays 

fairly quietly waiting for another turn which he does not 

get; he leaves the group. The fourth boy expresses no 

opinions or feelings but waits, extremely quietly and co

operatively, throughout the interaction for a turn; he 

does not get a turn. 

The issue of sexism in The Co-Operative School 

The community of the school was well aware that 

current initiatives to counter sexism in traditional 

education were insufficient to effect fundamental change 

and that the choices children were making during their 

formative periods would shape their life paths, as they 

developed selective competencies, interests and prefer

ences for affiliation and tasks. Within the school there 

\"1as a commitment to action which would attempt to redr-ess 

the position of girls in the school environment: parents 

wished to ensure that their girls were not limited in 

aspiration, competence or opportunity either by curriculum 

content or the attitude of teaching adults. The 

curriculum was to include, as fully as possible, women 1 s 

achievements and was not to circumscribe girls1 life 

options. Earnest 

models of women 

attempts were made to provide positive 

in &very facet of the school 1 i fe. 

Awareness of sexism in education and its consequences, was 
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often focussed on the concern of the teaching adults to 

reduce the disadvantages experienced by the girls, 

There was also some awareness in the school 

community that boys suffered by the 1 imitations society 

sought 

seen as 

to put on their emotional 

important that boys should 

relationships~ It was 

be able to respond to 

another person's emotional needs, to nurture and care for 

others; and to be selfless when necessary, Children were 

to be offered the opportunity to be active, achieving, 

daring, energetic, emot i ona 1 , caring, gentle and 

nurturant, as appropriate to their personality growth and 

development, rather than to fulfil a gender defined 

pattern. Attempts were made by the community to provide 

competent role models for the children in all areas, 

regardless of gender and to remove any gender bias 

inherent in resources and materials used in the school, 

with particular emphasis on readers and texts, and in 

school practices, based on unexamined and unjustified 

assumptions about the differences between females and 

males. 

Teaching adults were aware and committed to equity 

in schooling but their previous experiences often meant 

that despite this goodwill, teachers continued to allocate 

less time to girls and more to boys. It was not easy for 

teaching adults to ensure that their interaction with 

girls encouraged creativity and enquiry to the same extent 

as with boys, Traditional teacher education courses had 

not equipped teachers with the tools for non-sexist 

curriculum development and non-sexist teacher behaviour. 

It was a case of raising awareness, expectation, skills 

and competency - all at the same time. Both the teaching 
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adults and the children in the school had already within 

and about them the experience of their own gender related 

relationships; most had experienced guidance towards an 

image of men as independent, strong, able and competent 

and women as nurturant, connected to others and 

attractive. Some of the areas which were of concern in 

the teaching adults ✓ role at the school are well set out 

in 'Girls and Tomnorrow': 

* Question their or,.m assumptions about sex 
roles and sex-appropriate behaviours; 

* und€-rstand ways in 1.,.,h i ch school i ng narrows 
rather than broadens girls ✓ options; 

* inform themselves adequately about wom€-n ✓ s 

contribution to society and the changing 
nature of the roles of women and men in our 
society; 

* acquire the Knowledge and sl< i 11 s requ i r·ed to 
create a non-sexist classroom environment; 

* use non-sexist materials and develop non
sexist curricula; 

* recognise patterns of classroom interaction 
and behaviours which demean or disadvantage 
girls and understand ways of changing their 
own behaviour- and that of students; 

* pr-omote gir-ls; par-ticipation in the full 
range of activities and to develop ways of 
pr-emoting gir-ls; self-esteem. (Conmon wealth 
Schoo1s Conmission, 1984:12) 

Non-sexist options for the future of girls and boYs 

The community desired equity for all members of 

the school; ther-e was a belief that the maximization of a 

society;s potential demands that all the children should 

be confident, competent and able to contribute full>' to 

1 ife. The 1 ife choices of boys were not to be directed 

solely into aspirations of high achievement in a 
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competitive, aggressive frameworK but rather should allow 

them to explore a wide framework of the realities of 

contemporary 1 ife, skillfully and competently. 

A new direction in curriculum was sought: one 

which did not aim merely to accommodate girls to be more 

successful within the traditional environment. This was 

to be a curriculum which provided a gender-inclusive 

vision of human endeavour; one in which recent social 

changes affecting the 1 ives of women and men are taken 

full account of. A transformation of the curriculum was 

desired to eliminate all sexist assumptions, for girls and 

boys, and to emphasise knowledge and skills which were 

valuable to both, in fitting them for equal social and 

economic positions. Such a curriculum would provide 

courses In as many 1 ife skills as possible and would 

provide an analysis of the concept of worK which included 

paid and unpaid employment. 

Parenting skills were seen as important for women, 

men, girls and boys; they were part of a thrust to see the 

human relationships field given a more gender-inclusive 

direction geared to the building of self-respect and self

esteem in all children. A new balance between the sexes 

to.ias sought in which childr·en could grow into women and men 

able to participate equally, in the world inside and 

outside the home. Children were to be encouraged to 

develop areas of worK and interest in which they would be 

confident, substantive and emotionally integrated 

capable of giving and receiving love and care. The world 

of the family, of child-rearing, of domestic 1 ife, of the 

public world, of outwardly-directed and achievement

oriented activities were to be balanced and shared. 
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Equality of time and the attention of teaching adults 

One of the problems faced by the teaching adults 

at the school was the large amount of time given to boys 

in attempts to quell or redirect exceptionally noisy, 

disruptive and aggressive behaviour. This became a 

particular problem as boys appeared to increase their 

incidence of undesirable behaviour directly in relation to 

the amount of new time given to the girls. The intention 

in the school was that learning should be an active 

process with new information and experiences 

available to girls and boys. In order for girls 

equal access to the opportunity to speaK 

equally 

to have 

and the 

occupation of space, teaching adults needed to learn to be 

constantly aware of their role in the school environment 

and to interact in such a way as to ensure that they 

avoided consciously or unconsciously reinforcing conven

tional gender patterns in the classroom. It was not 

possible to alter gender conceptions of masculine and 

feminine roles completely, but it was possible to maKe an 

attempt at providing models for the children of men and 

women working in equal positions in school life. 

Self-expectations of girls and boys for the future 

The work of Behz, on efficacy analyses of career 

decision-maKing, shows markedly different perceptions of 

personal efficacy between males and females with similar 
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verbal and quantitative ability on standardized tests. 

Males perc&ived themselves as equally efficacious for 

traditionally male and female occupations whereas females, 

while confident about traditionally female activities, 

felt inefficacious in mastering the educational 

requirements and job functions of vocations dominated by 

men. For both sexes levels of perceived self-efficacy 

correlate positively with interest in, and range of, 

career options considered. (Behz, 1981) 

Hackett found that sex, sex role socialization and 

high school preparation affect perceived self-efficacy in 

quantitative capabilities. He noted that when a student 

expressed a low self-expectation of success in 

mathematical concepts, this led to mathematical anxiety 

and affected choice of mathematics in a college major. 

<Hackett, 1981 > 

Phys I cal characteristics, socially conferr·ed 

attributes, roles and status, can result in differential 

social treatment which affects people~s self-concepts and 

actions in ways that may either support or change their 

environmental bias. People differ in their psychological 

processes and with individual 

interactions between the 

environment and behaviour, 

analysis of the sequential 

factors of personality, 

it is possible to get some 

insight into how behaviour is created and maintained. 

To understand how people behave requires an 

understanding of their cognitive appraisal of the 

progression of events. People~s thoughts about how 

prospective actions might go, will partly determine how 

their acts are affected by their immediate environmental 

consequences. The immediate affect of actions and 
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judgments of later consequences will ~ ffect action. 

The present model of career development springing 

from traditional sex-related differences means that 

parental career-related efficacy is affecting children's 

choices. The different self-percepts of efficacy which 

children have with regard to mastering occupational entry 

requirements will affect choice of courses and careers. 

Bandura comments on the difficult task women are faced 

with in society when they are required to form a dual 

sense of self-efficacy: following car-eers in areas 

dominated by men and also coping with the multifaceted 

tasl< of providing for chi 1 dren and homes. (Bandura, 1981) 

These issues of the perceived self-efficacy of 

women, leading to restr-icted and stereotypic expectations 

of their possible roles In 1 ife, were of continuing and 

fundamental concer-n in the 1 ife of the school. Many of 

the people in the community were aware of how such 

expectations had restricted their own lives and were 

determined to alter these expectations for their own 

children female and male, thus increasing their options 

for choice and freedom. 

The community of the- school aime-d to change the 

sexist bias observed in the environment of the children. 

This area proved to be fraught with difficulties as 

teaching adults sought to intervene in adult and child 

relationships to widen expectations of sex roles to a 

level of free choice for all. Special teaching methods 

had to be deve 1 oped in the school in order to raise thE

expectations of the girls in the school and impr-ove their 

competencies and skills in traditionally male areas. As 

well attempts were made to provide equality for girls and 
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boys in the school through the development of co-operative 

approaches to learning in which they were seen as members 

of the school community with equal rights to resources and 

to the time of teaching adults. 
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E: CO-OPERATIVE LEARNING IN THE ALTERNATIVE SCHOOL 

aJRRICULl.1'1 

Co-operative learning amongst the children 

Incident taken from the anecdotal records of children 

observed 

This incident was typical of the co-operative behaviour 

observed amongst children in the school; the group of 

children involved had been asked to re-direct their play 

from individual efforts towards a group focus. 

Children: Jamie 8, Rick 7, Ann 7, Ruth 7, 

Setting: A large corner use for playing with 
blocks, indoors, with sufficient room for the, childr·en to 
spread out on a carpeted area; well stocked with various 
shaped blocks which fitted together in multiple units; 
there are also many trucks, cars, trees, road signs and 
miniature wooden figures of people. 

Teaching adult: 

Ruth: 

Janie: 

Teaching adult: 

"You children have spent a long time in 
this corner today and it looks as if you 
might be coming to an end. It~s nearly 
time for you to go to afternoon meeting. 
In the last quarter of an hour I would 
1 ike you to build something for the 
1 ittle children to play with when they 
arrive for their afternoon session." 

"l,..lill 11Je each build something? Mine is 
uery nice now - I could Just leave it 
for them to play with," 

"That ' s not doing it together. Is this a 
co-operative one?" 

"Yes Jamie, that is what I had in mind, 
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I thought you might all 1 i ke to pl an 
something together, and then make it, 
and leave it for the 1 i ttl e ones to play 
with. 11 

"I think roads would be good - we'll make 
roads. 11 

"Some roads would be nice to use the 
cars on, but not all roads I 1 iKe 
bu i l di n gs • 11 

"You could do a great, tall building and 
that would leave lots of room for the 

r·oads. 11 

Ann : 11 Yes , I wou 1 d 1 i Ke to bu i 1 d a ta 1 1 
castle." 

Jamie: "The roads can go round the castle, and 
to the castle and by the castle." 

Ruth: 11 I want to wr- i te a story about the castle 
and the r-oads." 

Jamie: "That's not co-operating for the little 
ones. You have to build. Dont you?" 

Teaching adult: "What do you others think about Ruth,.s 
idea?" 

Ruth: 

Jamie: 

Ruth: 

Rick: 

Jamie: 

Rick: 

Jaaie: 

Rick: 

Ruth: 

Ann: 

"It's a good idea. The story is for the 
1 ittle ones. It's a different part of 

thE- same game." 

"How-' s it a par· t?" 

"I told you, it's a story about the 
castle and the roads." 

11 It ✓ s a 1 r i gh t i f i t f i ts. • 

"I'm doing a space station." 

"That doesn't fit. It can,.t go with a 
castle. It,.s the wrong century!" 

"This is make bel ieue. I can have 
ar,yth i ng. 11 

"Only anything we all say - it's a 
together building. Can he have a space 
station?" 

"Well I have my story - so it's fair- if 
he gets what he wants too." 

"The 1 i ttle ones won't Know about the 
century. They had ghosts in castles. 
They might have had spaceships. We dont 
ex ac t 1 y Kn ow . 11 
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planned at last! 
space station and 
castle and Rick,.s 
all up,u 

I'm 
Ann's 
doing roads 

"And me, my story is telling all of it -
f or the 1 i t t 1 e K i ds • 11 

"Yeah! O.K. and Ruth's in too, she's 
story- teller," 

"All choose your places and we'll see if 
we clash." 

The children spend a few minutes moving around until they 
settle to work; they have each taken a corner of the space 
and appear happy. 

Ruth: "1.,11 share out the blocks - because that 
always makes a fight and I'll be fair 

because r.,m not interested in having 
any. 11 

She does so and the other children accept her 
distribution; she begins to distribute the cars and 
f i gure-s, 

Ann: 

Ruth: 

"Don't do that, We don't Know which ones 
we want, we can agree as we want them. 
You write your story now." 

"0. K." 

The children worK happily and amicably for ten minutes; 
building well and sharing the materials equably. Jamie 
then runs out of room for· his space station. 

Jamie: 

Ann: 

Jaaie: 

Ann: 

Rick: 

Jamie: 

Ruth: 

Jaaie: 

Ann: 

"I need more room. You move your castle 
over Ann." 

"No. I've got not nearly enough room 
anyway. 11 

"Move! 11 

11 I won" t ! " 

"You're not co-operating. I think Ruth 
could moue because she's not building." 

"Yes, you move Ruth." 

"But I"m a par-t." 

"Yes, we agreed; but par-t doesn"t mean 
you have to hog all the room, Br-ing a 
table up very close." 

"You can look down on our buildings a.nd 
see better for your story." 

193 



Ruth: 

Rick: 

Jamie: 

Ann, 

Ruth: 

Ann: 

Ruth: 

Jamie: 

Ruth: 
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"Alright, we haven"t got much time left. 
We"d better get finished and stop 
arguing." 

"Roads are finished. 1"11 help finish 
the space station now. O.K. Jamie?" 

"Right. You build the end of the 
spaceship up to the moat so the 
astronauts can get in . " 

"Bring it round here, there"s a gate for 
them to visit the castle." 

"I haven't got any astronauts in my 
story! 11 

"Put them in. It"s not your story - it's 
our s tor-y ! 11 

11 I"ve done all the beginning and I have 
no astronauts in it." 

"Put them after the beginning - in the 
middle." 

"Alright - you tell me what they are 
doing." 

Ruth writes for some time to the storytelling of Ann and 
Jamie and then she stops. 

Ruth: 

Rick: 

Ruth: 

Rick: 

"I"m too tired to do anymore." 

"But i t i sn,.. t finished. Can I wr i te 
n Ql,<J? II 

"Yeah! 
i.,.Jant?" 

1"11 do roads. What do you 

"Just trees along each side and people." 

Ruth and Rick change places; Ruth completes the roads; all 
four children contribute to the storyline as Rick 
completes the writing. The teaching adult approaches with 
a group of six younger children. The older children all 
sit around as Ruth reads the completed story to the 1 ittle 
ones. Together, they explain to the small children the 
creations they have built, then reluctantly they leave to 
fulfil their afternoon commitments. Later in the 
afternoon in free play time all the older children find 
their way bacK to play with the 1 ittle ones. 

In its philosophy and aims the school implies the 

point of view that cooperation should be the predominant 

characteristic of human beings as a val id form of school 

learning and rejected competition. Human society is seen 
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as being enriched by bonds of love and co-operation and 

those are the qualities sought in the interactions on 

which relationships in the school should be based. The 

term co-operation is used to refer to the overall goal 

structure used for the learning environment. Owens states 

that the components of co-operation include the following: 

"Components of cooperation as a structure 
include the general nature of the goal, the 
value of the specific tasks in achieving this 
goa 1 , the amount of in ter·ac ti on expected among 
participants in the task, the actual responses 
of others to the goal structure, (e.g., with 
approval or disapproval), and the types of 
in terdepende-nce to be ere-a te-d among par· tic i p-
an ts. In addition, the ethos of the total 
culture impinges ini?scapably on the classroom 
goal structure, especially in the perceived 
relevance to students ✓ broader concerns and 
their interaction with others outside school." 
(Owens, 1982a:2) 

A school which operates within a co-operative 

framework assumes that, a 1 though some individual 

differences may exist within the community members, the 

over-all goal is an explicit and mutual one and conc&rn for 

achieving this goal is shared generally amongst community 

members. At the school the overall goals were accepted, 

however·, mutually acceptable str·ategies for the attainment 

of goals were not clear. Mutual goals were 1 imited to 

some areas of the school's philosophy and aims whereas 

other goals for the implementation of learning strategies 

remained indistinct and thus unattainable. 

Community 

ass.ump ti on that 

members of the school made the 

it was logical for children learning 

within a co-operative goal structure to behave in an 

altruistic and co-operative manner: the children would 

accept and embrace the mutual goals of the community and 

their behaviour would contribute tOt\iards the goals, This 
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idealistic state emerged sometimes but often children 

chose to act individualistically, in response to their own 

perceived needs, regardless of the prevailing co-operative 

goal structure. Individual children sometimes merged to 

form groups of children acting in a way threatening to the 

co-operative structure. It gradually became apparent that 

an assumption on the part of the teaching adults, that co

operative behaviour 1,<101Jld automatically follow on their 

modelling of co-operative planning and organization was a 

fallacy. Some children appeared to have learnt and 

developed socially co-operatively oriented behaviour and 

to be able to sustain individually co-operative behaviour 

or group co-operative behaviour most of the time; other 

children displayed more individualistic needs or group 

needs which were much less co-perative. 

There emerged within the school a clear need for 

teaching adults to provide children with an affective 

curriculum geared to social skills 1earning and to 

endeavour to create an environment in which the teaching 

adults of the community modelled co-operative behaviour. 

Johnson & Johnson have defined some of the sKills needed 

for co-operative behaviour as: unambiguous communication, 

giving and receiving feedback, sharing, trusting and 

listening. (Johnson & Johnson, 1975) 

Helpfulness and co-operation in the enviroraent 

A distinction of the difference 

helpfulness and co-operation is necessary if the process 

of co-operative learning amongst teaching adults and 
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children is to be understood. Mead states it thus: 

"In cooperation, the goal is shared and it is 
the relationship to the goal which holds the 
cooperating individuals together; in helpful
ness, the goal is shared only through the 
relationship of the helpers to the individual 
whose goal it actually is". <Mead, 1971:17) 

Within a co-operative community it is necessary to 

ascertain whether or not goals are being mutually sought 

or whether what is occurring is merely some community 

member helping others attain their personal goals. All 

community members need to be committed to a shared 

willingness to develop a learning environment through 

which to achieve the mutually expressed goals. A helpful 

relationship within a co-operative structure could be 

benef i c i a 1 i n i n d i v i du a 1 teaching strategies such as 

tutoring, where teaching adults, 

children, may help each other 

or combinations of 

with the process of 

learning. Relationships between the helper and helpee(s) 

may be directed or spontaneous and may be related to 

ongoing interaction; to specific structured information to 

be learnt; or tasKs to be accomplished. Owens states it 

thus: 

'~he helpfulness, therefore, occurs in the 
(shared) means or procedures by which one 
person assists another to achieve (unshared) 
goals or objectives. If more than one 
tutoring relationship occurs in a given 
classroom, these need not necessarily be of a 
uniform type, nor need they necessarily be 
coordinated systematically beyond the desire 
for reasonable order.'' (01A1ens, 1982a:5) 

Bloom states that within a tutoring relationship 

that is structured and tasK related fol 1 owing 

structure is necessary: 

* A specific task to accomplish; 

* c 1 ear instructions about th€' tasK and hol!J to 
accomp 1 i sh it; 
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* a visible model of 
behaviours; 

effective tutoring 

* an opportunity to practice tutoring behav
iours with feedback; 

* the responsibt1 ity to choose, and perhaps 
transform, the tutoring materials in response 
to the actual situation. <Bloom, 1976) 

The directed and individual nature of helping is 

less appropriate, to the philosophy of the school and of a 

social learning framework, than is the shared and explicit 

interdependence of co-operative learning - although it has 

a place. Within a co-operative learning framework, the 

teaching adult may structure interdependence in task, 

interdependence in goals gained and interdependence in 

both task and goals gained. Those parts of a tasK that 

children do individually, can contribute to a larger co

operative task in which goals and rewards are mutually 

earned. Other tasKs can be structured so that it is 

necessary for children to rely on each other both to 

accomplish the work and to gain fulfilment and recognition 

for the completed worK, 

Cc:npetition versus co-operative learning in the 

alternative school environment 

Teaching adults sought to teach without using 

competitive, individualistic, striving for success as a 

form of motivation for the children. Regardless of the 

possible tangible successes achieved by structuring 

learning in a competitive frameworK, the concept of 

encouraging children to consciously strive for superiority 
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over other children was seen as unacceptable. A situation 

in which two or more children were encouraged to see that 

both or all wanted the same goal or object; that its 

accomplishment by one or other necessarily excluded the 

rest; and yet were encouraged in their pursuit, was not 

acceptable. Arguments against competition, while never 

specifically spelt out by the school community, were 

frequently raised in community meetings as reasons for 

certain teaching strategies being unacceptable. Owens 

gives some arguments against competition which cover the 

points raised by community members at the school: 

* Aspects of personal identity such as self
esteem, self-acceptance, and feelings of 
competence are integral to human welfare and 
are therefore personal rights; these should 
not be apportioned in 1 imited supply as a 
result of the arranged competitions of 
schooling; 

* competition is essentially selfish and 
promotes excessive self-regard to the 
exclusion of the legitimate rights of others; 

* competition promotes secrecy, greed, subter
fuge, and hatred; 

* education ought to 
furthermore, it is 
public humiliation 
benefit of others; 

be a joyful experience: 
ur,e-th i cal to arrange the
of some students for the 

* competition leads to a deterioration of 
sensitivity to others, feelings of affil
iation, communal concern, and willingness to 
negotiate; 

* the only students motivated by competition 
are the relatively few who believe they have 
a chance to win; 

* handicapped and disadvantaged children who 
are placed intentionally in heterogeneous 
classes (mainstr-e-aming>, are fr-e-quently 
destined for- failure- despite their- ear-nest 
performance; 

* economic and industrial success, and in a 
larger view the progress of civilizations 
themselves, are attributable not to compet
itive activity but rather to cooperation and 
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teamworl<; 

* competition is a source of insecurity, self
doubt, and personal unhappiness for the large 
proportion who do not win. 

Fair competition, in which although a form of 

conflict operated, certain rules and conventions set by 

the competing parties wer-e seen to pre c 1 u de tot a 1 

ruthlessness, was present in the school. For example 

chess was a feature of the school and soccer, which was 

introduced by the children, flourished for some time. 

While a competitive, individualistic, approach of one 

person striving against another was rejected as counter

productive, there was some acceptance of group games where 

groups or teams of children assisted one another co-

operatively whilst striving for team success. This 

approach facilitated tasks where the product was complex 

while fostering some positive interpersonal attitudes, 

however, this use of a team approach was largely adhoc, 

often arising from the ideas children brought into the 

school fr-om outside sour-ces. The emer-gence in popu 1 ar· i ty 

of new games based on co-operative team work, without a 

competitive end r·e su 1 t , pr-ouided alternative group 

experiences which could be structured to provide valuable 

learning tasks. 

Co-operative teaching strategies in the alternative school 

While competition was largely rejected in the 

school, and a commitment to self-impr-ovement as a 

powerful, intr-insic motivation to learning was espoused, 

1 ittle was delineated in the way of teaching strategies to 
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replace the prevalent use of competition. Within a social 

learning framework the desire for self-improvement can be 

consciously used and structured as a powerful motive for 

Individual learning, leading to numerous strategies for 

individualised teaching. The close relationship, which 

the teaching adult is able to build with a child in an 

alternative school community, forms the basis for 

individual work with children on raising their self

expectancy, competency and performance. 

Similarly, within a co-operative learning environ

ment, the interdependence amongst the teaching adults and 

the children will be influenced by the general nature of 

the learning goals; and the specific tasks devised for 

achieving the general goal will affect the amount and type 

of interactions. Teaching adults need to be aware of the 

co-operative teaching strategies available for use in the 

learning environment which have mutual co-operation as 

their essential characteristic and embody these aims 

within specific procedures known to all participants. 

Learning tasks need to involve selecting important 

information and using active problem-solving, through the 

cognitive skills of interpretation and synthesis, to solve 

problems. Tasks need to be interactive and varied and to 

feature mutual exchange by children and teaching adults. 

Mutual evaluation can take the place of traditional 

assessment, with children making a collective effort to 

evaluate what they have learned and how worthwhile the 

task has been. 
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The need for co-operation rather than canpe tition in 

aodern society 

The use of small co-operative groups in the 

classroom utilises the skills necessary for working in co

operative groups out of school, The work of Toffler 

(1971) stresses the need in the future for members of 

society to be able to work in varied small group 

situations and Fuller (1970) points out that society will 

need to attain a more co-operative, functional, stance, 

which is greater than individual efforts, if it is to 

counter the major problems it faces. 

The counter argument, that society needs to be 

competitive in order to survive in a world full of 

di ff i cu 1 ti es, is addressed by Hannan ( 1969) when he 

discusses competition and looks at some of the 

inconsistent ways in which it is valued by society and 

teachers; and by Johnson & Johnson (1975) in their survey 

research which compares competitive, co-operative, and 

individualistic strategies. Co-operative learning groups 

appear to increase social motivation and enable children 

to achieve an expectancy of gaining power and meaning in 

their work. 

Teaching strategies that have been developed using 

mutual co-operation are: Learning Together (LT):(Johnson & 

Johnson, 1975), Group-Investigating Method <GI):(Sharan et 

al., 1976, 1980) and Jigsaw:(Aronson & Blaney, 1978). The 

authors of these teaching strategies point out the need 

for students involved in them to have skills training in 

human relations in order that they may function 
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competently in group work. They also stress the need for 

teachers to be instructed in the organizational ski l 1 s 

necessary for establishing new social systems; and the 

importance of teachers possessing a reflective capacity to 

evaluate co-operativeness, competitiveness and individual

ization in school in9 and society generally. They state 

that In order for the effects of co-operative teaching 

strategies to be long-lasting teachers must have plenty of 

time to discuss and practice the new teaching behaviours. 

It is of interest to note that teachers at The Co-

operative School were not specifically trained or 

supported in the new teaching strategies they sought to 

use. 

The child within the co-operative learning situation 

When the child is within the group situation the 

teaching adult will be guiding the child to learning 

strategies from which she or he will derive lasting and 

significant benefits. Some suitable goals in the learning 

environment, to facilitate positive development and change 

in the child~s behaviour, would be: 

* For the child to be able to present her or 
himself appropriately, within the group, in 
an open honest and self-revealing way rather 
than being controlled, or concealing; 

* for the child within the group to be able to 
give and get feedback; 

* for the group members, adult and child, to 
contribute to an atmosphere of trust and non
defensiveness; 

* for the child, within the group to feel free 
to experiment with and to practice new roles; 
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for the child, to take from the group, what 
has been learned or the method of learning, 
and use it outside of the group. 

The teaching adu I t and the co-operative learning 

environJDent 

The teaching adult w i 11 be concerned with 

providing a suitable environment where she or he is aware 

of relationships and where appropriate action is taken or 

initiated to improve the social environment of each child. 

This will require attention to the socio-emotional needs 

of each child and to the maintenance of the group. This 

needs to be done within the organizational expectations 

and restrictions of the school and often within the 

framework of productive work on a group tasK. It will 

necessitate the teaching adults being aware of any hidden 

agendas or power str-uggl es in which the chi 1 dren ma>' be 

engaged, either amongst themselves or with the teaching 

adult. There will often be conflict between the 

individual needs of group members and the needs of the 

group as a whole, however, in such cases, the individual 

needs of the children could be met by freedom to leave the 

group, by support from a child or teaching adult outside 

the g~oup, or by the use of contracts so that the child 

can come to accept the needs of the group. 

The use of contracts may enable the teaching adult 

to meet a need for programming and structure for the group 

as a whole and be free to negotiate to meet the needs of 

individual children. Children may contract to follotJJ a 

plan which responds to their individual needs and 
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capacities while allowing the group to proceed. Such an 

approach also implies that the teaching adult may through 

negotiation, modify, shorten, extend, change or scrap 

completely, her or his planned programme in order to meet 

the individual needs of the children. 

The importance of the teaching adult as a model in 

the child;s environment is paramount. For a child to 

develop autonomousl~ it would be expected that the 

teaching adult would need at least some of the time to 

model behaviour which demonstrates how to create 

situations and structures conducive to learning. It may 

be necessary to introduce children to new values and to 

develop expectations of increased competency and 

consequently the prospect of behavioural change that will 

persist. The teaching adult might be expected to have 

expert skills in the task area, or to have acknowledged 

deficits in the task area and an expectation that 

competency would be achieved which resulted in a plan to 

develop the necessary skills. 

Within the philosophy of the school children would 

be encouraged to take varied amounts of responsibility for 

the working of groups. It may be necessary for teaching 

adults to define operating boundaries, set time limits and 

help groups keep on task: then the teaching adult either 

leaves or hands responsibility to the children. It is 

important that it be done explicitly so children are clear 

as to their roles. Some possibilities for group tasks 

using co-operative learning groups are as follows: 

* Sub-topic groups: a general topic is divided 
into sub-topics on which small groups work 
before presenting their findings to the 
larger group; 
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* 11 J i gs at~ 11 
( used i n the U • S • A . ) : teach i n g 

adults prepare worksheets to cover an 
indentified topic and children work in small 
groups on their part of the task; finally 
children teach the material on their 
worksheet to other groups; 

* concept building: important concepts in the 
topic under discussion are identified; 
children in small groups take responsibility 
for researching or experimenting with one 
concept; this small group then prepares a 
presentation for the larger group which shoi.,Js 
the relationship of their concept to other 
concepts, i.e. all groups will prepare 
comparable presentations beginning from a 
different concept; 

* open-ended discussion: all groups have the 
same question to discuss (preferably an open 
question) and then report back to the whole 
class, supporting their own viewpoint; 

* problem solving groups: small groups worK on 
"problems", (possibly practical activity
related ones), until all members of the group 
agree on an answer - any member of the group 
can be called upon to justify the answer; 

* controversy groups: children are given a 
position for which they must develop the pros 
and cons, as for a debate, or for which they 
must present the perspectives of varied 
roles; groups of children will take similar 
view points, and prepare position statements, 
or role plays, to then argue out in, or 
present to the larger group; 

* project group: sma 1 1 groups of chi 1 drer, may 
engage in a long term project which they plan 
and carry through - e.g. design, carry out, 
interpret and report on an activity, or 
experiment, or some community project. 

Other possibilities for group work, to be used as a method 

for individual help with tasks, could be as follows: 

* consultative gr·oups: in groups children help 
each other to complete individual tasks; 

* editing groups: groups edit and suggest ways 
of improving individual writing; 

* small groups discuss a given topic and report 
back to the larger group: individuals record 
what they have learnt; 

* adhoc peer tutoring: children who understand 
a new procedure or concept explain to those 
children who do not. 
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Whereas presentation of the product of group work 

is no more important than the process in which the 

children are involved, it is wise for the teaching adult 

to assist with presentation so that it does not always 

become an anti-climax. Presentation can be varied using 

different media: visual, verbal, dramatic, video or audio

tape. Children will need assistance in developing skills 

that are directed towar·ds the competencies involved in 

such presentations. Rather than performing to the large 

group the children may 1 ike to make mini-presentations: to 

each other; to the teaching adults or to small groups. 

They may prefer to present a small segment of their 

findings, to discuss difficulties related to the topic or 

unresolved issues and sometimes a complete summary may be 

presented. Various techniques such as "fishbowl" and 

11 Parl iament", wherein one person from each group Is 

delegated to present 

discussion with input 

used. 

Any individual 

the smal 1 a 

from other group members, may be 

intervention with a child or any 

structured group work can be based on aims related to the 

social learning model. The specific area of need should 

be identified and attention focussed on it and the 

problems arising from it. In this way the purpose of the 

intervention can be defined. The function of the 

intervention is then based on what has to be done in order 

to achieve the goals which are necessary if the identified 

needs are to be met. The structure of the intervention 

will involve consideration of the relationships, between 

the teaching adult and child or children, which are needed 
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to achieve the mutual, contracted, goals specified by both 

parties. 

In order to utilise a social learning model as a 

teaching intervention model, the teaching adult needs a 

conceptual framework in which to analyse and utilise 

observations of a child. One way of achieving this 

framework is to analyse the child ✓ s behaviour in the areas 

of competency, expectancy and performance. In groups this 

may tal<e the following form: 

Ccnpetency: 

Expectancy: 

Performance: 

practical and verbal: known and 
observed; 

Kno~,-in, spol<en and observed; 

observed: what were the ante
cedents and what happened simul
taneously? 

The teaching adult would need to make observations on a 

physical, cognitive and emotional level. An analysis of 

an individual child ✓ s position, followed by appropriate 

interventions, would optimally enable the child to behave 

purposefully in groups and to 

initiative to the work of others. 

The way the children 

contribute with some 

view their collective 

efficacy within the group situation will affect the 

dynamics of the group and the amount of time and effort 

the children sustain. Children with a high sense of 

personal efficacy will bring this energy to group work and 

positively affect the feeling of group efficacy. They 

will, however, need reinforcement of the positive outcomes 

of group work in order that they can sustain and build a 

sense of collective efficacy, particularly in areas where 

the effects of the group effort are not immediately 

noticeable. Working within the structure of co-operative 
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learning groups will assist the children to gain the 

personal growth which wi 11 al low them to function wel 1 in 

modern society both as individual self-actualizing people 

and as worthwhile contributing member$ of a world wide 

society committed to peaceful relationships and positive 

change for the future. 
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Chapter 8 

REFLECTl lNS 

What future for alternative education in the 1980s? 

Individuals who are involved in alternative 

education value highly the right to choose their own 

school and make their own contribution to the community, 

rather than seeing these choices made for them, through 

the State, as a blueprint for the whole of society. Such 

a position may be seen by the State as threatening, in 

that as a new and different frame of reference for 

education is allowed to emerge, so ideas might arise which 

are seen as based on values different from those 

pertaining to the State's master design for society. The 

State's notion of education requires that students receive 

the education, information and Knowledge which will allow 

them to adapt and fit into the world as it currently is, 

rather than as it might be in a future-oriented vision. 

Hence, the child-centred approach of the alternative 

educators, brings with it the risk, that young people will 

grow up as independent thinking beings, who seeK to shape 

a new and different future. Ultimately the State sees it 

as reasonable that individuals should give up their 
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freedom of choice in education, in the interests of a 

corporately planned, more democratic future, where 

educational decisions are pre-determined and educational 

goals come to reflect the needs of bureaucracies before 

those of students. Coombs writes of the position as 

follows: 

"We can come to comprehend what is happer, i ng 
to institutions and what they are doing to us. 
And on the rock of that understandng we can 
build them anew. Unless we comprehend and act 
accordingly, we sha 11 i ncreas i ngl y become the 
creatures of the institutions we have already 
made --- watching helplessly as the behaviour 
they impose on us, and the values they have 
led us to accept, determine the pattern and 
scope of human 1 ife." (Coombs, 1970-12) 

Education is central to the social, pol ltical and 

economic life of modern society; it is used to allocate 

social status and to give authority to experts and 

officials; It is used as a method of processing people so 

that they develop the skills necessary for industry, 

commerce and government. Whenever unplanned and un-

controlled change occurs in education it is thus a threat 

to the vested interests of the status quo. It is 

difficult to work out precisely how education performs its 

functions and therefore it is also difficult to control 

precisely the processes and outputs of education. 

Currently education is seen as being in some way 

responsible for, or contributing to, unwanted processes of 

social change: changes in the structure of the family; and 

changes in the values of traditional morality, with its 

perceived production of socially amenable young people. 

Thus while education is held accountable for the total 

development of the child, the process by which this 

occurs is ill-defined, Governments hold only generalised 
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control over education and are therefore, unable to co

ordinate all the parts of the system whether it be 

towards conservative control or towards the more radical 

concept of equality for all. 

Government attempts to cope with expressions of 

disagreement or opposition in education, by encasing the 

pol icy issues in the framework of scientific rationality, 

thus removing educational decisions from the realms of 

common experience and everyday speech. Educationalists 

are faced with issues of administrative rationalizations 

which 

which 

are 

are 

posed in the form of educational 

not adequately related to 

priorities, 

the ongoing 

educational process or the needs of individual teachers 

and specific children in real communities. In the 1980s 

the signs are of moves towards 

and more government control: 

less government spending 

in such conditions the 

control system will probably seeK to rationalise the trend 

of the 1970s which devolved authority for the daily 

management of the school system on to the parents, 

students and teachers who were affected by it. 

The 21st century looms as a time of uncertainty 

and confusion making it difficult for educationalists to 

determine what trends will suit the future. Society is 

changing at a rapid rate and Australia is fast becoming a 

country of diverse cultures, different 1 ife-styles and 

pluralistic values - the role of the State in anticipating 

and shaping the needs of students, within a centralised 

framework, is now much mor·e di ff i cult. Without re-al and 

effective participation in educational decisions by 

teachers, parents and students, education will come to 

reflect the social needs of the country less and less and 
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increasing in direct 

Is a real one. The 

proliferation of minority groups makes it increasingly 

difficult for central administration to guage what the 

needs of the community might be: the needs of individuals 

and minorities then have no importance as they become 

distanced from hierarchica.l authority structures, l!Jhich 

are entrenched in their own professional expertise, style 

of operations and use of language. 

West suggests two possible future scenarios which 

educational decision-maKers could consider: a super

industrial society and a post-industrial society, A 

super-industrial society he characterises as having a 

scientific and technological base with renewed industrial

ization and economic growth, increased productivity, more 

leisure, a real decrease in jobs, reduced working hours 

without reduced wages, early retirement and employment 

equalisation; the post-industrial society would have no 

economic growth because of scarce energy and resources, 

insufficient work for all, solutions to large scale 

unemployment, 1 ifelong education, a resurgence of cottage 

and craft industry and it would be labour intensive rather 

than capital intensive, (West, 1980) 

Either alternative would necessitate a gentle 

transition from the present situation to a satisfactory 

future, however, political events and energy crises may 

well ensure that the transition is unmercifully abrupt. 

The educ at i on a 1 implications for each scenario are 

different a super-industrial society would require 

traditional educational goals, whereas a post-industrial 

society would have its foundations in progressive goals. 
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The differences between the two scenarios are fundamental 

and probably irreconcilable, for not only are they based 

on different views of education but also on different 

visions of the future society. In her analysis of the 

emergent paradigm of education, within the framework of 

the network of her proposed emergent quantum paradigm in 

modern society, Ferguson notes the contrast between the 

two forms of educational approach: 

Assumptions of- the old 
paradigm of education; 

Emphasis on content, acquiring 
a body of "right" information, 
once and for all; 

Learning as a product, a 
destination; 

Hierarchical and author i tar· i an 
structure. Rewards conformity, 
discourages dissent; 

Relatively rigid structure, 
prescribed curriculum; 

Lockstep progress, emphasis on 
"appropriate" ages for certain 
activities; Individual 
automatically 1 imited to 
certain subject matter 
by age; segregation; 
compartmentalized; 

Priority on performance; 

Emphasis on external world; 
inner experience often 
considered inappropriate in 

AssU1Dptions of the new 
paradigm of- learning; 

Emphasis on learning how 
to learn, how to asK good 
questions, pay attention 
to the right thing, be 
open to and evaluate new 
concepts, have access to 
information. What is now 
"known" may change, 
Importance of context; 

Learning as a process, a 
journey; 

Egalitarian. Candor and 
dissent permitted. 
students and teachers see 
each other as people, not 
roles. Encourages 
autonomy; 

Relatively f1exible 
structure. Belief that 
there are many ways to 
teach a given subject; 

Flexibility and 
integration of the age 
groupings; 

Priority on se1f-image as. 
the genera tor of 
performance; 

Inner experience seen as 
context for learning; 
imagery, storytelling, 
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school setting; 

Guessing and divergent 

thinking discouraged; 

Emphasis on analytical, 1 inear, 
left-brain thinking; 

Labeling (remedial, gifted, 
minimal brain dysfunctions, 
etc.) contributes to self
fulfilling prophecy; 

Concern with norms; 

Primary reliance on 
theoretical, abstract •book 
knowledge•; 

Classrooms design•d for 
convenience; 

Bureaucratically determined 
resistant to community input; 

Education seen as a social 
necessity for a certain period 
of time, to inculcate 
minimum skills and train for a 
specific role; 
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dream journals, 
"centering" exercises and 
explorations of feelings 
encouraged; 

Gue~sing and divergent 

thinking encouraged as 
part of the creative 
process; 

Strives for whole-brain 
education. Augments 
left-brain rationality 
with holistic, nonlinear, 
and intuitive strategies; 
confluence and fusion of 
the two processes 
emphasized; 

Labeling used only in a 
minor prescriptive role 
and not as fixed eval
uation that dogs the 
individual's educational 
career; 

Concern with the ind
ividual's performance in 
terms of potential. 
Interest in testing outer-
1 imits, transcending 
perceived limitations; 

Theoretical and abstract 
Knowledge heavily comple
mented by experiment and 
experience, both in and 
out of class-rooms. 
Field trips, apprentice
ships, demonstrations, 
visiting experts; 

Concern for the environ
ment of efficiency, 
learning: lighting, 
colours, air, physical 
comfort, needs for 
privacy and interaction, 
quiet and exuberant 
activities; 

Encourages community 
input, even community 
control; 

Education seen as a life
long process; one only 
tangentially related to 
schools; 
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Increasing reliance on 
technology (audiovisual equip
ment, computers, tapes, texts>, 
dehumanization; 

Appropriate technology, 
human relationships 
between teachers and 
learners of primary 
importance; 

Teacher imparts knowl edg~; 
one-way street; 

Teacher is learner, too, 
learning from students. 

Within an alternative framework of education the 

choice of progressive education is already assumed; and 

the role and function of the alternative school is to 

orient the education process and content towards equipping 

the children to cope with change; and enabling them to 

make the value shifts and role changes necessary for the 

futur-e society. The alte-rnative school will inevitably be 

locked into a struggle to develop its particular values; 

especially where these values conflict with traditional 

school systems geared as they are, to people who are 

competitive, disciplined, consumers and oriented to an 

organizational framework. Parents, teachers and children 

will have to fight for the right to have alternative 

schools recognised as being val id options and will need to 

defend vigorously the right of their schools to exist with 

different goals. 

Pusey, in a paper addressed to the contributors to 

the review of ACT primary schools saw the position as 

fol lows: 

hEducation must be a purposeful enterprise and 
the most divisive influence in the 
purposefulness is the lack of consensus about 
where society is going. Primary education in 
the A.C.T. will be successful th~ough the 
1980's if the various protagonists are made to 
articulate their visions of the future and how 
their particular demands about the curriculum, 
the schools, or whatever, relate to that 
vision. This may not lead to consensus 
but it will ensure that the decisions are made 
rationally and purposefully." <Pusey, 
1980: 18) 
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Middleton, in his analysis of alternatives in 

Austra 1 i an schooling, sees the changes which face 

education systems as having three major possible changes 

available to them as follows: 

1, They can Keep updating educational technology 
so that i t Keeps pace w i th g,e. n er a 1 
technological advances; 

2. they can irii ti ate programmes which wi 11 help 
people adjust, either by teaching them to 
relate to others quickly and deeply despite 
the transience, or by ma.King them more 
satisfied to have less social involvement; or 

3. they can initiate policies which attempt to 
put a br·aKe on society" s rush in to 
technologically induced transience. (Middle
ton, 1 982: 1 24 > 

In order to maintain a niche, which is able to 

resist the pressures of rapid development, in the 

educational structure of the 1i80s, the alternative school 

will need to be framed within an effective organization 

that has clearly defined goals, which are operational in 

educ.at i ona 1 terms. Such goals will need to be clearly 

stated, communicated and accepted within the whole of the 

school community and jointly agreed to by consensus 

decision-making. The structure of the alternative school 

will need to reflect an organization which is related to 

the educational goals, while simultaneously taking account 

of modern technology; and which is related to the values 

and attitudes of the school community. Planning will need 

to be flexible, integrated, and forward looking: taking 

account of financial, technical and human resources and 

making sensible assumptions and forecasts about both the 

future and any critical environmental restraints which 

might emerge. Procedures within the alternative school 

will need to be consistent and well-defined in order to 
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accomplish 

WorK for, 

school goals in a purposeful, ongoing way. 

the children will need to be meaningful and 

varied; to provide for soc i a 1 inter-action and appropriate 

lear,ning; and to encourage personal responsibility. All 

teaching adults will need to be motivated towards 

appropriate tr-aining which emphasises inter-per,sonal 

relationships, group pr,ocess and educational expertise. 

The organizational framework and operations of the 

alternative school will need to reflect the values of the 

community school and will need to taKe into account the 

following factors: 

* Appropr,iate consumption; 

* innovation in craft; 

* flexibi 1 i ty and creativity; 

* autonomy, self-actualization; 

* participation, democr,atization; 

* shared goals, consensus decision-making; 

* education in and out of the classroom; 

* people rather than 'roles'; 

* uncer,tainty of economic future; 

* the need for co-operation; 

* integration of work and play; 

* ecological and environmental harmonYJ 

* willingness to change; 

* willingness to experiment and risk; 

* qualitative sense of achievement; 

* mutuality, creativity and fulfilment; 

* spirituality transcending material gain; 

* process as important as product; 

* rational and intuitive; 

* holistic; 
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* decentralised; 

* long range goals in accord with people's 
present needs; 

* appropriate use of technology; 

* attempt to understand the whole child; 

* dedicated to preventive work and aware of the 
dislocations, disharmony and disequilibrium 

and scarcities of modern society; 

* Nillingness to accept the need to put 
and energy into sel~-development 
self-education in order to best meet 
needs of the children. 

Alternative education in The Co-Operative School 

time 
and 
the 

Middleton writes of the problems of planning 

programmes through which to implement the philosophies of 

alternative schools, as follows: 

"Many of those who favour alternative schools 
do so because they believe there are other 
choices. But to draw up a framework or 
blueprint for the process of freeing 
Australian young people from domination by 
their own systems would merely create another 
system. The web would become even more 
entangled. The process of inversion does not 
begin by deciding on abstract utopian goals 
and then pursuing hard theoretical strategies 
to achieve those goa 1 s. For, i nevi tabl y , 
people would become squeezed into the theory 
and the utopia would recede. Instead, 
inversion begins with people; institutional 
change develops fr-om their needs and their 
motivations." (Middleton, 1982:76) 

The above quotation fr-om Middleton demonstrates ably the 

dilemma faced in the writing of this study. The utopian 

goals of the people who formed the community of The Co

Operative School came, in large part, from their needs and 

motivations and, as such, r-ightly shaped the concer-ns and 

progress of the school. Nevertheless, it is 1 ikely that 

219 



CH.8: REFLECTl (JI.IS 

the social learning theory espoused in this study has a 

sufficiently broad base for it to underpin and aid in the 

development of learning strategies for an alternative 

school - without the teaching adults and children being 

squeezed to fit the theory. 

The social learning approach stresses a reciprocal 

relationship between the child ✓ s processes of cognition 

and the information which the child derives from the 

environment; it assumes that thought and environmental 

context are mutually intertwined. The teaching adult 

seeKs for knowledge of how the child receives information, 

comprehends and uses it to prod•Jce behavioural outcomes; 

she or he tries to understand how the child's belief 

system works and what the child expect to happen in 

response to her or his actions. 

Ax 1 i ne, i n play therapy research, talks of 

understanding children in a holistic way that reaches out 

with respect and eagerness, to meet and learn from, the 

minds, souls and actions of children. It is to be hoped, 

that such an approach would pervade a school 1 iKe The Co-

Operative School, so that integrity would be maintained in 

the use of any theoretical approach. Axline states it 

thus: 

1'Now, it i s not a matter of all blacK and 
white. It is not a matter of 'this is it" 
because there is no glaring light of 
unequivocal evidence in which one sees a thing 
as it is and one Knows the answers. The 
darkened sky gives growing room for softened 
judgements, for suspended indictments, for 
emotional hospitality. What is, seen in such 
light, seems to have so many possibilities 
that definitiveness becomes ambiguous. Here 
the benefit of a doubt can flourish and 
survive long enough to force considerations of 
the scope and 1 imitations of human evaluation. 
For when horizons grow or diminish within a 
person the distances are not measurable by 
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other people. Understanding grows from 
personal experience that enables a person to 
see and feel in ways so varied and so full of 
changeable meanings that one's self-awareness 
is the determining factor. Here one can admit 
more readily that the substances of a shadowy 
world are projected out of our personal 
thoughts, attitudes, emotions, needs. Perhaps 
it is easier to understand that even though we 
do not have the wisdom to enumerate the 
reasons for the behaviour of another person, 
we can grant that every individual does have 
his (sic) private world of meaning, conceived 
out of the integrity and dignity of his (sic) 
personality." (Axline, 1971 :15) 

Some of the collective pressures which operate, in 

present Australian society, to support the choice of 

alternative, progressive forms of education, are the 1 ife 

and death issues which confront our society: those which 

may offer only the choice between the destruction of our 

world or the transformation of it. These issues are 

1 iKely to come upon people and their children with 

dramatic suddenness, bringing with them a cultural crisis 

which may result in a normlessness that places all our 

previously held human commitments at risk. The present 

existence of a scientific, technological age, which is 

different in scope from any other age, makes it impossible 

to choose the intuitive, anti-intellectual response which 

characterised the radical, progressive movement of the 

1970s; children will need to be intellectual and reflexive 

if they are to combat universal social pressures to have 

their world totally shaped for them. 

A school community, such as that of The Co

Operative School, endeavours to educate the community and 

its children in a collective environment where, along with 

an acceptance of and preparation for the materialistic 

environment of the present the interactive nature of the 

future is prepared for. In order· to resist the 
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conservative educational opinions that seem poised to bog 

down the 1980s, with the traditional use of the forces of 

economic argument and scientific technology, it will be 

necessary for those committed to human educational values 

to produce fruitful outcomes from their educational 

innovations. A shared perspective of common understand

ings about the need for alternative education will need to 

go hand in hand with self-critical analysis of practices 

and the assumptions that underly them. Historical 

perspectives need to form a base fr-om which teaching 

adults and children can move forward as strong people 

committed to the continuance of alternative education. 

If alternative education is to be a viable option 

within the Australian educational scene, it cannot afford 

to continue hobbling along re-creating the cycles of 

despair and defeatism that have previously plagued many 

alternative endeavours. Rather than remaining lost in a 

morass of individualistic, ar,ti-intellectual and r-elati1..i

istic beliefs alternative education needs to be a strategy 

with which to help transform the values of the dominant 

society. In the search for 1 iberation, in a world on the 

brink of universal and cultural crisis, it is not 

sufficient to educate children merely for creativity and 

self-actualization within a safe 

society. 

embryonic 'natural' 

ClarK outlines some of the contradictions that she 

sees in her analysis of the intentions and practices of 

radical progressive education 

because they expose some 

and 

of 

they 

the 

are of inter-est 

shortcomings of 

alternative schools. She writes of the aims of having 

children develop a critical under-standing of their present 
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society and practices, which denies the importance of 

kn owl edge, thus l i mi ting the ab I 1 i ty to gerrera te 

perspective; of aims to create a new co-operative, 

egalitarian and autonomous society for the mutual benefit 

of all which have resulted in communities which are in 

practice highly 

traditional; aims 

competitive which 

amount to 1 ittle 

individualistic, close 

to be non-materialistic 

knit and 

and nor,-

resu 1 t in 

more than 

alternative values which 

✓ do your own thing ✓• She 

stresses the need for those committed to alternative 

education to support and encourage one another in critical 

reflection, in teaching children the arts of understanding 

and critical analysis, in how to be humane and 

intellectual and in how to search for and find the 

Knowledge that empowers and sustains positive change. 

(Clark, 1983:185) 

Children in The Co-Operative School needed to be 

encouraged to look at the possibility of creating 

alternative sets of assumptions to those which currently 

guided most thinking and behaviour. Members of the school 

community believed that changes in individual beliefs, 

self-concepts and learning processes would translate into 

actions which eventually effected the turbulent, complex 

society. 

Clark, in her analysis of the Victorian 

Progressive Education movement (1966-1976), notes that 

reports by Keeves (1981), and by Williams (1979, Vol :1), 

both "indicate clearly that concerns with equality, 

alienation, and quality of learning experience have been 

re~l~ced by efficiency, control and productivity" (Clark, 

1983:17). She goes on to quote writers such as, Hannan 
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(1980:9,10), BlacKbur-n (1982:7), Connell (1982:103,204), 

Ga 11 agh..-r- and Ashenden (1980:29); as examples of 

despondent reactions to the moves towar-ds conservative 

educational initiatives in the 1980s. She notes that 

there appears to be no coher-ent resistance from those t1Jho 

would seem to be committed to issues of equality, 

alienation and quality of learning experiences. 

Toffler- writes: 

"(in) a stream of change so acceler-ated that 
it influences our sense of time, r-evolution
izes the tempo of daily 1 ife, and affects the 
way we ✓ feel ✓ the wor-ld ar-ound us •.. This 
acceleration 1 ies behind the impermanence --
the tr-anscience that penetr-ates and 
tinctures our consciousness, radically affect
ing the way we relate to other people, to 
things, and to the entire universe of ideas, 
ar-t, and values." (Toffler-, 1970:25) 

As Toffler- talks about "The Thir-d Wave", he wr-ites that it 

must bring with it a genuinely new way of life which needs 

to be based on new assumptions about energy and production 

and on radically changed schools and cor-porations if it is 

to equip people for- the future. Such a change, he sees, 

as taking us beyond "standardization, synchronization, and 

centralization and beyond the concentration of energy, 

money and power". (Toffler-, 1981) 

Interventions in the environment of the children, 

in or-der to achieve a shift from the processes and content 

prevalent in traditional school environments, towards the 

Knowledge and pr-ocesses appropriate to modern society, 

could be facilitated if the theoretical perspective of 

social learning were used to help teaching adults plan and 

implement the philosophy of alternative schools. Areas 

explor-ed in this study such as the history and curr-ent 

social milieu of The Co-Operative School; issues of 
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freedom and choice; decision-maKing processes and conflict 

resolution, have been related to curriculum content and 

teaching strategies relevant to modern society. The 

needs of the adults and children in the school were 

diverse and ranged into areas beyond the curriculum 

content and teaching strategies which have been indicated. 

Further directions which could be developed to assist in 

the achievement of the school community"s aims could be as 

follows: 

* The development of a well resourced 
and supportive group for teaching adults who 
work in alternative school systems; such a 
group could be 1 inked to other groups which 
operate interstate. 

This Idea is not new, but the amount of ;burn out; 

experienced by teaching adults in alternative schools, 

would appear to indicate that sufficient support is not 

yet available to sustain people 

position. 

in this difficult 

* A voluntary child development and 
learning strategies course, to be run 
regularly in the school, as part of the 
ongoing programme; geared to children in the 
three to eight year old age range and aimed at 
deepening understanding of children and the 
learning process. 

The child development courses run for parents, by the New 

Zealand Playcentre Associations, could provide a relevant 

model. 

* Ongoing groups 
school, to assist them in 
to the type of highly 

modern 1 ife brings to the 
situation and to emergent 
life styles. 

for adu 1 ts i n the 
personal adaptation 

accelerated change 
family, to the work 
twenty-first century 

The existence in the school for some time of the group 

,. SAGE" , for support, awareness, growth and e_nergy and the 

extensive use made of the provision for commu:-i i t y 
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counselling (Schools Commission Grant 1981); illustrates 

the need for support and assistance in order for people to 

meet their own expectations for their 1 ives and for 

participation in the school. 

* Ongoing children~s groups in the 
school, aimed specifically at emotional 
support and creative problem solving, to 
assist children cope with the changes they may 
face in their 1 i fe expe-r i enc es. 

Wh i 1 e ongo i n9 affective educ at i or, programmes for the whole 

school group tt..•oul d partly meet this need, smal 1 groups 

should always be available for specific chi 1 dre-n 

undergoing difficult periods of crisis, loss and change. 

A model such as that used in playtherapy or self-esteem 

groups could make an appropriate starting place. 

Such supportive courses are essential for adults 

and children attempting to achieve the degree of change 

that alternative, progressive schools set out to make. 

This is particularly so with children in this age range 

when parents are beset by the usual demands of 1 iving with 

children who are dependent. The energy and organization 

needed for such an ongoing educational support network 

would be great, particularly as the courses would need to 

be dynamic, flexible and constantly evolving. For this 

reason it would be helpful for outside agencies to taKe 

some role in their provision, thus fulfilling a need to 

1 ink the school and community more closely. In the ACT, 

the following organizations, all of which have expressed 

interest and support for The Co-Operative School in some 

real way during its present term of existence, would be 

possible sources of assistance: 

* Australian National University: 
Centre for Continuing Education; 
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* Canberra College of Advanced Education: 
School of Education; 

* ACT Schools Office: Curriculum Consultants; 
Guidance and Counselling Section; 

* ACT Family Law Court: Counselling Section; 

* Association for Modern Education; Alternative 
School , ACT. 

An acceptance of the continued existence of some 

of the problems associated with The Co-Operative School, 

allied with the ongoing provision of opportunities for 

people to resolve these issues in a voluntary and 

participatory way, would free energy for daily teaching 

work with the children. 

The alternative, progressive for-m of early 

childhood education sought by the community of The Co

Operative School, was based on the belief that each child 

had val id feelings, emotions and methods of expression. 

Individual children were not be be sacrificed to the needs 

of society, but were to be equipped to taKe their place in 

society and to seek to change it. The aim was for 

children to be fulfilled in all areas of being; to find a 

synthesis of the imaginative and intuitive with the purely 

rational processes. The 1 iberation of each child lay in 

the attainment of freedom from the automatic constraints 

of society - by the exercise of informed choice. 

In this study some of the component parts of the 

process of education in the alternative environment have 

been analysed; directions for the successful implement

ation of the aims and objectives outlined in the school/s 

philosophy have been indicated, The school needs to 

consolidate its position as a viable educational choice 

within modern society. In so doing, it may pass from the 
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experimental stage, somewhat remote from society, to the 

place where it provides a choice for all parents who wish 

their chi 1 dren to be educated in a school that has a 

diferent view of the relationship of the individual and 

society from that which prevails in the traditional, State 

controlled, educational system. A non-fee paying option 

available to families from all stratas of the community. 

The world of the 1980s is not that of the 1960s 

nor the 1970s. The immense social changes, which have 

occurred and continue to occur at a rapid rate, bring a 

new milieu for the alternative school which is very 

different from that in which the progressive schools 

emerged. Australian society is far more culturally 

diverse and pluralistic; school and home environments are 

more permissive and more humane; new and exciting 

curriculum content and teaching techniques are emerging in 

schools. Children are exposed to far greater influences 

from affluence, advertisements and the advent of nuc 1 ear 

weapons. Ostensibly everyone is much 'freer' in modern 

society; yet we see a greater moue towards the control of 

people by organizations which mould their opinion and 

produce conformity and a lack of involvement in the 

decision-making which shapes society, As long as parents 

continue to hold the values which are outlined in the 

philosophy of The Co-Operative School and to retain the 

will and energy to implement these on behalf of their 

chi 1 dren, so v.•i 11 the need for a 1 ternat i ve, progressive 

schools, which re-tain control within their· community, 

remain. 
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