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CHAPTER I
INTRODUCTION

Background

Beauchamp (1975, p. 34) illustrates "the failure of scholars in
education to introduce the rigors of sound theory building to the
set of events attributable to the field of education," and details
specific inadequacies in general educational theory (pp. 39-42). In
the subfields of curriculum and instruction, Babin (1973), Beauchamp
(1975, pp. 181-184), Bruner (1966, p. 31), Hosford (1973, p. 5),
Myers (1970, p. viii), and Unruh (1975) underline the lack of theory
and offer remedies. Attempts to improve this situation have not met
with enthusiastic support.

Early leaders in the effort to call the attention
of educators to the significance of theory in
education were amazed and disappointed to find
unexpected ignorance, indifference, and even
hostility to learning more about the meaning of
theory (Unruh, 1975, p. 61).

It is not surprising, therefore, that 1ittle attention has been
given to the integration of the findings of educational studies into

an enlarged and effective body of educational theory (Hilliard, 1971,

p. 41). This continuing lack of and resistance to theory is dysfunctional,




since ultimately the purpose of theory in education is to provide an
answer for the fundamental question that each teacher should pose: Why
am I doing this with the children? Gordon (1968, p. ix) underlines
this need.

Qut of the morass of modern curricular and

instructional innovations of every kind and

variety, teachers and supervisors are asked

to make some selective decisions. They feel

at a Toss in trying to make these educational

decisions, because the new programs...do not

seem based on consistent undergirding theories.
Peters (1965) observes that, to allay this confusion, teachers must
make their own professional decisions on a sound theoretical base.
As Gibbs (1972, p. 12) says, theory is of optimum use when it is
directed to basic issues, controversies, and problems in a field of
study.

Peters (in Dearden, 1968)'pinpoints primary education in particular
as an area within which teachers' efforts to convey the secret of
their success to others has never done justice to their practice.
"Indeed, the theory of primary education is more studded with slogans
arising from an unexamined ideology than any other (p. vi)." Within
primary education the approach which continues to be the focus of
most of the debate is that of the informal or open classroom. Despite
many years of practice, proponents of the open classroom still function
in the absence of “"systematic theory" (Walberg & Thomas, 1971, p. 70).

There are many descriptive, anecdotal, and practical accounts of
the open or informal classroom and some recently developed operational
frameworks exist, but there is no coherent explicit theoretical frame-
work which parsimonious]y‘unffies and explains the phenomenon (Barth,

1972; Bennett, 1975, pp. 29-31; Dearden, 1968; Peters in Dearden, 1968,
p. vi; Waiberg & Thomas, 1971, p. 70). This lack of theoretical




identity gives rise to many serious problems:

1. Confusion as to what the key concepts within the phenomenon
of the open classroom are, and what interrelations are
supposed to exist.

2."A failure to clearly identify for what and for whom the open
classroom is best suited.

3. The lack of template for dissemination and implementation,
resulting in misinterpretation and misapplication.

4. An inadequate framework for enunciating. questions and for
considering problems about the open-classroom approach to
education.

5. An absence of guidelines and criteria for appropriate research
paradigms and designs.

6. A lack of criteria for evaluation.

7. The perpetuation of emotional polemics as the ma%n mode of
debate in assessing the advantages and disadvantages of the

open classroom,

Bennett (1975, p. 7) notes that misinterpretation of the open
classroom is rife. Even his own recent research findings have been
misconstrued. He observes that the problems of open classrooms are
complex and require that evidence be presented and evaluated objectively.
A coherent theoretical framework is essential to this dndeavour.

The assessment of research on the open classroom and the integration
of findings into a valid body of knowledge are seriously hampered by
the Tlack of common variables. Furthermore, many studies which apparently
utilize the same variables differ in their definitions (p. 29). This

lack of rigour (Travers, 1971) has given rise to crude studies which
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offer impossible comparisons and Tlittle help in solving problems.
It is quite possible, given the varying ranges of openness, crude
independent variables, and differing mid-point splits in research
designs, that the hypothetical optimum treatment of the open classroom
for a pérticu]ar group of students might fall on opposite sides of
the design for different studies. As Stones (1973, p. 18) states:
"Spurious consensus 1is inevifab]e if the one word means all (and
different) things to different people." Rosenshine and Furst (1973)
aptly describe this type of research as dust-bowl empiricism.

It must be obvious to the critical reader that

what is missing from many reported studies is

the sense of direction and controlled orderliness

which can only be provided by adequate theory

(Nuthall, 1968, p. 126).

Nuthall then goes on to express the opinion that stretching old
psychological theories is of little value. What is required, he feels,
is the creation of new theory which arisesdirectly from the natural
grain and detail of the behaviour it is supposed to explain. This
is what Glaser and Strauss (1967, pp. 1-3), working on the field of
sociology, describe as grounded theory. This type of theory is called
for by Zimiles (1973) who stresses the need for a conceptual framework
which allows for comparison of what one sees in a classroom with ideas
about the potential impact of these conditions on the child. In
reviewing the problems of evaluating the impact of the open classroom,
Stodolsky (1875, p. 116) emphasizes the necessity of a theory which would
permit inferences about the potential of an educational environment
on the child.

Part of the responsibility for the current confusion must be

attributed to many proponents of the open classroom who have resisted




attempts to develop theoretical frameworks which explain it. It is

felt that the open classroom is "founded on contingency and uniqueness"
(Walberg & Thomas, 1971, p. 7) of the situational Gestalt among child,
teacher, and materials, It is argued, therefore, that is not possible
to develop a theory which provides a fair representation of the approach;
indeed, it is more 1ikely that misrepresentation would occur. This
abdication on the part of practitioners to develop explicit theory

has left to others the opportunity to misinterpret; and as previously
noted, confused research continues, using paradigms which are distaste-
ful to open educators. As Walberg and Thomas (1971, p. 8) state,

open classroom teachers do not operate in an ideological vacuum. "They
seem to bring to each decision a set of shared attitudes and convictions
about the nature of childhood, learning and schooling." So it should

be possible to make these explicit, and build them into a useful
conceptual framework. Therefore this study intends to develop a

conceptual system for the open classroom.

Related Literature

This section examines 1iterature which pertains directly to the
development of theory for the open classroom. It will present elements
of theory explicit in the literature so as to indicate, in general,
what next steps are necessary in theory development. The substance
of this literature and other writings on the open classroom will be
analyzed in depth throughout the main portion of this thesis.

Literature pertinent to any form of theory development for the
open classroom is meagre. Barth (1970, 1972), Bussis and Chittenden

(1970), Rathbone (1972), and Walberg (1971) examine the open classroom




from a theoretical perspective.

Barth (1970, 1972, p. 21-29) assembles the main assumptions
underlying the open classroom and identifies twenty-eight assumptions
pertaining to the nature of the children, learning and knowledge.

Bussis and Chittenden (1970) had difficulty in articulating the teachers'
part in the open classroom. Therefore, they spent considerable time
examining the teacher's role. They identify ten themes which character-
ize aspects of the teacher's activities.

Rathbone (1972, p. 527) distills what might be ca]]ed a minimum
set of thirteen "intended learning outcomes" for the open classroom
which emphasize personal efficacy rather than knowledge of subject
matter. These are regarded as the general goals of the open classroom.

From the Tliterature on the open classroom Walberg and Thomas (1971)
examine several categories of writers in an attempt to afrive at an
operational definition of the open-classroom approach to education.
Their comprehensive efforts generally substantiate the work of Bussis
and Chittenden (1970) whose ten themes of teacher role characteristics
they modify to eight. Similarly, they slightly extend, combine and
modify Barth's (1972) twenty-eight assumptions to eighteen.

The above efforts identify aims, assumptions, and operational
themes for the teacher. These writings are useful in that they facilitate
variable identification and the c]assifiéation of data regarding the
open classroom, besides being the source of elemental hypotheses;
however, no attempt is made to identify useful concepts, constructs,
and to speculate as to ré]ationships that might or should

exist among them. These existing elements of theory represent
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rudimentary levels of theorizing (Boring, i963, pp. 210-225; Snow, 1973,
pp. 82-86). They still do not constitute a.coherent conceptual
framework which unifies and explains the phenomenon of the open class-
room which is the next form of theory appropriate to develop. Thus,
the fopus of this thesis is to make a contribution towards conceptual
theory which is characterized by Snow (1973, p. 84) as a set of hypo-
thetical constructs and relationships, perhaps speculative in nature,
in combination with known and defined concepts.

Having examined the Tliterature pertaining to theory for the open
classroom, and ascertained the next step in theory development, the

problem which this thesis addresses can be more clearly delineated.

The Problem

In essence, the problem that this study engages is the develop-
ment of theory pertaining to the open-classroom approach to education.

The minor research questions for this study are:

1) Do elements of theory pertaining to the open classroom exist

in the literature?

2) If so, what are these elements?

3) In what form do they exist?

The major research question is:

4) Can these elements be synthesized and/or extended to form

a conceptual system for the open classroom?




Approach to the Problem »

In order that this study can be viewed within the broader context
of educational studies it is necessary that the approach to the problem
include a brief philosophical stance from which it emerges, as well as
a coherent and interrelated vocabulary of meanings for the common
macro-constructs of education (after Hosford, 1973, p. 15).

Philosophically speaking this research regards any individual's
general purpose in life as being to relate positively to the macrocosm,
to make as much sense out of the apparent chaos of the universe as
possible. In order to achieve this purpose the individual continually
interacts with the macrocosm, constantly attempting to improve the
quality of this interaction and its products as judged by the criteria
of the individual's own value system.

Definitions

The fo]]oWing definitions are stipulated for the common macro-

constructs of education:

1. Education (Process) - is the development of individual and social

meaning,together with the development of the process for generating
that meaning (adapted from Hosford, 1973, p. 26).

2. Education (Product) - is all learning which has individual and

social meaning (Hosford, 1973, p. 26).

3. Learning - is a change in the potential for behaviour or change
in. behaviour.

4, Curriculum - is a structured set of intended learnings.

5. Instruction - is all activities and experiences designed to

facilitate learning (adapted from Hosford, 1973, p. 26).




6. Teaching - is the behaviour of a peréon directed to the learner

in order to

facilitate learning (adapted from Hosford, 1973, p. 27).

These definitions imply:

1.
2.

In reality,

in learning

3.
4.
5.
6.

Curriculum is regarded as a unity of means and ends in that some

intended learnings facilitate, that is, aee means for, subsequent

Education is a subset of Tlearning.

Teaching is a subset of instruction.

all teaching or instruction does not necessarily result

or eddcation therefore:

Some instruction results in learning.
Some instruction results in education.
Some teaching results in learning.

Some teaching results in education.

learnings; therefore:

7.

Some curriculum is instruction.




Figure 1: illustrates the above relationships and the crucial concern

of the classroom.

I - Instruction
T - Teaching

L - Learning

E - Education

C - Curriculum

10

Figure 1: Diagram indicating relationships between instruction, teaching,

learning, education, and curriculum.
The shaded area represents that learning which is education (has

jndividual and social meaning) which is part of the intended curriculum

and which has resulted from instruction (including some teaching). This

area then is the crucial concern of the classroom which it attempts to

maximize.
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Having stipulated the context of the discipline of education with-
in which this thesis is developed, it is now necessary to characterize

the open classroom as an approach to education.

The Open Classroom

The foregoing framework is probably general enough to take account
of many varied educational ideologies, one of which is that of the open
classroom. Differences begin to evolve when one asks the following
questions: Who designs the curriculum and how? What is the substance
of the curriculum ? What style does the teacher use? What activities
do the students undertake? Within what type of environment is instruction
conducted? In other words specific ideological aims, values, and there-
fore means, all of which may fall within the general definition of
education given previously, necessarily characterize different approaches
to education.

This research proposes: to accept the definitions of education
(process and product) given previously, as the general goal of the
open classroom but as ideologically characterized by Rathbone (1972,

p. 527) as follows:

1. The child will take responsibility for his own decisions
and actions.

2. The child will be autonomous, acting and making decisions
independently.

3. The child will have the ability and desire to set his own
goals.

4, The child wili possess self-discipline and will not need
externally applied discipline.

5. The child will learniself-direction as a basis for

organizing his life; he will be self-actualizing.




6. The child will have a capac%ty.for long-term involvement
at learning tasks of his own choosing.

7. The child will possess a willingness to experiment; he
will demonstrate an ability to seek new solutions and new
pfob1ems.

8. The child will have self-confidence.

9, The child will exhibit trust in himself and others.

10. The child will feel free; he will be socially and
intellectually adaptable.

11. The child will feel comfortable with and confident of
his own learning processes.

12. The child will be in touch with his own inner impulses:
he will not fear fantasy or feeling.

13. The child will value the ethic of open education.

It is necessary, here to characterize the means for reaching the
above goals since it will be the concrete referent for this study.
This referent is the live open classroom. Since part of the object
of this thesis is to further identify and défine the open classroom,
a conceptual definition would not be appropriate at this point, however,
the open classroom can be described as follows:

...It is characterized by openness: door are
ajar, and children come and go: chassrooms are
open, and children bring objects of interest
in and take objects of interest out, space is
fluid, and not pre-empted by desks and chai¥s
organized in rows or in any permanent way; a
variety of spaces are filled with a variety of
materials; children move openly from place

to place, from activity to activity. Time

is open, to permit and release rather than
constrain or prescribe. The curriculum is
open to choices by adults and children as

a function of the interests of children.

12
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The curriculum is the dependent variable,
dependent on the child, rather than the
independent variable upon which the child
must depend...In short, open education
implies an environment in which the
possibilities for exploration and learn-
ing of self and of the world are un-
obstructed (Barth, 1972, p. 56).

Type of Theory

Having briefly described the phenomena towards which this study
is directed, it is now necessary to consider the type of theory which
is most appropriate for the open classroom. Accordingly, this section
will develop broad parameters for the type of theory towards which
the conceptual system is aimed. More specific details of the
procedure for developing the conceptual system willobe explicated in
Chapter II.

Glaser (1976, p. 4), Bruner (1964), and Hilliard (1971, p. 43)
attempt to distinguish between theories of pure and applied disciplines.
Theory in pure disciplines explains natural phenomena and is termed
descriptive, whereas theory in applied disciplines, which attempts
to state and explain the best course of action to reach certain goals,
is called prescriptive. Maccia's work in educational theory also
reflects an interest in the descriptive/prescriptive classification
but moves on to a more detailed taxonomy of subject matter of theory.
She suggests four classes of theory which seem particularly useful
for applied disciplines. Maccia's (1965, p. 4) categories of theory
are: formal, event (or reality), valuational, and praxiological.
Formal theory is speculation with respect to structure of major
aspects of a discipline or field of study. For example, the question

of whether curriculum is a subtheory of instruction or vice-versa
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would fall into this category; Event theory is concerned with the
description and explanation of natural phenomena - as we find for
events in physical science. This class of theory seems to correspond
to descriptive theory but is better named: the term descriptive misleads
in that it forgets the more valuable explicative function. Event theory
would seem to utilize science as a main epistemology. On the other
hand, valuational theory, which is speculation as to worthwhileness,
would appear to emphasize what has been described as philosophical
theory. The final class is praxiological theory which is "speculation
as to appropriate means to attain what is taken to be valuable"

(Maccia, 1965, p. 4); This category seems to correspond to the pre-
scriptive aspect of educational theory.

Since this study accepts the goals of the open classroom as
derived by Rathbone (1972, p. 537), the conceptual system will focus
on means for attaining these ends. Thus the class of thebry which
this study will primarily engage will be praxiological. The need for
"grounded theory" (Glaser & Strauss, 1967, pp. 1-3; Nuthall, 1968, p. 126)
in education generally and for the open classroom in particular (Stodolosky,
1975, p. 116; Zimiles, 1973) has been noted, so that the conceptual
system will attempt to reflect the natural grain and detail of the
behaviour it is supposed to represent. Having discussed the type of
theory or theorizing appropriate for the open classroom, the question
now arises as to how this should be developed.
Method

There are two crucial aspects to the development of a conceptual
system for the open classroom. Firstly, the process of theorizing;

secondly, the substance with which one theorizes..
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Glaserand Strauss (1967, pp. 1-2) consider that developing theory
inductively from qualitative and quantitative data (p. 17) is the
best initial approach to theory development rather than a philosophical
deductive procedure. They feel it is more likely to produce results
which fit, describe and explain reality, being of practical use for
the field via its intimate link with the data. Since this study
represents initial stages in theory development for the open classroom,
it is considered that an inductive approach from qaalitative and
quantitative data is an appropriate procedure to utilize. Qualitative
data will be emphasized since i% is readily available but more importantly
because it is a better source of concepts for a conceptual system.
Essential for the above approach is a systematic procedure for examingng
the data (p. 18) to ensure quality of outcome and replicability.
Therefore a fundamental task of this study will be to develop a
detailed procedure for theorizing. |

The substance with which one theorizes is of parallel importante
to the process of theorizing; &s Stinchcombe (1968, p. vi) notes,
"jnduction in the domain of theory depends on selection of materials
to analyze." Therefore, a second fundamental task of this study is
to develop a system for selection of writings pertinent to the open
classroom from the existing literature. The third fundamental task
is to integrate the substance and process for theorizing into a
replicable procedure which will guide the development of a conceptual

system for the open classroom.

Purpose

Having identified the problem which this thesis will address and




having outlined the approach that will be followed, it is now possible
to formally state the purpose of the study, which is to develop a
conceptual system for the open classroom. This conceptual system

may be represented by a model. Since the system will focus on the
means (open classroom) to reach the agreed ends of the open classroom

(Rathbone, 1972, p. 527) it will fall mainly within the class of

praxiological theory (Maccia, 1965, p. 4). In methodological terms
the study will use an inductive approach, analyzing in a systematic
way qualitative and quantitative data selected from the literature
pertaining to the open classroom. Existing and new elements of theory
which emerge from this analysis will be fashioned into a conceptual
system. The direction of theory development represented by the
building of this conceptual scheme is towards grounded theory (Glaser
& Strauss, 1967, pp. 1-3) and conceptual theory (Snow, 1973, pp. 82-
86).

A conceptual system is defined as a framework designed to identify
and reveal relationships among complex interrelated and interacting
phenomena (Goodlad, 1966, p. 3). A conceptdal model is defined as

a diagram which represents the conceptual system.

Functions

Intended functions of the conceptual system were derived from the
needs of the open classroom indicated earlier in this chapter. The
system will: explicate the open-classroom approach to education;
identify its key concepts and their interrelationships; provide a tem-
plate for its dissemination and implementation; act as a framework
for considering problems of the opan classroom; facilitate valid
research, evaluation and development; and minimize misinterpretation

and misapplication.
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Delimitation of the Study

This study is primarily focused upon the praxiological aspects of
the open or informal classroom.

The main substance which this study will consider will be writings
selected from literature pertaining to the open or informal class-
room as detailed in Chapter II. This selection, however, is not
meant to preclude other pertinent citations justified by the
context within which they are quoted.

This study is not concerned directly with the many educational
innovations which may or may not be associated with the open or
informal classroom, such as individualization, continuous progress,
and free schools.

The broad level of education considered appropriate for this study
at this time is nursery school through grade 6; that is, children
whose ages range from four through twelve. It must be noted that
this is a preliminary delimitation and that the study should more
carefully examine the age range appropriate for an open or informal
classroom approach.

The minimum aim for this study is a conceptual system for the

open classroom, however, this does not preclude that this conceptual
system may reach the Tevel of theory. The question as to how a
conceptual system can be judged to be at the level of theory will
be addressed in Chapter II.

This study represents an effort toward the development of theory
for the open-classroom approach to education. Therefore it is

not theory development solely in any of the separate macroconstructs

of education- such as teaching, instruction, curriculum or learning,
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but rather the dynamic interaction of them ai], which is the main concern
of the education enterprise (see Figure 1, p.10 ). Thérefore this

study does not consider explicitly, specifically, or separately the
notions of curriculum, instruction, teaching, and learning as they

apply to the open classroom.

Assumptions

1. It is assumed that there are no ideological or empirical differences
between the open classroom and the informal classroom. It is felt
that this is a reasonable assumption to make in,view of the constant
ideological interchange between proponents and practitioners of the
open and informal approach to education in Britain and North America.
Further, Evans' (1971) study which observed both informal classrooms
in Britain and open classrooms in North America detected no
significant differences in classroom transactions in the two
countries.

2. It is assumed that the objectiBles of the open-classroom approach
to education are validly represented by Rathbone (1972, p. 527).

3. It is assumed that no explicit coherent theoretical framework
exists for the open classroom. In view of the examination of the
literature pertaining to theory development for the open classroom
(p.5 ) this is regarded as a valid assumption.

4. It is assumed that elements of . theory for the open classroom do

exist in the literature selected for this study.

Limitations
1. This study is concerned with a conceptual system which is a

general framework (Goodlad, 1966, p. 3) designed to facilitate more




in-depth study of specific areas. Therefbre, bearing in mind the
massive amount of literature, and multiple events which make up
the phenomena of the open classroom, this study is limited in
that it will not be possible to edamine each event, concept, or
construct, in depth. It is hoped that the benefits of a general
map as represented by the conceptual system will better provide
for the in-depth study of specifics and thus offset any necessary
superficiality required by the large scope of this study.
. The current status of theory development in education inevitably
Timits this study in several ways:
a. Education in general currently manifests what might be
called a "natural history stage of theory" (Gibbs, 1972,
p. 36) which consists of observing, classifying and labelling
of events, things, and phenomena. Terms and concepts have
been borrowed from other fields. The problem that remains
is that many terms are undefined within the context of
education, furthermore, many concepts may have little or

no empirical kalidity.
b b. The results of this study will be Timited insofar as there

is not a state of "normal science" (Kuhn, 1970, pp. 10-34)

in education, since there are neither well accepted theories

nor established paradigms of inquiry within the discipline.

In an effort to systematiie the analysis of qualitative data, a

procedure for theorizing and for selecting literature appropriate
for this study is deve]oped in Chapter II. These details ensure
that the study can be replicated. There are, however, several
points with regard to this procedure that may 1imit or strengthen

the study.
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a. Inasfar as possible the procedure was developed a priori to
guide theory development and avoid haphazard analysis.
However, as Glaser and Strauss (1967, pp. 45-47) point out,
"the process of collecting data is controlled by emerging
theory" -- it points to the next steps. Needless to say,
the initial decisions in each phase of theory development
are guided by the perspective of the general procedure given
in Chapter II. The further development of that procedure, as
theory emerges, is designed to be a strength; however, it
could be a Timitation if it permits haphazard and unsystematic
ana]ysis;
b. Always within the realm of a logical scientific approach to
a problem there is a vital and creative role to be played by
insight, intuition, and serendipity. Both Glaser and Strauss
(1967, p. 251) and Stinchcombe (1968, p. v) extol the values
of these phenomena as a source of theory. Nevertheless, despite
the fact that the procedure developed for this study is both
structured and flexible to guide and permit intuition and in-
sight, that flexibility could be a potential limitation both
in terms of outcome and replicability.

Organization of the Thesis

The purpose of this first chapter has been to present the reader
with an overview of the problem, and the broad approach to be taken in
this study.

Chapter II will give a detailed development of the procedure for
theorizing that will be utilized in this study, together with the method

that will be used for selecting appropriate literature to analyze.




Chapters III, IV, and V are concerned with the development of the
conceptual system for the open classroom utilizing the procedure
outlined in Chapter II. These chapters represent different phases
of that procedure. Chapter III, the exploratory phase, constitutes
the estéb]ishment of the set of events and phenomena on which the
conceptual system will be focused, together with the analysis of
literature which offers potential concepts for inclusion in the
conceptual system. Chapter IV, the 1ntegrativé phase, will search
for concepts which unite and integrate the notions which emerge from
Chapter III. Chapter V, the formal phase, constitutes a formal
exposition of the conceptual system. In Chapter VI, the thesié will
be summarized and assessed in terms of implications for the study

and practice of the open-classroom approach to education.
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CHAPTER II
PROCEDURE

Introduction

The purpose of this chapter is to develop a detailed procedure
for the development of a conceptual system for the open classroom,
within the general guidelines outlined in the previous chapter.

There are two major facets of this procedure: firstly, the
substance with which one theorizes; secondly, the process by which
one theorizes. The first section of this chapter will therefore
consider the selection of writings pertinent to the open classroom
which this thesis will analyze. The second section will consider the
process of theorizing appropriate for this study. The third section
will integrate substance and process into a procedure which will

guide the development of a conceptual system for the:opén:zlassroom.
Substance

Since the literature pertaining directly and indirectly to the

open classroom is copious, it is necessary to develop a system for
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obtaining a representative and appropriate sample of writings for the
present study. This section will consider the universe of eligible
1iterature, the aims of selection, the utilization and establishment
of categories of Titerature, and criteria for selection within each

category.

Eligible Literature

The universe of literature considered eligible for this study
includes the following: writings:

1. Those which focus primarily and directly on fhe informal
or open classroom.

2. Those which, though they do not mention the key words informal
or open, have been demonstrated by the 1iterature to have influenced

the history and development of the open classroom.

Aims of Selection

The magnitude of literature eligible for the study necessitates
the selection of a sample. The basic aims of selection are:
1. To reduce the data to manageable proportions.
2. To ensure that writings considered by this study are
representative of the opencclassroom.
3. To ensure that writings considered by this study comprehensively

cover the scope of the open classroom.

Categories

The following categories of literature are deemed to serve the
aims of selection outlined in the previous section. iTheytare dlso

designed to facilitate the development of the-conceptual system.
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The categories are writings which:

1. Describe the Tive open classroom.

2. Represent the historical roots from which the open classroom
developed.

3. Pertain to the development of the open classroom.

4, Attempt to develop operational frameworks for the open classroom
from an empirical base.

5. Attempt to discern the assumptions, beliefs, and values inherent
in the operation of the open classroom.

Category 1 provides for the establishment of the ground for the
conceptual system. The ideological forerunners of the open classroom
(Category 2), influences on its dynamic development (Category 3) and

operational frameworks (Category 4) provide potential concepts and

relationships. The findings which emerge from analysis of this literature

together with existing elements of theory and Category 5 writings may
offer suggestions as to how the conceptual system can be structured.

Selection within Categories

While the foregoing categories provide for useful classification
and selection from the plethora of open classroom literature, there
still remains the problem of representative and appropriate selection
from within each category.

Category 1: The majority of the material which describes the live
open classroom has essentially the same content, therefore, quite an
arbitrary choice could be made without jeopardizing validity. The
sample of literature used will include many of the most frequently

cited sources.
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Categories 2, 3, 4: For these categories, a combination of criteria

will be used. Walberg and Thomas (1971) attempted to identify and
describe the open classroom by rating authors in terms of their
emphasis on eight themes which purported to characterize the open
classroom. These authors were categorized on the basis of advice

of knowledgabd@ personnel and frequency of citation into the following
‘categories: practitioners, advisors, advocates, reportess and otservers.,
analysts and researchers. Authors who were highly rated by Walberg

and were eligible for the Categories 2, 3 and 4 were included. Long
(1973) examined existential and humanistic psychology as it applied

to education as well as historical and deve1opﬁenta1 aspects of the open
:classroom. He clearly demonstrated that existing open education
classrooms best reflected and fostered the ideas inherent in existential
and humanistic psychology. Thus, the joint citteria used to select
authors for inclusion in Categories 2, 3, and 4 were freéuency of
citation and their rating within the Long (1973).and Walberg and

Thomas (1971) studies.

Category 5: There is such a limited amount of literature which falls

into this category that any example found was critically considered.

Process

The primary aim of this study is to produce a conceptual system
which will aid the development of theory for the open classroom,
Whether or not the conceptual system reaches the Tevel of theory is
not essential to this aim. It is, however, &n important subsidiary
question, in that, within the notion of theory as an ever developing

entity (Glaser &n8trauss, 1967, p. 32) it is essential to know how




26

far one has come and Wwhat may be the next step. Thus the objective
of this section is to conduct an examination of theory as it pertains
to education, and how it may be built. From this will be extracted
the most fruitful process of theoretical formulation for the purposes
of this thesis.

The following questions will be considered:

1. How may theory be defined?

What are the main components of theory?
What component of theory is its necessary characteristic?
What are the functions and properties of theory?

. What different forms or levels of theory are there?

A g1 W™

. What activities and processes constitute theorizing?

Defining Theory

Halpin (1966, p. 7) claims that "theory carries the burden of too
many meanings." Despite the fact that "There is general agreement
that a theory is a set of related statements explaining some series
of events" (Beauchamp, 1975, p. 10), the number of potentially different
modes of theory building, forms of theory, and types of functions
theory is to serve, gives rise to many differentes as to what the
character of theoretical statements could or should be. Accordingly,
samples of the main classes of definitions of theory will be illustrated
here, all of which are considered legitimate in appropriate circumstances.
Griffiths (1959, p. 28) defines theory frugally and generally as
follows: A Theory is essentially a set of assumptions from which a
get of empirical laws is derived." The most frequently cited definfition

of theory in socidl science is that of Feigl (1951, p. 182) who expands
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Griffiths' statement to emphasize the assumptive nature of theory as
compared to empirical laws.

I propose to define theory as a set of assumptions
from which can be derived by purely logico-mathematical
procedures, a larger set of empirical laws. The
theory thereby furnishes an explanation of these
empirical laws and unifies the originally hetero-
geneous areas of subject matter characterized

by those empirical laws. Even though it must be
admitted that theee is no sharp line of demarcation
(except a purely arbitrary one) between theoretical
assumptions and empirical laws, the distinction,
at least in the sense of gradation, is illuminating
from a methodological point of view.

The fundamental characteristics pf theory which are unification,
explanation and prediction are combined in the following definition.
by Kerlinger (1973, p. 9):

A theory is a set of interrelated constructs
(concepts), definitions, and propositions
that present a systematic view of phenomena
by specifying relations among variables, with
the purpose of explaining and predicting
phenomena.

In his definition, Kerlinger also points to the main components in
theory: constructs, definitions and propositions. Both Snow and Rose
offer other acceptable definitions of theory:

In its simplest form a theory is a symbolic
construction designed to bring generalizible
facts (or laws) into systematic connection.

It consists of (a) a set of units (facts,
concepts, variables), and (b) a system of
relationships among the units (Snow, 1973, p. 78).

Rose (1963) in emphasizing the role of hypotheses in the predictive
aspect of theory offers the following:

A theory may be defined as an integrated

body of definitions, assumptions, and

general propositions covering given
subject matter from which a comprehensible
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and consistent set of specific and

testable hypotheses can be deduced

logically.
A definitdon which is unique in that it illuminates the role of
empirical data, inference, induction, and speculation as legitimate
modes in theory development has been formulated by Marx (1963, p. 9)
who stated that theory is:

...provisional egplanatory propositions

concerning some natural phenomena. A

symbolic representation of (i) observed

relationships among independent and

dependent events, (ii) the mechanisms

which are presumed to underlie these

particular reldtionships, (iii) inferred

relationships and underlying mechanisms

without any observed data.
The foregofng definitions reflect a certain commonality as well as
a variety of different but feasible views ofttheory. It must be
noted that none of these definitions pinpoint a particular component
of theory which could alone distinguish theory from other Togical
formulations which have as yet not reached the level of theory.
This problem will be discussed following an analysis of the components
of theory. Theory will then be defined as it relates to the purpose

of this study.

Components of Theory

An initial component of any theory must be the set of events to
which it is directed (Beauchamp, 1975, p. 82; Stinchcombe, 1968, p. ¥).
The identification of the problem or phenomena which the theory is to
describe and explain must be done rigorously if the appropriate,
complete and coherent portion of reality is to.be defined. This
set of events or phenomena to which the theory is directed will be

referred to in this thesis as the reality base.
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Having identified the reality base for the theory there is a need
to identify a value base which makes explicit accepted values and
beliefs for the theory (Beauchamp, 1975, p. 82). This value base
is derived from operational values inherent in the reality base and
subjective values inherent in the world view or philosophy of the
theorist. This set of values must be internally consistent, and is
usually stated within the assumptions of the theory.

The reality base must be apbropriate for the problem to provide
an optimum target for theorizing within the guidelines provided by
an appropriate value base. Absence of these components, according
to Schwab (1970, p. 11), would weaken the theory ‘throughniricompleteness
of subject matter and inconsistent or biased partiality of view.

From the varied definitions of theory, the main classes of
statements within theory include assumptions, definitions, constructs,
and prppositions. Gordon (1968) suggested that the terms of theory
fall into three main classes. Firstly, there are primitive terms
which cannot be operationally defined. Secondly, there are key terms
of the theory which must be operationally defined. Examples of key
terms in education could be inquiry, aggression, problem solving, and
rote learning. These key terms can be utilized to form propositions
which state relations within the theory. The third class is theoretical
terms. These cannot be defined directly or operationally but via
their relation to other terms which are operationally defined. Examples
of theoretical terms are: motivation, cognitive dissonance, and
perceptual structuring.

Kerlinger (1973, p. 28) defines a concept as a "word that expresses

an abstraction formed by generalization from particulars." He goes on
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to define a construct as "a concept which has - the additional meaning

of having been created or appropriated for special scientific purposes."
Kerlinger (p. 34) illustrated the main components of theory and

their interrelationship in diagramatic form (see Figure 2). The

concepts'C] G.e1f €oncept), C, (Achievement), and o (Aptitude) have

been identified or created as parts of phenomena important for the

description and explanation of those.phenomena. They therefore become

constructs for theory building. An operational definition assigns

meaning by specifying operations necessary to measure it; that is,

since there is no direct empirical measure of the construct self

concept (C,) an operational definition (C,) permits an indirect link.
1 1

Operational Definition
of Self Concept

Self Concept

Test of Self Concept

Achievement Achievement Test

Reality Base and
Data
ON
Aptitude Aptitude Test

Fiaure 2: Diagram jllustrating the Tink between theoretical constructs
and realitv. Adapted from Kerlinger (1972, b. 34),
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In the empirical realm relationships (r) may be discovered between
operationally defined constructs; thus, relationship between theoretical
constructs can only be inferred; that is to say, theory cannot be
proved or disproved directly.

Since Kerlinger (p. 8) claims that "the basic aim of science is
theory", it is appropriate to examine Showalter's (1969) model of the
structure of science which identifies components of theory. Showalter's
basic assumption is that science is man's effort to improve order or
chaos through organizing the infinite number of objects and phenomena
he encounters into a finite number of structures with which he can
cope more readily.

Figure 3 illustrates the model for the structure of science, which
in a sense duplicates Kerlinger's model but is more comprehensive.
Input from the real world through the senses (perceptions) are
categorized into real concepts such as "dogness" and "chairness';
these real concepts, in turn, affect perceptions, thus illustrating
the two-way functioning of the model. A fact is a sentence asserting
a relationship between two or more real concepts. The fourth Tlevel
of the model for the structure of science is "laws." A law is a
statement which is more general than a fact in that is subsumes many
facts. It is therefore more powerful than a fact. Laws still have
a direct connection to empirical reality but to generalize beyond
the Tevel of laws one must enter the domain of true abstraction -
this is accomplished by using invented concepts which provide a means
of relating previously unrelated phenomena and explaining the Taws
associated with them. They are abstract with no direct connection

with reality; examptes of invented concepts are energy, work, velocity,
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Figure 3: A model for the structure of science.
(1969).

Principles
Invented
Concepts
Laws
Facts

Real Concepts

Perceptions
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and justice. Above the level of invented concepts are principles
which assert relationships between two or more concepts, one of which
must be an invented concept. The highest level of abstraction is
theory, which according to Showalter's model, must contain at least
one principle in relationship with other elements of the model. The
two-way flow of the model suggests that by induction upwards from the
empirical base or by deduction downwards from theory, speculative
relational statements or predictions may be generated, in the form
of hypotheses.

Gibbs (1972, p. 128 et seq.) followed a similar approach to
Showalter for the purpose of illustrating the structure of theory
for sociology. He used the terms referents, referentials (laws),
concepts, and constructs for components of increasing levels of
generality. He goes further than Showalter in that he demonstrates
how statements like axioms, postulates, and propositions indicate
relations between constructs, between a construct and concept, and
between concepts respectively. Whereas Gibbs'treatment of theory
building is thorough and detailed, it will not be discussed any
further since it reflects the higher forms of theory not appropriate
for this study.

The Essence of Theory

It was noted earlier that no current definition of theory really
pinpoints a property or component of a set of related statements which
attempts to explain a series of events which uniquely characterizes

that set of statements as theory as opposed to non-theory.
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Raser (1969, p. 6) broadly identifies the pertinent characteristic
of theory when he says "theory usually deals with aspects of reality
that are not immediately evident to the senses." The jobeof the
scientist, writes Kerlinger (1973, p. 34), is to "shuttle backwards
and forwards between the level of theory-constructs and level of
observation" building valid but indirect Tinks from reality to crucial
elements of theory.

Both Halpin (1966, p. 6) and Brunowski (1965, pp. 12, 33) underline
that construction of theory demands an act of creative imagination;
but it is necessary to search further to unearth what this produces
as a crucial element of theory. Brunowski (1965, p. 33) notes that
Kepler took a creative step when from data gathered on the movement
of heavenly bodies he found order and unity from exploring Tikenesses.
This unity took the form of *Kepler's three laws which desqribe the
orbit of any planet. But Kepler's Laws do not explain why planets
move the way they do. For this reason Brunowski distinguishes
between Kepler's creative step and that of Newton who created a central
concept which explained the motion of planets: the concept of gravitation.
"The creation was a concept - a connected set of concepts" (p. 34).
Brodbeck (1963, p. 59) lists three methods of formulating concepts
in theory building: inventing a concept tq represent perceived common
characteristics; cdmbining old concepts; and inferring underlying
states or constructs. Showalter (1969) in his model of the structure
of science (see Figure 3) provides a strong formal conte®t for
Brunowski's notion of the invented coneept as the crux of theory.
0f parallel importance, he distinguishes between different types of

concepts, and demonstrates, as does Brunowski, that lTaws are direct




descriptions of empirical reality and, since they do not explain, are
not theory. Kerlinger, as previously mentioned, utilizes the notion
of constructs and their interrelationships,as theory, whereby a
construct is a concept which has been particularly appropriated or
invented %or a theoretical formulation (Kerlinger, 1973, pp. 18-34).

In discussing what this section has called invented concepts,
Brodbeck (1963, p. 49) observes that:

The characteristic abstractness of scientific
concepts, like mass or I.Q., lies in the fact

that these terms cannot be defined by simply
listing a cluster of directly observable
attributes.
In order to be scientifically useful, that is, form part of
a theory, a construct or invented concept must be able to be defined
by its relationship to other constructs. Kerlinger (1973, p. 30)
calls this constitutive definition. Idnovder to conduct experiments
or observations in empirical reality, it is necessary to infer how
theoretical constructs (invented concepts) may be measured through
operational definition.
From the foregoing deliberation, the necessary characteristic
of theory that emerges is the invented concept which is formulated
or invented by an act of creative imagination. This type of concept,
although it has no direct connection with reality (it is abstract),
has strong indirect connection via terms which may be operationally
defined. It goes beyond description of real phenomena to explanation.
"Atbheory is nothing - it is not a theory - unless it is an explanation"
(Homans, 1964, p. 812) or creates "the capacity to invent explanations"

(Stinchcombe, 1968, p. 3). Explanation involves the invention of

an abstraction (invented concept) which accounts for, unifies, gives
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reasons for, and predicts, phenomena (Gibbs, 1972, p. 13 et seq.;

Scriven, 1962, p. 397). For the purpose of this thesis, therefore,

a theory is defined as a set of related statements which explain

some phenomena and which contains at least oneinvented concept (construct)

related with other operationally defined variables.

The Functions of Theory

Of what functional use is a theory? From a perusal of Beauchamp,
1975; Colardarci and Getzels, 1955; Griffiths, 1959; Halpin, 1966;
Kerlinger, 1973; Marx, 1963; Saunders, 1966; Schwab, 1970; Snow, 1973;
and Unruh, 1975, the following functions of theory were gdeaned:
Theory depresents a way of making sense out of the apparent chaos
of the universe. It searches to exposeapatterns, relationships,
causes and effects within reality. Its major purposes are to unffy,
simp3}ify, describe and explain phenomena within reality. From this
base, the phenomena may be manipulated and controlied and events
predicted. For applied disciplines theories désirab]y guide action;
that is, they are prescriptive. MacDonald (1967) maintains that
prescription is a neutral attempt to provide an explanation of the
way to achieve certain ends.

As a conceptual tool, theory serves as a guide to observation,
and enables classification of problems. Contrary to some popular
belief, theory is a guide to practice in several ways. Apart from
problem identification mentioned above, it provides criteria for
decision-making, problem-solving and action. In applied disciplines,
it permits consistency of behaviour when serving as a prescriptive

mode1 for action.
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Whereas the foregoing functions may be viewed as external functions
of theory, various internal functions are a necessary prerequisite.
In order to provide an optimum target for theorizing a reality base
appropriate for the problem must be delimited. In other words, to
what phenomena in reality is the theory directed and Timited? The
theory should make explicit the value base of assumptions, beliefs
and values which have applied. A1l terms should be defined and the
components of theory should be related by use of a set of statements
which have internal consistency and frugality, that is, they possess
maximum comprehensiveness with minimum content. The fact that theory
has limits of tenability indicates its functional openness both in
terms of the temporary nature of its truth and the potential expansion
of its boundaries.

Types of Theory

Halpin's (1966, p. 7) statement that theory takes many forms is
borne out when one examines the literature that exists pertaining to
the topic.

Gordon (1968, p. 1) speaks of theory essentially as speculation
regardless of the popular emphasis that all theory needs empirical
validation. But as Maccia (1965, p. 2) points out "It is not the case
that theory should be discounted because it is speculation." Griffiths
(1959, p. 100) echoes this when he cites the one-time speculative and
predictive characteristics of physical science theories which were
untestable due to lack of technology to gather data until long after
the creation of the theory. Griffiths, however, also makes the point

that theory should be testable at some time given appropriate means. So
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speculative theory is acceptable, but if is better wheh it may become
empirically based.

Gordon (1968, p. 2) speaks of philosophical and scientific theory.
Bhilosophical theory consists of a set of assumptions from which
propositions are derived deductively, which are supposed to have
demonstrable validity and internal consistency using logic as a source
of criteria. Gordon, however, feels that there is no compulsion to
demonstrate the validity of propositions in reality via empirical
study within philosophical theorizing.

Scientific theory, on the other hand, is a set of propositions
derived iﬁductive]y from empirical findings. But all theory i§
condgectural since it goes beyond empirical generalizations. It would
seem that most theories utilize what can be called the philosophical
and scientific modes of theorizing to differing extenss.

A type of theory often spoken of in social science is grand
theory or discursive theory, which is reminiscent of much early
theorizing. It is characterized by all of the formal parts of the
theory, if they can be discerned, being part of a general discussion
and analysis. Education has a measure of this type of theory but it
is criticized for lack of explicitness, clarity, logic, and testability.
It is very difficult to "identify synthetic and analytic statements
intermingled with empiricism, discussion, and rhetoric" (Gibbs, 1972,
p. 81).

The notion of descriptive versus prescriptive theory has generated
much discussion, especially where applied disciplines are concerned.

It seems that theory which describes and explains natural phenomena

is best termed descriptive theory, whereas theory which intends,
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proposes, or advocates certain phenomena as a means of achieving
some valued goal is prescriptive, besides any descriptive or explicative
function it may serve. Pure disciplines seem to serve the former
function while applied disciplines serve the latter. So, as Hilliard
(1971, p. 43) says:

Educational theory 1like political theory,

or theories of engineering, architecture,

medicine, dentistry, is mainly prescriptive:

it consists in the formulation of a set of

principles concerning what shall or shall

not be done in education.
To illustrate further: theories of learning have described and attempted
to explain how Tearning can and does take place; however, within the
educational setting, a general theory of instruction must prescribe
(not in a restrictive sense) procedures for fostering learning (Hosford,
1973, p. 7) and growth towards a valued goal. Beauachamp (1975, p. 36)
equates descriptive and prescriptive theory with scientific and
philosophical theory respectively.

Maccia's extensive work in educational theory reflected a passing

interest in the descriptive/prescriptive classification but moved on
to a more detailed taxonomy of subject matter of theory. She suggested
four classes of theory which seem particularly useful for applied
disciplines; furthermore, these seem to incorporate much of the
preceding theory-types wikhin their framework. Maccia's (1965, p. 4)
categories of theory are formal, event ( or reality), valuational,
and praxiological. Formal theory is speculation with respect to
structure of major aspects of a discipline or field of study. For

example, the question of whether curriculum is a subtheory of instruction

or vice-versa would fall into thés eategory. Event theory is concerned
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with the description and explanation of nétﬁra1 phenomena, as with
events in physical science or history. This class of theory seems
to correspond to descriptive theory but is better named: the term
descriptive misleads in that it forgets the more valuable explicative
function of theory. Event theory, in its empirical base and explicative
function, would seem to utilize science as a main epistemology. On
the other hand, valuation theory, Maccia's third class, which is
speculation as to worthwhileness, would appear to emphasize what has
previously been described as philosophical theory. The final class
of theory is praxiological theory which is "speculdtion as to appropriate
means to attain what is taken to be valuable" (Maccia, 1965, p. 4),
which correspondsto the prescriptive aspect of educational theory.

So far, theory has been taxonomized according to the nature of
$ts substance of theory. The remainder of this section is devoted to
taxonomies based on different vehicles for theory. Marx (1965, p. 14)
speaks of modes of construction of theory and offers the four
alternatives of model, deductive theory, functional theory, and

inductive theory (see Figure 4).

MODEL DEDUCTIVE THEORY FUNCTIONAL THEORY "INDUCTIVE THEORY

Figure 4: Direction of interaction between theory and data in four
types of theory construction (Marx, 1965, p. 14).
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Marx (p. 14) defines model as any conceptual analogue which is
used to suggest empirical research (hence, the vertical arrows towards
reality) its main advantage being the heuristic function it serves
in areas devoid of more sophisticated theory. Theory development in
the deductive, functional and inductive modes is facilitated by
model-based empiricism. Deductive theory, according to Marx, és
any logically arranged cluster of Tlaws where there is a distinct
emphasis on the conceptual structure and its substantive validity.

In Figure 4, the first set of oblique arrows indicates development of
theory from empirical data; the downward wertical arrows indicate
hypotheses suggested by the theory, and finally, the second set of
oblique arrows showsthe role that data produced by the theory plays in
modifying and improving the theory.

It seems that whereas deductive theory is u]timate]ycpndernedy
with itself, functional theory is a little more loosely knit, with the
emphasis on its use as a tool for data manipulation, there being an
intimate and continuing interaction between conceptualization and
data. This appears similar to grounded theory (Gidser & Strauss,
1967, pp. 1-3) discussed previously as being appropriate for this
thesis.

Inductive theory is derived from empirical relationships discovered
in reality. It contains a minimum of inferential commitments and
deduction.

Snow (1973, pp. 82-86) delineated six grades of theory based on
the work of Boring (1963, pp. 210-225). The first he called axiomatic

() since it was based totally on a set of axiomatic stataments from

which all other aspects of the theory could be derived. The second
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class of theory(B) is partially axiomatic. Conceptual theories and
constructions constitute the third group of theories(C) which are
characterized by a set of hypothetical constructs, perhaps speculative
in nature in combination with known and defined concepts. In short,
these consists of conceptual networks in the process of validation

much Tike Kerlinger's model of theory in Figure 2 (see page 30 ).

Also included in Snow's grades of theory are descriptive theories
(D) which emphasize description and discrimination that are "basic to

the development of conceptual networks" (Snow, 1973, p. 77); elementisms
(E) which are empirical or logical attempts to reduce the definition of
variables and relationships between them to the most fundamental

units possible; and formative hypotheses. (F).Essentially these differing
grades of theory are the products of different levels of theorizing
(Beauchamp, 1975, p. 13; Snow, 1973, p. 86). The lower 1gvels of
theory (D,E,F) represent inductive theory (Marx, 1963, p. 14) which
involves simple summarization of empirical data. Functional theory
seems to be paralleled by C and B level theoretical constructs in

the conceptual network. Snow's grade A theory seems to be Marx's
deductive theory.

One other form of theory that must be considered is metatheory,
which Snow (1973, p. 79) considers as "theory concerned with the
development, investigation or description of theory itself." This
writer considers the main sense of metatheory to be the content of
this section, that is, speculation hbout theory per se rather than
any particular substance, However, another sense of metatheory involves

substance rather than vehicle. It is this meaning that Snow (p. 79)
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emphasizes when he talks of many theories being derived from the same
metatheoretical base; for example, the family of theories which are
derived from stimulus-response or general psychoanalytic theory.

This sense of metatheory seems to be similar to Maccia's class of
formal theory which considers the basic conceptualization of the
phenomena, discipline, or problem area prior to any speculation
concerning the actual phenomena.

Processes in Theorizing

Many of the essential processes in theorizing have been implicit
in the previous parts of this section. They include: choosing and
delimiting an appropriate reality base: stating a value base by
stating basic assumptions; developing and utilizing a valid taxonomy
for classifying data; identifying and describing fundamental concepts
which describe the phenomena; defining as many terms as possible;
appropriating and inventing concepts which become construéts and
explain the phenomena; demonstrating how constructs are related
within a conceptual system which explains and describes the phenomena;
developing theoretical propositions which may suggest hypotheses to
be tested or predict phenomena.

During all of these activities a theorist should utilize logic,
and could take either a deductive or an inductive approach or in
appropriate circumstances a combination of both.

Apart from the above processes in theorizing there are two other
general schemes which may be of use. Firstly, Beauchamp (1975, p. 14
conceptualized the set of events to be explained by theory as the

universal set ABC, with A representing:
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those events of known dimensions, which
might be expressed as statements of
fact, law, or principle. Subset B,
represents those events of assumed
dimensions which might be expressed as
assumptions, propositions, postulates...
Subset C represents those events that
are part of the universal, or total,
set of events for which adequate
explanation is not yet available.

In contrast to the formal process above Griffiths offers useful advice
as to how one might commence theorizing (1964, p. 104). His paradigm

is as illustrated,

Presumptions
Observation Resulting in Descriptions k\
Y\
Y
W
Sensitizing Concepts I
/ b
/
/ J{ ;)
1 /
| Integrating Concepts J&- - /
\ /
\ /

\ -
~ ‘% Theory *" -

Figure 5: Griffiths paradigm for theorizing.
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The paradigm is not meant to be a linear, rigid, or guaranteed
sure-fired process but flexible and cyclic. It represents a description
of Griffiths' experience in theory building. His paradigm suggests
that most investigations are started with some hunches or frame of
reference (presumptions), however fentative. The personal observations
and descriptions made on the basis of these presumptions give rise to
a variety of concepts which may be basically descriptive in character.
From these and basic observations it is the task of the theorist to
appropriate concepts {(constructs) which integrate and explain the
phenomena. These preliminary explorations of the phenomena facilitate
formal theory development.

Glaser and Strauss (1967, p. 105), in discussing the development
of grounded theory, offer four stages:

1. Comparing categories and their properties.

Integrating categories and their properties.

Delimiting the theory.

& WM™

. Writing the theory.

This framework parallels, to a large extent, the advice of Griffiths.

Procedure
Having examined the nature of theory and theorizing as it may apply
to education, and specified the substance which this thesis will consider,
the question arises as to what specific procedure will be used for
developing a conceptual system for the open classroom. Therefore,
the purpose of this section is to make explicit the intended procedure

for developing the conceptual system. Generally speaking,




the procedure will make use of an inductive apbroach to grounded theory,
Analysis of qualitative data will be utilized together with quantitative
data where available, leading therefore, to a mostly speculative
product which besides providing for description, and hopefully explan-
ation, sﬁou]d also be prescriptive in nature.

The general procedure is divided into three parts: the exploratory,

integrative, and formal phases.

Exploratory Phase

Initial efforts at theorizing in a relatively fresh area are
bound to be tentative, informal, and exploratory, not necessarily
characterized by formal scholarly rigour since at this stage it is
hard to know what to be rigorous: about. This phase establishes
a preliminary reality base, or metatheoretical base, and explores the

literature for sensitizing concepts.

Preliminary Reality Base The initial step in the exploratory phase

is to indicate the set of events which is to be the referent for
the coneeptual system. Reality base may be defined as follows:
1. The set of events, phenomena, and activities on which the
conceptual system will focus (Beauchamp, 1975, p. 82).
2. The natural grain and detail of behaviour it (the theory)
is supposed to explain (Nuthall, 1968, p. 126).
3. The ground of the theory (Glaser & Strauss, 1967, pp. 1-3).
According to the above, literature valid for establishing the preliminary
reality base will describe the live open classroom. This corresponds

to Category 1 writings, which arefurther specified by the following:
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1. The role of the pupil.
2. The role of the environment and materials.
3. The role of the teacher (knowledge, facilitation of learning,
_intervention, relationships, planning).
4. Transactions among them.
5. Day-to-day arrangements and operation.

6. Classroom details of curriculum,

Meta-theoretical Base Secondly, the nature of the reality base should

indicate to some extent the metatheoretical base for theorizing both
in the sense of type of theory qua theory and type of theory in terms
of substance. The metatheoretical base is defined as speculation

as to the type of theory envisaged and manner of theorizing to be
utilized. Literature valid for this step will include all literature
utilized for this chapter on the nature of theory and théorizing.

Identification of Sensitizing Concepts The third step of the

exploratory phase will utilize a comparative analysis characteristic of
the development of grounded theory. Glaser and Strauss (1967) and
Griffiths' (1964) approach was used to enunciate sensitizing concepts
which may act as candidates for inclusion in the conceptual system

(p. 104). The main body of literature most appropriate for this step
includes:

1. Literature pertaining to the ideological vanguard of the open
classroom (Category 2). This body of literature is fairly clearly and
commonly defined (Walberg & Thomas, 1971; Long, 1973).

2. Literature which kepkesents significant influences on the
development of the open classroom (Category 3) as delimited by

Walberg and Thomas (1971) and Long (1973).
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3. Empirical efforts to develop operational frameworks for the
open classroom (Category 4).

The comparison of concepts which emerge from historical antecedents,
developmental influences and operational conceptualizations should
describe the development of the notion of the:open:classroom as well as

provide for checks of validity of coneepts which emerge.

The Integrative Phase

This phase is concerned with identifying the values inherent
in the beliefs of proponents of the open classroom which will serve
as a guide to concepts which will unite and explain its patterns of
events.

Preliminary Value Base This step involves the preparation of a

preliminary statement of values, beliefs and assumptions which pertain
to the open classroom. Value base is defined as the values, beliefs,
and assumptions held by proponents of the open classroom as implicit
and explicit in the léterature (Beauchamp, 1975, p. 82; Petrie, 1976,
p. 11). The literature valid for this portion of the procedure is
basically that of Category 5; all available literature in this category
will be critically examined.

Integrating Concepts In this step the value base together with the

preliminary reality base will guide the assessment of candidate
concepts and relationships developed in the exploratory phase in order
to identify integrating concepts which unite and explain events within
the open classroom. This step involves, therefore, the results of
analyzing all selected literature. However, since a major function

here is to integrate, extend, and unify existing elements of theory




by borrowing, appropriating, and inventing new concepts, any other
Titerature area indicated by the results of the exploratory and
integrative phases can be legitimately considered. This, therefore,
cannot be stipulated in advance of conducting those phases.

Formal Phase

The final phase of the procedure involves the more rigourous
procedure of the formal development of the conceptual system based on
the results of the two preceding phases. It enables the statement of
ideas, constructs and relationships garnered from the retrospection
allowed by the cyclic nature of the exploratory and integrative
phases. This phase should be characterized by logic, and scholarly
attention to the formal function and properties of theory delimited.
in the previous chapter.

The steps of this phase are indicated in Figure 6 which presents
a synopsis of the total procedure for theorizing for the purposes

of this thesis.

SUMMARY

This chapter has identified categories of literature which are
eligible for analysis in the task of development of a conceptual
system for the open classroom. Within these categories, criteria were
stated by which writings will be selected.

Bearing in mind the nature of the above substance for theorizing
and the nature of theory as examined subsequently, a general procedure
which would result in conceptual system for the open classroom was
developed. This may represent theory at the conceptual level according

to Snow (1973, pp. 82-86) if it contains an invented concept (Brunowski,
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I. EXPLORATORY PHASE

A. Identify preliminary reality base

B. Meta-theoretical base

C. Identification of sensitizing concepts

IT. INTEGRATIVE PHASE

D. Identify preliminary value base

E. Identify, appropriate, invent, integrative concepts

ITI. FORMAL PHASE

F. Reality base
G. Value base
H. Define terms
I. Constructs
J. Relationships

K. Synthesis to conceptual scheme and model

Figure 6: Synopsis of a precedure for theorizing in education.
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1965, pp. 12, 33; Homans, 1964, p. 812; Showalter, 1969; Stinchcombe,
1968, p. 3).

It must be -re_iterated here, that, while the detailed procedure
has been developed in part to provide for replication, it should not
be regarded as an accepted paradigm which guarantees an acceptable
outcome. At this stage of the development of theory in education few,
if any, universally accepted paradigms for theory development exist.
Therefore, this procedure is intended as a flexible guide and support
system. Thus, not all Titerature and activities could be specified
in advance since the emerging conceptual system may point to the next
step, or facilitate theory building by intuition, insight, and s

serendipity.




CHAPTER III
THE EXPLORATORY PHASE

Introduction

The purpose of this chapter is to conduct the exploratory phase
of the procedure for this study. It consists of the establishment
of a preliminary reality base for theorizing , a metatheoretical base
which addresses itself to the type of theory and theorizing envisaged,
and the analysis of literature pertaining to the historical roots,
developmental influences and operational frameworks for the open
classroom. The purpose of the latter analysis is to identify
sensitizing conceptswhich may act as candidates for inclusion in

the conceptual system for the open classroom.

Preliminary Reality Base

Following the procedure developed in the previous chapter,
this section will utilize Category 1 writings to establish a
preliminary reality base. The authors selected, therefore, provide
concrete descriptions of the live open classroom, and, furthermore,

are frequently cited for those descriptions in the literature. An
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additional criterion is that each author be or have been a practitioner
of the open-classroom approach to education, or, in the case of
edited collection of writings, that practitioners should have had a
considerable contribution to the work. This criterion aided
selection and is thought to improve the validity of description.

The main writers included in this category are as follows:
Barth (1972), Blitz (1973), Bremer (1971), Brown and Precious (1973),
Hanson (1971), Hassett and Weisberg (1972), Nyquist (1972), Silberman
(1973), Stephens (1974), Weber (1971), although several other sources
which satisfy Category 1 requirements are also cited. This collection
of writings is deemed to provide an accurate representation of the
Tive open classroom.

This section, which develops the preliminary reality base,
will consider the open classroom from the perspective of its main
elements: the child, the environment, the teacher, as well as how

they interact to form a dynamic whole.

The Pupil

Children in an open-classroom setting will typically be quite
mobile, not sitting in rows. They form flexible learning groups
around common interests or work individually, and arrange their desks
or furniture accordingly. The social interaction of the children is
therefore quite natural and noticeable as they cooperate, share ideas,
discuss problems, or evaluate each other's work (Blitz, 1973, p. 52;
Bremer, 1971, Chs. 3,4; Stephens, 1974, p. 26; Tallboy, 1974, p. 9).

From the Tliterature it is evident that the pupil's main trans-

actions, in terms of quantity, are with each other and materials.




‘ 54

It is claimed that each child's active involvement with and investigation
of the environment surrounding him (children, things, and teacher)
provides for intellectual development and acquisition of basic skills,
when sustained and guided by a skilful teacher (Barth, 1972, pp. 59-64).

At any one time, in the classroom, it might be possible to
find children discussing, directing, correcting, reading, writing,
solving puzzles, acting, counting, playing, painting, constructing,
operating audio-visual equipment, caring for plants and animals,
conducting experiements, or quietly contemplating (Hanson, 1971, p. 2).

Many other descriptions of open classroom reality are characterized
by a wide variety of activities occurring simultaneously, with a
high degree of pupil independence. It occurs repeatedly in the
Titerature as perhaps its strongest characteristic. Notable emphasis
of this is made in Blitz (1972, p. 52); Bremer (1972, Chs. 3,5);
Gross (1970); Hassett and Weisberg (1972, p. 97); Hanson (1971, p. 2);
Silberman (1973, pp. 107-108); Stephens (1974, p. 26); Watson (1971,
p. 5); Weber (1971, Chs. 1, 2, 4). Perhaps inherent in these passages
is the essence of the open classroom. The learning environment
provides the freedom and opportunity for children to suggest, initiate
and explore their own choice of activities. They plan and implement
their ideas based on decisions they have made.

Open educators have claimed that since learning takes place
in the child, the child must be the principal agent in his own
search for definition and relevance. Therefore, attention must be

paid to the child's reasonable wishes in learning; then "he would
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be learning in his own way, at his own pace, -exploring his own
interest, for his own purposes" (Weber, 1971, p. 11). This style

of education brings to the child responsibility for himself, his
actions and consequences thereof. Weber (1971, p. 93) has described
a day in an English informal school to illustrate the child's
principal role in the open classroom. The child enters the school
as a responsible participant, preparing workshop materials or

caring for the animals. Perhaps an investigation commenced the i
previous day will be resumed without any direction from the teacher.
Following a short gathering for morning assembly with the other pupiis;
the child might work for a short while on specific skills appropriate
to his own needs. At some time, the child might join his peers for

a scheduled class in movement, music, or physical education.

After Tunch he again met with his classmates
and teacher before another period of his own
investigation, mixing use of free activities
and skills. His teacher might join him at

his work - the reading, the acting, the
painting, the weighing, discussing it with him
in terms of his purposes but also posing

new possibilities for trial the next day.

Or she might suggest a trial of a new area
altogether.

Nearing the end of the day, as he and other
children reached the end of their work or a
reasonable point of interruption, they

began to tidy their work areas knowing that
materials not returned to storage centers
would not be available for their use the

next day. If he finished earlier than the
others, he might read, play a quiet game, hold
a guinea pig, talk with a friend, or help
with another's tidying.

The day might end with the reading of a
story or some poetry and a discussion.
Thus, a child's day had a rhythm of
sustained involvement in his own work,
interposed with periods of coming to-
gether with his fellows in class and
school (Weber, 1971, p. 93).
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Other labels or notions sometimes associated with the open
classroom are implicit within this example of the child's day.
They include individualized education, continuous progress, and
activity learning. From the perspective of curriculum teachers
might describe what they do as the integrated day, which refers to

the fact that there are minimal subject or time divisions in the

| daily curriculum; or they may refer to the thematic approach which

emphasizes learning via broad topics. Vertical family grouping
is another variant in organizing for openness, where children of
different ages are grouped together for daily activities. These
approaches differ somewhat in operational framework and detail,
but they all possess the same core which is the informal or open
classroom. Weber (1971, p. 11) has operationally characterized
the informal classroom as follows:

Informal as I understand it refers to the

setting, the arrangements, the teacher-child

and child-child relationships that maintain,

restimulate if necessary, and extend what is

considered to be the most intense form of

learning, the already existing child's way

of learning through play and through

experiences he seeks for himself.
This subsection has described the role of the child in the open
classroom. It was found that the unique child is the focus of
activities in the open classroomand is the principal agent in his
own learning. The child's main interactions are with other children
and the environment as he pursues his own purposes. The next

subsection will consider the environmental conditions necessary

for this pupil role.
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The Environment

In the open classroom, the environment available for learning
is vast and diverse. For each child, it includes his fellow pupils,
teacher and other adults, together with the social and psychological
climate which they and their interactions evoke. The classroom,
facilities, furniture, equipment and materials provide physical
support for Jearning, as do natural community resources outside the
school (Weber, 1971, pp} 18-30; 81-88). Some open classrooms may
have facilities specifically developed for children's learning,
there might be special areas built in, such as a model kitchen or
French windows which open onto an outdoor learning area. Custom-
designed classrooms are not essential, though, for in order to
provide many different pupil activities at one time, only a flexible
and creative approach to classroom physical arrangements is necessary;
many open classrooms have flourished in antiquated school buildings
(Weber, 1971, p. 68).

Basically, the classroom is decentralized, with various learning
areas or stations for different purposes. Perhaps there will be
a workshop area, a mathematics skill centre, a science project and
a language centre with a quiet place, with rugs and cushions for
relaxed reading. All of this is subject to change as different
needs emerge. Open classrooms generally provide access to a multitude
of materials brought in by the children and the teacher, from their
homes and community, as well as commercial sources. Many individual
books are available in the classroom, in addition to those in the
library. The classroom may contain a sand or water play area, a
place for music or art; it probably is alive with plants, an

aquarium, and an animal or two which the children care for and

e s i
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maintain. The outdoors, in any season, is often used. Features
offered might include: planned physical environment around the school,
gardening, and field trips to places of potential interest. Many
skills -and avenues of investigation and expression are utilized such
as snow-shoeing, outdoor cooking, art, orienteering, plant collecting
and classifying, and visits to factories and museums. All of these
are examples of resources outside the school which may be integrated
with the ongoing curriculum (Brown & Precious, 1973, pp.17-24; Hanson,
1971, p. 2; Hassett & Weisberg, 1972, pp. 27-32, 41-51; Weber, 1971,
pp. 18-30, 114-118).

The psychological environment provides freedom for the pupils to
be responsible for themselves, to move, converse and work together, and
to express their feelings and emotions. Inferacting with each other
with open access to materials provides, and is fostered by, an open,
warm, relaxed climate. There is an atmosphere of trust and acceptance
of children as unique human beings. Flexible time arrangements and the
lack of standard expectétions for every child reduce« stress which
further maintains the healthy learning climate (Hassett & Weisberg,
1972, pp. 17-26).

This subsection has described how the environment in the open
classroom fosters a child's learning activities. What emerged was that
there is a rich variety of materials, decentralized into various learning
areas. These are available for individual pupil activities, which are
encouraged by the climate of psychological openness and freedom.

The Teacher

In the open classroom, the teacher plays a significant, active




and skilful part; her contribution is essential. This point was made
by Blackie (1967, p. 4) in his attempt to characterize or define
what the open classroom is about:

The one essential point in the whole educational

~ system is the point of contact between the

teacher and child. It is to make this contact

as fruitful as possible that everything else -

authority, administration, inspection, curriculum

exist. If the system fails to work at this

point of contact it fails everywhere.

The teacher is responsible for facilitating, obtrusively and
unobtrusively, the roles that the pupil and the environment take in
classroom ttansactions. The multitude of different acts that a
teacher may initiate requires that her role be explicated under
several headings. In order to function as a teacher in an open
classroom it is necessary to develop a fund of knowledge from which
one can facilitate learning. Fruitful interactions among ;hi]dren,
and between them and the environment, require the teacher to be
skilful at initiating activities with the pupils and making useful
interventions. These processes require constant planning to maintain
the dynamic momentum of the class (Barth, 1972, Ch 2; Hassett &
Weisberg, 1972, pp. 108-114; Stephens, 1974, p. 34). The above
elements of the teacher's role are discussed in the following pages
under separate headings.

Knowledge There is an important knowledge base that a teacher
needs to emphasize in order to operate within an open classroom.
Its adequacy depends on the process which the teacher has developed

for its continuous generation and change. The teacher's preparation

at college and continuing professional development will provide some
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background here but most important will be tHe knowledge that the
teacher deliberately accrues from the pupils in the classroom. The
teacher must know children; how they think, act, feel in ways differ-
ent from adults. Besides being aware of the developmental stages
of chi]dhood, the open classroom teacher is aware of how the society
of children works--how they interact with each other, group,
separate and isolate each other. Knowledge of each unique child is
essential to the teacher-function: the community, socio-economic
status, and the family all provide a backdrop from which to comprehend
the child's interests, attitudes, values and problems (Butler-
Kisber, et al., 1975, pp. 32-33.) The evolving lives of children
provide important facts for understanding their behaviour; if a
child's family has just been evicted from their home it is not
surprising that the child cannot function. It is important to know
whose cat has died, and if mother is sick (Weber, 1971, p. 66).

An ongoing awareness of preferred Tearning style, level of
certain skills and readiness, provides the teacher with an idea
of when and what to do next. To achieve this, the teacher makes
anecdotal records, progress charts, and collects other data (Weber,
1971, pp. 111-114). As a teacher from an innér. city infant school
pointed out, she could only direct Tearning from her observation of
the stage of development and interests of each child (Cook, 1971,
pp. 34-40).

Whenever possible the teacher attempts to read and study
widely in many areas, as children unearth interesting topics which

require background knowledge and resources. When necessary the




i

61

-

teacher will study certain areas in depth and act as a personal
resource for children; at other times, bearing in mind the many themes
in which children may involve themselves, the teacher becomes a
learner with them. The real challenge for the teacher is to develop
a great'reservoir of resources, ideas, materials, environments,
junk, problems, and inquiries that provide appropriate concrete
and interactive links between children and knowledge (Barth, 1972,
pp. 65, 69). The knowledge base from which the teacher functions,
therefore, emphasizes the importance of an intimate familiarity with
children's development and needs in general together with each
unique child's evolving 1life and interests. Armed with this base,

she can effectively facilitate learning.

Facilitation of Learning Ideally, the teacher encourages the child

to learn things he chooses in ways which are meaningful to him, so
that there is a maximum "likelihood that each child will be fully
engaged in activity for as much of the day as possible" (Barth,

1972, p. 69). This is based on the premise that engagement indicates
that learning is taking place.

The knowledge base, described previously, that the teacher
generates, is applied to the problem of providing the individual
pupil with appropriate experiences. Interests, needs, development,
and skill levels, preferred learning style, aptitudes, and difficulties
are all brought to bear on the problem of what the child should do.
The effectiveness of this process improves as the child is
increasingly involved in decision-making on his own behalf.

The teacher provides a rich material environment to facilitate




concrete interactions for the pupil, adding to it and subtracting
from it as needs change. Barth (1972, p. 76 et seq.) has suggested
several guidelines for assisting in teachers' selection of material.

1. Whenever possible, encourage and permit children
to supply their own materials.

2. Whenever possible, encourage and permit children
to explore the real world outside the classroom
and outside the school.

3. The best materials for children are common ones,
which are inexpensive, familiar, and easily available.

4. Ambiguous, multi-programmed materials which suggest
to the child a wide number of possible paths of
exploration are preferred.

5. Select materials which have a high 1ikelihood of
initiating, sustaining, and extending exploration.

In organizing specific activities with children, the teacher
provides the necessary facilitating structure and direction (Hassett
& Weisberg, 1972, pp. 32-39). An example to illustrate this might
be: following a joint planning session as to the purpose of a:.field
trip, the teacher might provide structure by writing down the
activities to be carried out on a wokksheet, which also gives
partially prepared data tables for the children to fill out. Children
need this type of direction for a new task, but the feacher is.also
building in increasing independence. For the next venture outside the
school perhaps groups of pupils will plan their own trip and worksheet,
with the teacher monitoring the procedure. From a management point of
view, guidelines and Timitations are clearly spelled out, and duties
and responsibilities delineated.

The role of the teacher, therefore, is to facilitate jointly

with the child the Tink between him and his environment through
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personal activity and comprehension. This is achieved by provision-
ing and selectively structuring experiences based on intrinsic

knowledge of each child's needs and interests.

Interventions While the children work "the teacher moves among

them helping, suggesting, questioning, encouraging, observing,
commenting, evaluating, comforting and when needed ordering,"

(Nyquist, 1972, p. 1) as she responds to the child's own experimental
trials with the environment (Weber, 1971, p. 101). The teacher's
knowledge from previous monitoring together with observations

from each present situation enable her to make interventions which

are the essence of the teaching act. This is what Blackie (1967, p. 4)
meant by the contact between the teacher and child where learning
events are diagnosed, difficulties explained and readiness assessed.
Interventions may also be utilized to extend experience wfth challenges,
or consolidate experience with words and concepts. These are key

acts for the teacher in facilitating learning; Suchman (1966, p. 21)
calls them teachable moments.

How the teacher makes interventions is important. As Hawkins
(1969, p. 3 et _seq.) has written, the teacher has to Tearn a "natural
way of stepping in and out, neither completely in control nor
compietely withdrawn. This kind of detail cannot be laid out in
advance." Apart from learning within the framework of the task
at hand, the teacher may encourage much incidental learning. "How
many buttons have you painted on your snowman, Rachel?" "Do you
know how you would write that word, Tom?" The teacher does not
spend much time telling, but listens, observes, questions, responds
positively to the pdpi] and neutrally to his responses avoiding

verbal or nonverbal cues. In this way the pupil is able, is
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encouraged, and even forced to think. The téacher withholds
information until the child has had a fair chance to generate

it himself by his inquiry (Suchman, 1966, p. 3 et seq.) The skill
of making unobtrusive and unobstructive interventions emerges,
therefore, as a chief aid to the extension, diagnosis, and con-
solidation of individual Tearning. These require especially

healthy interpersonal relationships.

Relationships One of the main conclusions of Pursky's (1971)

study of the open classroom is that the key element is relationships.
The way in which a teacher responds to pupils in the classroom is
felt to be a significant element in the spectrum of factors which
influence learning, both in affective and cognitive domains. Open
educators emphasize the need for openness, trust, respect, and
warmth within interpersonal transactions in the classroom. Teachers
in open classrooms display an ability to empathize and to be
genuine, balanced by the skill of communicating concretely. The
open classroom encourages expression of feeling and emotion and
allows the teacher to be a natural human being not playing .some
professional role stereotype.
Bremer (1972, p. 26) emphasized this as follows:

Teaching conventions rob teachers of their

genuine feeling, deprive them of gratification

of their personal desires, inhibit their

learning about children, and forbid individual-

ity.
Thus, there is an ease of personal interaction, with a significant

amount of physical and psychological closeness between teacher and

child.




Planning Though there is a large degree of'spontaneity within

the relationships and interventions that facilitate learning in

the open classroom, it is backed-up and assisted by thorough planning.
The headings under which we have discussed the activities of the
teacher.are not mutuaily exclusive, therefore the reader may have
noted elements of planning elsewhere. The purpose here is to

examine planning for learning as it emerges from the teacher's
thoughts and facilitates pupil participation.

The open classroom does not emphasize rigidly preplanned content
and prespecified outcomes although the teacher probably has a
reservoir of skills in mind of which each child should have a
good sample during the year. Planning does not focus on coverage
of content; this is determined by the pace and scope of pupil
activities (Weber, 1972, pp. 101-114).

The teacher maps the terrain of possibilities, improvising
on themes provided directly or indirectly by the children. 1In
doing this she is able to anticipate a wide variety of needs. The
possibilities opened up and materials provided are usually numerous
enough so that even with free choice, pupils tend to be exposed
to the basic concepts and skills within the theme (Hassett &
Weisberg, 1972, pp. 77-78).

In providing materials for a particular theme, it is the
teacher's responsibility to procure materials of a sort that will
arouse initial curiosity and interest in the majority of the students.
She must provide activity eards, questions, problems and other

facilitating structure for activity. It is at this stage of
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planning that the teacher is confronted with the fundamental problem:
“the educator's task is to maximize the occasion" (Silberman, 1972,
p. 75), after making the occasion possible by the environment she
creates. It is maximized by the facilitating structure that the
teacher provides. The nub of the problem is to plan, structure,
and direct without being restricting.
Hassett and Weisberg (1972, p. 34) see several steps in planning.

Once the teacher has observed the children and noted what materials
they find interesting, she encourages them to develop a rapport
with the materials through play, activity, and experimentation.
The next step is called brainstorming the materials whereby the
teacher becomes aware of their educational possibilities. Suggestions,
questions, and supplementary materials are prepared which might help
the children in their investigations. Books and other resources
to provide background information are gathered.

The teacher is now ready to take the third step,

to introduce the materials to the children and

review the routines and responsibilities for

using them. A time 1imit should be set for the

initial experience, providing enough time for

the children to choose an area, become acquainted

with what's available, start to mess about, and

go through the routine of cleanup. At least

twenty minutes time at the end of the session

should be provided for calling together the

entire group and evaluating the experience.

Many clues to a more staisfactory experience

the next time will come from the children

themselves. (Hassett & Weisberg, 1972, p. 34).

The above passage illustrates how the teacher sets things up

and involves the students in their own learning process, but there

are other aspects of p]annfng. A particular group may wish to go
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to a museum to follow-up an archaeological tﬁeme, another may wish
to simulate a dig in the school grounds; the teacher then plans
and facilitates, with the groups, for their purposes. The teacher
might observe a decline of enthusiasm in another group. Some
motivat%ng books, objects or ideas may rekindle interest and restimulate
activity or it may be time to end that theme and start another.
Within all of this group activity the teacher must also plan
for the individual child from anecdotal jottings, progress charts,
and previous observations (Weber, 1971, p. 36). Perhaps John may
need to develop his writings, therefore he might be recorder for
the next group task. Maybe Sally has painted a lot and might be
steered towards reading by utilizing well-illustrated books on
art.
The teacher's role in the open classroom, therefore,- may be
summarized as to facilitate the implementation of the child's own
purposes (Weber, 1971, p. 11) within the activities of the classroom

as a whole.

Continuity and Wholeness

Having examined the separate roles of pupil, environment and
teacher in the open classroom, it is necessary to examine how these
coalesce into a dynamic whole. The continuity and wholeness of the
open classroom as a unit are as important as the consideration
given to individuals within it.

An empirical framework from which to view this concept has

been provided by Hassett and Weisberg (1972, p. 11) who state::
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It is evident, then, that the environment
acts upon the organism just as the organism
acts on the environment. The two are in-
exorably linked so closely that is is
difficult to determine exactly where the
organism ends and the environment beings.
Just think, you are breathing air in and
out at this moment. Your respiratory
system is designed to do this. But

what would a respiratory system be with-
out air or its equivalent to breathe?

The air, as part of our environment is
necessary and whether the air is good or
bad makes a great deal of difference to
our well being. It is equally arresting
to imagine a digestive system without
something to eat and drink. Though we
rarely think of it this way, the food

and liquid we eat and drink is part of
the environment.

There is a natural continuity between each individual and
the environment; furthermore, the environment itself exists in a
continuous whole, any fragmentation usually being imposed by man.
Within the open classroom this continuity or 1ntegration‘of individual
and environment is fostered. The teacher does not interpose as a
barrier, but intervenes only to facilitate continuity, by taking
account of interest, needs, and curiosity (Barth, 1972, p. 63).
The way in which pupils are introduced to new skills and concepts,
at their own pace, with due regard to growth and readiness, avoids
the fragmentary lock-step system of traditional classroom instruction.
The wholeness of the environment is maintained by the curriculum
being thematic or project-oriented, to faciliate the purposes of
the pupil, rather than being split into subject disciplines. (Weber,
1971, pp. 89-94).

Children move and mik naturally as a social group both within

the classroom and outside. Weber (1971, pp. 29, 88), Hassett and
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Weisberg (1972, Ch 5) have commented on the “in—outness" of informal
classrooms. Children move to and use other parts of the school,
the school grounds, the community, and the total environment,
maintaining a continuity between the classroom and the real world.

fhé division between school and non-school is lessened by
many practices (Weber, 1971, pp. 31-34; 77-81; 94-100). Children
who are encountering school for the first time might be encouraged
to come when ready, whether it be September, January or Easter.
When they come, it may be for a few visits, half a day, then a
whole day, so that the transition is contimious and natural. Some
days, when mothers drop their children off at school, they come
to the classroom, chat to each other and perhaps with the teacher
for a while, as their children begin to engage in activity. Many
other activities are begun gradually, so that there is a blurring
of any possible source of fragmentation. This attempt to keep
things all of apiece, especially as viewed through the uniqueness
of the child's purposes, is designed to maximize the possibility
that each thing a child does will provide "the next most relevant
piece of understanding which dovetails into the pattern already
existing in the child's mind" (Wastnedge, 1968, p. 28).

The physical and psychological closeness of a good home,
is matched in school, which fosters a rich and cohesive communal
life. Morning assembly, cooked lunches at school with pupils,
teachers, and some parents interacting together are features of
many informal classrooms. . A classroom may have children of different

ages learning and working together. Children and often parents
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participate in the maintenance of daily routfnes, run errands for
the teacher and bring materials from home.

This subsection has described examples of how the activities
of the open classroom are integrated into a continuous dynamic
whole which minimizes fragmentation and division from many sources.
This is achieved by maintaining a sense of community, contact with
the real world, and by treating curriculum, knowledge, and Tearning

as a whole rather than a fragmented lock-step system.

Summary

This section has attempted to provide a description of the Tive
open classroom via the roles that the pupil, environment and teacher
play in their mutual transactions, together with the way these
maintain wholeness and continuity.

It was found that the focus of the open-classroom approach
to education is the unique child whose education is facilitated
by making him the principal agent in his own learning. Children's
main interactions, therefore, are with each other and the environment
as they pursue their own interests. This individual approach
requires a free environment which permits mobility, social inter-
action, co-operation and the sharing of ideas. The teacher and
children provision the classroom with a rich variety of materials
perhaps arranged into different learning areas or projects; the
natural environment outside is also available for a child's
activities. The teacher facilitates the child's learning by
structuring the learning environment to promote and provide inter-
actions which satisify the goals of both her and the child. Her

knowledge of each unique child, his background, needs, and learning
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style facilitate fruitful interventions within the child's activities
to consolidate and extend learning.
The milieu within which learning takes place emphasizes a wholeness

and continuity of environment, classroom, school, home, and community.

Metatheoretical Base

The metatheoretical base has been defined as the type of theory
and theorizing envisaged for this study. Both of these aspects of
the metatheory have been thoroughiy addressed throughout Chapters I and
IT and will not be repeated except to summarize some general descriptors
of the type of theory being aimed at in this thesis. It is hoped that
the conceptual system developed in this thesis will provide a stepping-
stone toward a conceptual theory. Since this system will be induced
from the phenomenon (the open classroom) it is supposed to explain, it
will be grounded (Glaser & Strauss, 1967) in reality. The main
substantive elements of the open classroom are the roles of the pupil,
environment, and teacher, therefore the conceptual system will evolve
from an interactive framework (Marx, 1963, p. 361) of transactions
among those elements. Since the focus of these transactions is the
individual child (Hosford, 1973, p. 88) the theoretical base must be
idiographic rather than nomothetic (Snow, 1973, pp. 99; Zimiles, 1973).

An important consideration that should be noted is the fact that
theorizing in education requires input from several disciplines.

Interdisciplinary theorizing has caused problems since one has to
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...recognize that different disciplines have

different cognitive maps and that these maps

may well get in the way of successful inter-

disciplinary inquiry. By cognitive map here,

I mean the whole paradigmatic and perceptual

apparatus used by a given discipline. (Petrie, 1976,

p. 11).
Petrie went on to suggest that for interdisciplinary work one
needs to develop common observational categories through which the
diverse meanings of different disciplines are interpreted. He
suggested the most useful way of overcoming interdisciplinary
problems is by the use of models. The procedure for theorizing
outlined in this thesis attempts to overcome these problems of
interdisciplinary inquiry in the following ways:

1. It provides for a description of the phenomena to
be theorized about in terms not peculiar to any one
discipline.

2. It provides for the development of a value base for
the phenomenon through which all separate discipline
bits must interpreted.

3. It attempts to develop a conceptual system and model

representing the phenomena which provides a common

framework for and coherence to previously disjointed ideas.

Identification of Sensitizing Concepts

The final step of the exploratory phase is to identify concepts
which may act as candidates for inclusion in the conceptual system.
This section will therefore analyze and compare literature which

represents: the historical roots of the open classroom (Category 2),
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developmental influences (Category 3), and operational conceptualizations
(Category 4). Emerging concepts will be identified and speculation
as to relations among them will be made following a critical

appraisal.

Historical Roots as Theory

It is not the purpose of this subsection to provide an in-depth
analysis of each author deemed to have influenced the roots of the
open classroom, for that has been the topic of exhaustive studies
elsewhere (Dearden, 1968; Long, 1973: Schoenchen, 1940). It is
the intention, here, to scan the literature and identify sensitizing
concepts (Griffiths, 1964, p. 104) which are consistent with the
preliminary reality base. Special attention is given to the accounts
that open educators themselves give as to which writers and concepts
provided the intellectual vanguard for the open c1assrooﬁ.

From Dearden (1968), Long (1973), Stephens (1974), Walberg and
Thomas (1971), and Weber (1971), all of whom examined to some extent
roots of the open classroom, a Tist of writers of historical
importance (Category 2) was derived. The following writers repre-
senting the roots of the open classroom were mentjoned by more than
one of the above authors: Comenius (2), Rousseau (5), Pestalozzi
(3), Froebel (4), Tolstoy (2), Montessori (4), and Dewey (4).1
Their writings, therefore, form the substance of the search for
sensitizing concepts in this subsection.

Comenius (1592-1670) the Czech philosopher, placed heavy

emphasis on fitting 1nstruct10n to the child, championing individual

1The number of authors who cite a parthouhan weiter
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differences in learning with a threat-free énjoyab]e atmosphere.
His recognition of the value of activity and direct experience
for learning is evident in the following excerpt from his
writings (Keating, 1910, p. 184):

Everything should,as far as possible, be
placed before the senses. Everything
visible should be brought before the
organ of sight, everything audible before
that of hearing. Odours should be placed
before the sense of smell, and things
that are tastable and tangible before

the sense of taste and of touch respect-
ively. If an object can make an
impression on several senses at once,

it should be brought into contact with
several.... Surely, then, the beginning
of wisdom should consist, not in the

mere learning the names of things, but

in the actual perception of the things
themselves! It is when the thing has
been grasped by the senses that language
should fulfil its function of explaining
it still further.

Rousseau (1712-1778) viewed humans as essentially good with a
natural curiosity. He felt that as a distinct and unique part of
humanness, childhood should be valued foriitse1f and recognized
as different from adulthood.

Nature wants children to be children
before they are men. If we try to
pervert this order, we shall produce
precocious fruits that will have

neither maturity nor savour and will

not be Tong in spoiling; we shall have
young scholars and old children. Child-
hood has its way of seeing, thinking,
and feeling that are appropriate to it;
nothing is less intelligent than to

want to substitute our own ways (Rousseau, 1908, p. 72).

Rousseau advocated, therefore,that instruction should proceed

idiosyncractically, being based on the instinct of the child and his
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expanding interests. Rousseau, more than Cdmenius, acknowledged
that experience gained through activity is the chief means of
education as opposed to verbal teaching. He emphasized the training
and expanding of the senses via concrete interactions with the wide
resourées that nature provides. He observed that the child does
not discriminate between work and play in learning; furthermore,
the child seeslearning as all of apiece not separated into distinct
disciplines (Schoenchen, 1940, p. 7). Rousseau's importance as
an antecedent of activist, informal, and open classrooms is also
supported by Long (1973, pp. 38, 55); Stephens (1974, p. 2); and
Walberg and Thomas (1971, p. 89).
Although Comenius and Rousseau anticipated him in many respects,
Pestalozzi (1746-1827), the Swiss educator, operationalized many
of their notions within an activist style school. He felt that
one's free,observant, and inquisitive ability to study is repressed
and lost by verbal learning. He saw activity as an expression of
an innate and universal drive to comprehend. He advocated concrete
manipulation prior to abstract ideas, since he believed the child's
sensory experience is the foundation of knowledge (Schoenchen, 1940,
pp. 12-15).
In Pestalozzi's own words:

Teach him absolutely nothing by words that

you can teach him by the things themselves;

let him see for himself, hear, find out, fall,

pick himself up, make mistakes; no work, in

short, when action is possible. What he can

do himself, let him do; let him be always

occupied, always active, and let the time

you leave him to himself represent by far
the greatest part of his childhood. You
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will see that Nature teaches him

better than men (Pestalozzi in

De Guimps, 1892, p. 46).
The words of Pestalozzi support activity and experience but further-
more they also advocate the development of self and independence.
He emphasized this further by urging the teacher to value the
pupil's Tiberty without imposing too much of what the child can
find out for himself. Whereas he requests that the teacher leave
the pupil to experienée the consequences of his own liberty without
shielding him; at the same time Pestalozzi advises the teacher to
rescue the pupil, show him the right way, give advice and counsel
(Pestalozzi in De Guimps, 1892, pp. 46-68).

Froebel (1792-1852), a German educator, saw education as the
unfolding of the child's inner nature through contacts with external
objects and materials, which would establish an inner connection
between inner and outer worlds. To permit this to happen it is
necessary to recognize the individual as a unique person in child-
hood with a need to follow innate interests (Froebel, 1886, p. 4;
Schoenchen, 1940, pp. 17-18).

Froebel's major role was in his re-affirmation of the value
of play.

Play is the purest, most spiritual
activity of man at this stage
(childhood) and, at the same time,
typical of human 1ife as a whole -
of the inner hidden natural 1ife in
man and all things. It gives, there-
fore, joy, freedom, contentment,
inner and outer rest, peace with

the world. It holds the sources

of all that is good. A child that

plays thoroughly, with self-active
determination, perseveringly until




physical fatigue forbids, will surely
be a thorough, determined man, capable
of self-sacrifice for the promotion

of the welfare of himself and others
(Froebel, 1886, p. 78).

Froebel thought that the purpose of instruction was to "bring
even more out of man rather than to put more into him" (Froebel,
1886, p. 279). He claimed that through self activity, sense
training takes place. The child should hear, feel, weigh, taste,
play with and manipulate.

Knowledge gained as a result will be

valid and will affect thinking, judgement,

and the ethical and aesthetic factors

in the mind. From this point of view,

self activity, or doing leads to feeling

and knowing, and is therefore the

dynamic factor in education {(Long, 1973, p. 62).

Finally, there are two lesser known but important aspects of
Froebel's thinking. Firstly, he noted that the student 'should have
freedom to make choices from a variety of possibilities in order
to operationalize his interests and self activity. Secondly, he
asserted that the development of the child at his present Tevel
is conditioned by his development at previous levels (Schoenchen,
1940, p. 18).

Tolstoy, in the eighteen fifties, established a school for
peasant children on his estates. His aim was to develop individuals
who could assess and change society. Tolstoy thought that education
should help nurture "the free and individual human spirit which has
its own sense of direction" (Tolstoy, 1967, p. ix).

As an approach to instruction, Tolstoy first attempted to

fathom the mind of the peasant child. He experimented with
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different methods for different individua]s; believing that the
pupils would find their own ways of learning. He utilized children's
needs and interests as a starting point, entrusting to children
the responsibility for choice of topic and modification of plans.
He gavé serious attention to respect for pupil's feelings and
insisted that school should and could be a happy place. He avoided
punishment, feeling that children could best work out their own
conflicts without adult interference (Tolstoy, 1967, pp. 58-61).

Another educational movement Tike that of Pestalozzi and
Froebel, which resulted in schools modelled after its beliefs,
was that which followed Montessori (1870-1952). Schools which
adhere to her philosophy still flourish in North America. Her
schools are based on firstly, a respect for the child's individuality,
and secondly, encouragement of personal freedom (Montessori, 1912,
pp. 14-16). These two principles determine not only the atmosphere
of the school, but the tone of relationships, the arrangement of
the classroom, and the nature of instruction.

Since Montessori believed there is a close relationship
between the senses and the intellect, her methodology emphasizes sense
education. She encouraged freedom but claimed that since this also
means independence which needs to be guided initially, children's
interactions with materials should be structured. She accomplished
this by careful selection and construction of materials and exercises
which the children fcllow (Montessori, 1912, Ch 16). This is still
thought of as sense education since the child does the sensing,

not the teacher (Montessori, 1912, p. 173).




The final author of historical importahce to the open classroom
in this review is Dewey, who, as leader of the progressive education
movement, has had significant impact on the initial and later
manifestations of the informal or open classroom (Weber, 1971, p.
170). 'Dewey believed, as did Rousseau, that education should be
compatible with the natural growth of the child. He thought that
the child would Tearn and develop well if exposed to experiences
provided by appropriate environments. Since Dewey saw personal
experience as the prime source of education, he was opposed to its
distortion by the adult values, interests, and abstractions
inherent in an overly directive teacher rcle (Dewey, 1563, .

58). Since all experience is not educative, Dewey developed
criteria for quality experience which would be educative. This
gave rise to the concepts of continuity and wholeness of experience

for the purpose of learning; which imply that curriculum should be
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maintained as an integrated continuous whole. This type of experience

reflects the real world rather than being fragmented into separate
disciplines and time of study (Dewey, 1963, Ch 3). Dewey thought
that chiidren should have the freedom of movement and social
interaction in the classroom, as this, together with activity
and experience, leads to independent judgement.v He did caution,
however, that the appropriate amount of freedom of activity varies
according to the individual and age (Dewey, 1963, pp. 62-63).
Despite an emphasis of socialization for democracy,Dewey
(1916) still recognized the individuality of the child and showed
concern that he be able to make choices, evaluate consequences,

and otherwise participate in his own education.
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There is, I think, no point in the

philosophy of progressive education

which is sounder, than its emphasis

upon the importance of the partici-

pation of the learner in the formation

of the purposes which direct his

activities in the learning process

(Dewey, 1963, p. 67).
To summarize, Dewey felt that to Tearn, a child must obtain experience.
The value of a particular experience for learning may be judged by
two criteria: interaction and continuity (Dewey, 1963, Ch 3).
The more the child actively interacts with objects and others, the .
better the experience; also, the more continuous and whole a
sequence of activities is, the better the experience. This results
in learning, that is, the building and modifying of meaning, internal
structures, and the way the external world is viewed. Dewey felt
(1963, p. 44) that a fully integrated personality exists only where
successive experiences are integrated with one another.. He noted
that the educator's responsibility is to consider in what direction

an experience is heading, and to judge its educational significance

by utilizing the criteria of interaction and continuity (1963, p. 40).

Emerging Concepts The foregoing educators contributed to approaches

which later were to find a place in the open classroom. The general
contribution of most writers discussed was towards the themes of
individualism and éctivity which find a strong presence in the

open classroom (Long, 1973, Chs 7 and 9). Besides these general
themes, the open-classroom approach gathered specific contributions
from each author in a typically ecclectic manner (Weber, 1971,

pp. 170-171).
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From Comenius, informal educators particularly culled the need
for concrete experiences; Rousseau directed their attention to the
usefulness of childhood, the uniqueness of each child and thus the
necessity for an idiosyncratic education based on the child's
instinctive activity and interests. Pestalozzi, it could be said,
re-affirmed concreteness, but also introduced explicitly the idea
of freedom and independence for children. Blitz (1973, p. 4)
succinctly summarizes other thinkers' contributions to ‘the open classroom.
She attributes to Froebel the acceptance of play as a useful way
of learning; to Montessori the importance placed on materials and
surroundings for providing structure for learning; and to Dewey
the need for real experiences, the wholeness of 1ife, curriculum,
and the child's learning.

Figure 7 illustrates these concepts and tentative relationships
that may exist between them. The conceptual network represented
by this figure is organized on the basis of confluent roies for the
child, the environment and the teacher in determining and implement-
ing learning activities for the unique child. The main determinants
of these activities are the characteristics of the individual child,
his needs and interests. The source of activities is the concrete
materials of the real world. The teacher's role is a facilitator
of the child's learning through activity and play; she maintains
the value of the experience which results by making the curriculum
whole, continuous, and integrated.

There are some concepts within the historical vanguard of the

open classroom which do not emerge with a major emphasis but
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, . Uniqueness of Child-
Facilitator hood

Uniqueness of Each
Child

Innate Curiosity
Needs, Interests

Real World

Wholeness,
Continuity
Integration

Concrete
Materials

Play, Interaction
Activity

Experience

Education

Figure 7: Diagram illustrating concepts and relationships which emerge

from the historical roots of the open classroom.
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foreshadow future development. Froebel dfd state that the develop-
ment of a child at a particular stage was dependent on development
at previous stages (Schoenchen, 1940, p. 18). Glimmers of the
notions of choice, participation, actualization, social interaction,
enjoyﬁent, and relationships were mentioned but not given specific
emphasis.‘ The role of the teacher as facilitator of learning is
implicit but no really detailed and practical description of

what the teacher does was evident.

Influences on the Development of the Open Classroom

The previous subsection described the intellectual vanguard of
the openclassroom, identifying major concepts which became part
of classroom practice. As the open classroom has been evolwd
over the past thirty or more years, other writers, mainly functioning
within educational psychology, have influenced the further development
of earlier ideas and the provision of a more coherent rationale
for the open classroom. The purpose of this subsection, therefore,
is to identify major influences on the development of the open
classroom. As with the previous subsection, it is not the intention
here to provide an in-depth analysis of all of the writings of
each author, but to scan the literature to identify sensitizing
concepts which are consistent with the preliminary reality base,
and which are claimed by proponents of the open classroom to have
influenced its development.

From Barth (1972); Blitz (1973); Dearden (1968); Hassett and
Weisberg (1972); Long (1973); Silberman (1972); and Weber (1971),

all of whom examined, to some extent, major influences on the
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development of the open classroom, a Tist of writers (Category 3)

who had a major impact on the evolving open classroom was prepared.

The following writers were mentioned by the majority of the above

authors: Piaget (7), Bruner (4), Maslow (4), and Rogers (4).] These

writerg are representative of developmental, humanistic, and, to

a limited extent, existential psychology. Other writers will be

cited where justified by context and when they aid in the identification

of sensitizing concepts and tentative relationships among them.

The subsection will be concluded with a discussion of how the

theoretical base implicit in the historical ahtecedents of the

open classroom evolved under the influence of Category 3 writers.

Emerging concepts and tentative relationships will again be identified.
Developmental psychologists initially examined the concept

of maturation which consists of "organic processes or sfructura]

changes occurring within an individual's body, that are relatively

independent of external environmental conditions” (Mussen, 1963,

p. 14). The changes which occur as a result of the combination

of both maturation and learning are called development. From an

early emphasison physical development attention has moved to other

specific forms such as cognitive, social, emotional, moral, and

language development. A psychologist whose work in this field

has been particularly appropriated to support and develop practice

for the open classroom is Piaget, the Swiss psychologist. His

research with children has provided valuable insights for theories

of moral, language and intellectual development (Weber, 1971, pp.

171-173, 185).

]Thg'number of authors who cite a particular writer.




His theory of intellectual deve]opmenf rests on the notion
that intelligence in animals stems from two sources: the ability
to mentally organize experiences into integrated coherent systems,
and the ability to adapt via interaction and adjustment. He also
fee]s.that children have an innate tendency to interact with their
environment, and that this interaction fosters an increasingly
complex mental organization (Piaget, 1964). Adaptation, within
cognitive structures, is seen by him as taking place in two ways.
Firstly, the process whereby additional sensory input fits easily
into existing structures (schemata) in the brain is called
assimilation. Secondly, when the child encounters new experiences
which cannot fit existing structures, accommodation takes place
during which structures are modified in some way. In this sense,
the process of learning must be individual, in substance, style,
and pace.

Piaget has shown that children proceed through stages of
intellectual development from birth through adolescence. There are
indications that when certain experiences are lacking during the
child's 1ife, the development of formal thought may be hindered
(Berelyne, 1964, pp. 311-323), so that some children never reach
that stage. Piaget's jdeas on intellectual growth in children
(Inhelder & Piaget, 1958, Flavell, 1963) included four stages.
These are: sensory-motor, pre-operational, concrete, and formal
operations. Within the sensory-motor stage the child learns to
control gross body movements and utilizes his senses to deal with
external objects and events. The beginning of language is occurring

by the end of this period which extendsfrom birth to approximately
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two years. The pre-operational stage (approximately 2-7 years)

is the greatest period of language development when a child acquires
an understanding of words and concepts. He still is not capable

of logical thought and his mental activity is directly related to
what he has or can experience physically. During concrete operations,
however, the child can internalize actions so that he can perform
mentally what previously had to be done through physical actions

but his mental activity is still limited to what he has experienced
via his own actions. Only when the child has reached formal
operations can he think beyond and in the absence of personal
experience to develop abstract thought.

Piaget's empirical-based theory of intellectual development
provides support for learning by doing; the child's own activity
fostering development (Flavell, 1963, p. 115). The notion of
sense training via interaction with and manipulation of concrete
objects is made more evident by Piaget's work, including the use-
fulness of play (Piaget, 1932, Ch 1); but it may also be interpreted
to support structured interactions with materials and verbalization
thereof, to provide for the development of logical and abstract
thought. As well as it being clear that assimilation and accommodation
are individual, the usefulness of peer social interaction in aiding
intellectual, linguistic, social and other forms of development is
implicit.

Bruner (1966, p. 6 et. seq.) has developed ideas which parallel
those of Piaget. He particularly examines the growth of symbolic

representation. He suggests that intellectual development proceeds
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through three progressive types of represehtation. The first type
he calls enactive representation because the young child defines
events and objects in terms of the actions he takes towards them.
At approximately the age of three iconic representation appears.
Thouéht emerging from this system of representation depends on
direct experience of the senses from highly concrete actions. As
the child's intellectual state develops he is able to use the most
advanced from of representation which is called symbolic. At this
point the child is able to have mental images and thoughts which have
an autonomous status, that is, they may exist in the absence of
immediate concrete experience. The vehicle for the development
of this process is language. Experiences are translated into language
which is then used as an instrument of thinking. These modes of
thought parallel the sensory-motor, concrete, and formal stages
of Piaget, and Bruner (1966, p. 49) affirms that experience is
of fundamental importance to build a store of concrete images
containing multiple embodiments of the same idea (Bruner, 1966, p.
65) to exemplify and facilitate later abstractions. Implicit
within these notions is that sufficient experience must be gained
from a rich and concrete environment which has continuity; symbolism
cannot be rushed. He also emphasized the individuality of learning
style so that there cannot be one sequence of content for all
learners (Bruner, 1966, pp. 49, 71).

While the essential role of activity and experience in terms
of intellectual development has been made evident, there is strong

evidence that the same is true of moral development. Piaget (1932,
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Ch 1) traced three stages of moral development through the game
of marbles, from early imitative physical movement, to rule con-
formity without understanding, to autonomy. Peck and Havighurst
(1960) and Kohlberg (1966, pp. 1-30) discerned similar phenomena
of eéoism, conformity, and internalization.

There are other developmentalists whose work is contributing
to a growing theoretical body of knowledge that undergirds the
practices of the open classroom. The search for concepts pertinent
to the open classroom conducted here, however, has been Timited
to those writers who are consistently claimed as influential in
the development of the openclassroom.

Having seen how the earlier concepts of the nature of the
child and growth have been made explicit by Piaget and Bruner, and
how both innate templates for maturation and environmental experiences
influence development, the next logical step would be to examine
the concept of needs. The most influential writer in this area
for the open classroom has been Maslow. He wrote that "psychology
is not purely descriptive or academic; it suggests actions and
implies consequences" (Maslow, 1968, p. iv). This assists further
in the transition, in this thesis, from historical theory which is
mainly descriptive, to a more prescriptive theoretical base for the
open classroom.

Maslow proposed a theory of need gratification, the basic'
principle of which is "the tendency for a new and higher need to
emerge as the lower need fulfills itself by being sufficiently

gratified" (Maslow, 1968, p. 55). He suggested a hierarchy which
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is divided into deficit and growth needs. The. deficit needs in
ascending order are physiological needs, safety, belongingness and
love, and finally esteem. These are followed by the growth needs
of self-actualization, the desire to know and understand, culminating
in aesthetic needs. Lack of fulfillment of deficit needs provides
a fearful negative motivation to satisfy them. When a person has
sufficiently met deficit needs, he then is able and motivated to
move towards fu]fi]]ment_of growth needs, not through fear, but
natural positive impulses. Maslow (1968, pp. 15-16) also urged
that humans should strive for authenticity. He asserts, however,
that given the freedom, most adults do not know how to do it. He
claimed that some people are good choosers, others are bad, so that
education should provide for learning how to make good choices.
The following points summarize the very basic implications of
Maslow's work for education: .
1. Lower level needs of students should be satisfied

so that they are not hungry; they are physically

comfortable, relaxed, feel safe, have a sense of

belonging, and.experience self esteem.

2. Personal growth is thought to be the resultant

of two opposing forces - the fear arising from

deficit needs and the natural drive towards self-

actualization. To maximize growth, therefore, the

learning environment should be as non-threatening

as is possible.

3. Education should provide flexibility for children
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to make their own choices, buf, at the same
time, it should develop the skills of making
good choices.

Masiow (1968, pp. 9-10) foresaw, as man developed, the collapse
of all values outside the individual; existential psychologists
emphasize this phenomenon even more (May, 1953, pp. 22, 48-49).

They say that man in becoming more human and less animal, has
gradually had to shift the locus of values from society to the
individual. Many people, however, still wish to be outer-directed
because they cannot choose and decide for themselves on the basis

of their own value system. Frankl (1963, p. 167) calls this the
"existential vacuum." Toffler (1970) has documented rate of change
of external society and the emerging transient nature of individuals.
Within this increasing mélange of temporariness, human beings

must Tocate some sense of permanence and stability within themselves
via their own value systems which will author their lives; otherwise
the cacophony of stimuli and sensations which impinge from the
environment will make them servo-mechanisms. May's (1953, p. 49)
comments, therefore, are underlined: Humans do need to develop an
inner locus of values by which they can choose, decide, and Tlive

in autonomy, independence and enlightened interdependence. The
educational system has a tremendous responsibility to develop the
abilities to make choices and decisions. As Maslow urged (1968,

pp. 9-16) children need to learn to choose their own values so

that they can take responsibility for themselves and their own

lives.
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Krishnamurti (1953, pp. 10-27), in discussing the same problems
of the development of a personal Tocus of values asserted that the
teacher "should help each individual student to observe and understand
his own. self-projected values and impositions; help him become aware
of the conditioning influences around him" (Krishnamurti, 1953, p. 27)
since all of these plus his own desires 1limit the mind and breed fear.

Belanger (in Herbert & Ausubel, 1969, p. 99), when discussing
the psychology of openness, dubbed education which emphasizes books
as the agent of learning, 'Mode 1'; people as agents of others'
learning, he called 'Mode 2', and self as the prime agent in learning,
'Mode 3'. In developing the classroom which satisifies conditions
implicit in the work of psychologists who advocate openness, he affirmed
the need for 'Mode 3' style learning. Similarly, "the curriculum is
not there to be mastered (as the traditionalist would say), nor it is
there to be experienced (as the experimentalist would say). It is there
to be chosen." This quote from Long (1973, p. 24) while making a
point, is rather absolute in tone and ignores the established value of
experience. It could complement the conceptual base delineated so
far if stated in terms of priorities and aims. With the child as the
main agent in his own learning, the open educator would state it thus:
curriculum should firstly, be chosen, secondly, experienced and thirdly,
understood.

Rogers (1969), who is considered to have influenced the
development of the open classroom particularly in North America,

emphasizes the existential notion of self. He is representative of
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the many existential psychologists who coﬁ]d be interpreted as
supporting the open classroom, but he remains, thus far, the only
recognized as such. One recognizes here the strong Tink with Weber's
(1971, p. 11) notion that the core concern of the open classroom

is tﬁe implementation of the child's own purposes or self. Rogers
(1969, p. 5) stated that only experiences that involve the pupil's
genuine self result in any learning of significance. Learning which
js of importance can only be self-discovered and self-appropriated;
it cannot be directly communicated (Rogers, 1969, p. 151). Rogers
suggested (1969, p. 157) principles for learning which emphasize

the self, personal relevance, interest, involvement, activity and
feelings as well as the intellect. The teacher (Rogers, 1969, p. 52)
maintains the pupil's own interests by providing the facilities

for students to express and realize their own goals within a climate
of trust, open communication, and mutual respect.

Emerging Concepts The writers included in this subsection generally

support the concepts which emerged from the intellectual vanguard

of the open classroom. The unique nature of childhood is detailed

by the stages of intellectual, language, and moral development as

is the uniqueness of each child within these general patterns.

These writers also concur with the notion of innate curiosity which
motivates activity within each stage, although the concept of

needs as motivation is emphasized only by the work of Maslow (1968).
The role of self and choice, which occurred only slightly within

the roots of the open classroom, emerges strongly via Maslow's (1967)

notion of self-actualization. Rogers (1969), as a representative of




the existential view which supports the opén classroom,emphasizes
self, choice, decisions, and personal values even more; this being
consistent with Weber's (1971, p. 11) notion of implementing the
child's own purposes. What the child is interested in doing as a
sourée of significant learning is affirmed also by Rogers (1969).
From this subsection, it is summarized that within the open
classroom the child becomes the main agent for his own learning,
as far as he is presently able, with facilitating support for
actions which are significantly beyond his present capabilities.
The use of activity within a rich manipulative environment with
concrete materials is heavily supported by Piaget (Flavell, 1964,
p. 115) and Bruner (1966) who also re-affirmsthe benefit of
play. This activity provides the necessary personal experience
for significant learning. Maslow (1968) and Rogers (1969) to some
extent examine the role of the teacher as facilitator of activity
within a climate of trust, open communication, and genuineness.
The concepts that have emerged thus far in this chapter may
have given rise to some misconceptions in the past and it is necessary
to clarify their meaning to avoid misinterpretation. As Bussis
and Chittenden (1970, p. 15) have said the open classroom is
neither student-centered nor teacher-centered but both. Therefore,
as tempting as it may be to suggest that the curriculum of the
open classroom is based solely on the needs of the child, it is
erroneous. The teacher and child jointly determine what is to be
done, with the teacher remaining inescapably responsible for

administering the child's education (Dearden, 1962, p. 13). Also




progressing from psychological facts (needs) to what might have
to be done to satisfy them involves value judgements on the part
of both educator (Dearden, 1962, pp. 14-16) and pupil. What is
probably true is that educators base what they decide the child
shall do on the nature of the child, taking into account what both
the teacher and child might value. A needs-based education,
therefore, does not free the educator from responsibility. Further-
more, in actuality what emerges via values is not needs-based
(psychological facts) but interest-based (value laden) ..curriculum.
Another contributing factor to the motivational fallacy is
the confusion of needs with the wants or desires of the child.
Because a child wants something does not mean he needs it. So
the notion of needs is more correctly used with physiological
development and innate characteristics in mind rather than the
transient desire of the child. To say a child needs to play with
manipulating blocks is more than to say he wants to (Dearden,
1968, p. 17).
Since open classroom purports to faciliate the child's unique
purposes (Weber, 1971, p. 11) its curriculum is ultimately interest

based. There is no reason why an interest-based education cannot

include activities to satisfy basic needs as determined by educators.

But again, the nature of interests has to be considered (Dearden,
1968, p. 17). A child could be interested in pornography, crime,
poking animals with sticks (p. 20) and pushing other children
off their bicycles, but are these desirable? What is therefore

meant by an interest-based education is one which takes advantage
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of expressed pupil interests in ways which the teacher deems
acceptable. The teacher also has a responsibility to stimulate
pupil interests in areas which will be of benefit to the pupil
as judged by the teacher.

The question still remains, however, as to which new interests
the teacher is to stimulate and on what basis, as well as which
basic skills are to be harnessed to existing interests (Dearden,
1968, p. 24). Useful answers to these questions are dependent on
values. Dearden (1968, p. 38) extrapolates from Dewey to state that
"nothing is of value to us unless it can enter our experience in
such a way which enables us to realize what is valuable in it."

The best experiences according to Dewey (1963, Ch 3) as mentioned
in the previous subsection are ones which maximize continuity and
interaction. ‘

It is apparent, therefore, whichever way one examines the open
classroom that the curriculum is ultimately based on the joint
values of teacher and child. Equilibrium is maintained by
utilizing means which capitalize on the child's interests but
at the same time are congruent with the teacher's representation
of society's objectives.

Figure 8 represents an updated diagram of potential concepts
and relationships for a conceptual system representing the open
classroom in light of the contributions of Category 3 writers.

The basic structure of the network remains as a confluence of three
roles but with certain.aspects becoming more explicit. Within
the child's contribution, the notion of child development as a

broad determinant and result of learning and activity has been
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emerge from the historical roots and developmental influences

of the open classroom.
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explicated. For the unique learner and teécher, the value of
* interest as an operational focus for the determination of activity
has been illustrated. Furthermore, interest has been demonstrated
to be value-laden. The developmental influences on the open
c]ass}oom made explicit the part played by choice in the events
% of the open classroom. Although, ideally, the individual learner
makes the final selection, the joint contributions of the values
of the teaﬁher and child toward confluent objectives have been

demonstrated.

Operational Frameworks for the Open Classroom

This section represents efforts to generalize the multiple
transactions of the open classroom into simple operational frame-
works which can be used to view reality.

The literature included is as follows: Barth (1972), Bussis
and Chittenden (1970), Butt and Wideen (1974), Tuckman (1974),
and Traub et al (1972).

The following abstractions fall into several groups; those
which view the open classroom through the interaction of pupil,
environment, and teacher; those which emphasize operational themes;
those which have emanated from empirical efforts to describe and
measure openness; and lastly those which are the result of particular
case studies. The categories overlap and interact. These efforts
at providing operational frameworks cover a wide spectrum, and
have significant differences which depend on both the viewpoints of

their proponents and the purpose for which they were developed,

whether to explain, describe, prescribe, or measure. Nevertheless, they |




P P S

s A £ R SRS A T

98

represent a first level of genera]iéation toward theory and therefore
are useful sources of concepts for the conceptual system.

Besides presenting these abstractions and their differences, an
attempt will be made to demonstrate the relationships which exist
between them.

An Interactive Framework Barth (1972, pp. 63-66) utilized an inter-

action model to explain how the open classroom differs in transactions
from traditional Tearning. He viewed traditional Tearning as based on a
transmission of knowledge model: from the totality of man's knowledge
(K), various portions of substantive content in certain discipline areas
are selected to constitute the curriculum (C) of the school system. This
task is undertaken by experts within a highly centra1i£ed school system.
In turn, this knowledge in the curriculum js transmitted by an agent (A)
of the school system to the child (S). The students are usually evaluated
on how much of a given portion of K ithey can demonstrate théy have
acquired at a given time. This traditional model is illustrated in
Figure 9§&.

According to Barth (1972, p. 63), the open classroom does not accept
the limited transactions of the "transmission of knowledge model" or the
premises on which it is based. It is completely different in its approach
to Tearning. It emphasizes the child. The Open Classroom Model is

illustrated in Figure S

(a) K »C > A

h 4
w

Traditional Classroom

(b) S ¢————E

N

Open Classroom

Figure 9° Diagram illustrating differing interaction patterns in
tradigiona1 and open classrooms (Adapted from Barth, 1972,
p. 63). :
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The child{S), through interactions with the environment(E)
of materials, equipment, and his peers, provides his own main access
to knowledge and ways of knowing. Standing by, however, is the teacher
(T) who has provided the initial stimulating environment, prior to
the main activity, and who also will make unobstrusive interventions
to extend, sustain, and remediate learning. As Barth (1972, p. 63)
has written "The teacher's place in this model is somewhere outside
the learning process."

Another important difference between the open and traditional
classroom that Barth (1970) has highlighted js the view of knowledge.
Traditional models emphasize the discrete discipline approach in
which experts have identified an objective body of knowledge,
whereas in the open classroom, knowledge is regarded as a personal
accretion and a search for personal meaning. This parallels
Dewey's (1963, Ch 3) notions of experience, continuity, and wholeness.

A simple but useful way of looking at the open classroom in
context with other types of education has been provided by Bussis
and Chittenden (1970, p. 15). Their two-dimensional classification
scheme utilizes the relative contributions of pupil and teacher
to classroom transactions (See Figure 10).

This framework is useful in that it dispells the myths that
firstly the teacher has‘a minimal function in the open classroom,
and secondly that the classroom is only child-centered. Bussis
and Chittenden point out the artificiality of the child-centered
versus teacher-centered dilemma by conceiving them as two dimensions
of the same source phenomenon. The open classroom has high

contributions from both. This subsection has described an inter-
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Figure 10: Double classification scheme based on Extent to which
(1) the Individual Teacher and (2) the Individual Child
is an Active Contributor to Decisions Regarding the
Contert and Process of Learning (from Bussis and
Chittenden, 1970, p. 15).
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active framework for representing the contributions and roles of

the pupj1, environment and teacher in the open classroom.

Operational Themes A more detailed explication of the open classroom

viewed specifically through the role of the teacher is provided

by an examination of operational themes. Bussis and Chittenden
(1970, pp. 29-30) observed "because we found it difficult to define
the teacher's part in an open setting - to explain how a classroom
contains both an active, influential adult and active, influential
children - considerable time was spent in trying to examine the
teacher's role..." Themes which emerged from in-depth interviews
concerning the teacher interaction with children included (a)
diagnosis of learning events (b) the guidance and extension of
learning (c) honesty of encounters (d) respect for persons and (e)
warmth. Teacher behaviour occurring outside the contéxt of inter-
action with children included three themes (f) provisioning for
learning (g) reflective evaluation of diagnostic information and

(h) seeking activity to promote continuing personal growth. Themes
not relating to behaviour but relating to internal belief systems

of the teacher consisted of (i) ideas related to children and the
process of learning and (j) ideas related to perception and self.
These ten themes were later modified to eight by Walberg and Thomas
(1971, pp. 12-15) who claimed that the Bussis and Chittenden (1970)
themes (f), (g), and (h),actually occurred enough within the context
of interaction with children to warrant their use on an observational
scale. A similar observation was made about the theme of reflective

evaluation. They also argued that seeking personal growth takes
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place most all within the classroom as the teacher learns with and
because of the children. Walberg and Thomas (1971, p. 19) also
combine Bussis' honesty, respect and warmth into their one theme

of hymaneness and rename the themes concerning the teacher's internal
frame of reference. Their eight themes are summarized as follows
(Walberg & Thomas, 1971, pp. 16-22):

1. Provisioning for learning. The teacher provides a rich and

responsive physical and emotional environment.

2. Diagnosis of learning events. The teacher views the work children

do in school as opportunities for her to assess what the children
are learning, as much as opportunities for children to Tearn.

3. Instruction-guidance and extension of learning. The teacher acts

primarily as a resource person who, in a variety of ways,
encourages and influences the direction and growth -of Tearning.

4. Humaneness - respect, openness and warmth. The teacher promotes

anatmosphere of warmth, openness, and respect.

5. Reflective evaluation of diagnostic information. The teacher

subjects her diagnostic observations to reflective evaluation in
order to structure the learning environment adequately.

6. Seeking opportunity to promote growth. The teacher seeks

activities outside the classroom to promote personal and
professional growth.

7. Assumptions - ideas about children and the process of learning.

The teacher's assumptions about children, the process of learning,
and the goals of education are generally humanistic and “hb1istiﬁs
Teachers are aware of and respect the child's individuality and

his capacity to direct hds own learning.
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8. Self Perception. The teacher is a secure person and a continuing

learner.

Walberg and Thomas (1971, pp. 60-71) went on to develop an
observational instrument from these themes which will be discussed
in the next section.

Tuckman (et al, 1974), in designing a study to investigate
relationships between aspects of the open classroom and student

outcomes, proposed six themes. These include Flexible Use of

Space, Student Activity, Grouping Student Centredness, Creative

Dynamism and Organization, and Warmth and Acceptance. These

reflect more of a focus on the child's role than the themes

of Walberg and Thomas (1971, pp. 16-22).

Empirical Approaches Whereas the previous section was concernd

with themes derived or hypothesized from naturalistic 6bservations,
this subsection examines operational concepts which emerge from the
factor analysis of data collected using observational instruments
which were designed specifically for measuring, describing, or
evaluating openness. Therefore, these concepts, within the
limitations of the spectrum of items utilized for the instruments
and the emphasis and bias inherent in them,reflect empirical reality.
Traub, Weiss, Fisher and Musella (1972) developed an instrument
for rating the openness of school programs called Dimensions of
Schooling (DISC) which is based on teacher responses as to how
learning is organized. Factor analysis of data collected utilizing

DISC yielded six factofs, namely:
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1. Indjvidualization includes items concerned with student

choice of method, materials, and pace as well as interest, individualized

objectives, a teacher role of resource person and small groups.

2. Student Independence emphasizes flexible and unstructured
time, independent study, and an active student role in planning
and evaluating.

3. Environmental Flexibility contains items concerning field

work, community learning resources, a varied and rich classroom
environment, and media.

4. Non-gradedness taps the degree to which students were

free from a lock-step grade-system, the ability to proceed at
the student's own pace and similar notions.

5. Flexibility of Student Evaluation reflects the variety

of evaluative techniques including non traditional anecdotal
records and progress charts.

6. Flexibility of Curricular Materials assesses the

richness of the materials, environment, concludes the set of
factors.

Butt and Wideen (1974) developed a thirty-nine item scale based
on interactions among pupil, environment, and teacher which purports
to measure degree of openness within elementary science classrooms.

A factor analysis of data gathered utilizing this instrument provided
eight factors which, while attesting to the validity of the
theoretical constructs of science education, reflected general
classroom transactions. rather than any which seemed unique to science

education.
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The strongest factor, Student-Interactive Dynamism, reflects

grouping, mobility, and interaction of students among themselves

within a good psychological and physical environment. This factor

is mirror-imaged by Authoritarian Non-Interactive Anomie within which
the feacher does not ask divergent questions, give students time
to think and ponder, or encourage students to examine how something
was learned. Predictably, the teacher is not approachable or
enthusiastic; she arouses neither curiosity nor interest, thus
the pupils are not enthusiastic or responsive.

A factor involving pupils making decisions and choices,
proposing alternate ideas, asking questions is named Student

Authenticity. Another factor, Teacher/Subject Centredness, involving

the teacher showing and telling, providing answers throughout the

activity and so on, mirrors Student Centredness. Student Environment

Interaction binds together items which involve pupils touching,
operating, and manipulating materials, demonstrating competence at
using equipment, conducting investigations, and responsibly handling
materials which the teacher provides. A factor which involves the
pupils not being in a state of anomie plus both the teacher and
pupils displaying enthusiasm, curiosity, interest among other

affective concerns was called Cohesive Affect. The factor set

was completed by Pseudo-Inquiry, which seems to reflect a laissez-

faire attempt at openness and inquiry.

Undoubtedly, data gathered utilizing the Walberg and Thomas
(1971, Appendix) instrument on openness, which was developed from
the themes of the open classroom discussed in the previous section,

could have been factor analyzed, although this is not as yet available.
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It would offer data on the construct validity of the themes and
at the same time it might suggest other concepts useful for the

open classroom.

A Case Study This writer developed an operational framework of

an open school from two years of observations within a private
elementary school which has modelled itself within its own needs
after the informal classroom (Butt, 1975). The supervision of
teaching interns in the classroom(s) during two and three days each
week required a close working relationship with the staff of the
school and afforded intimate contact with its day-to-day operations.
The framework which best suited the school emerged from many
anecdotal observations. It was found necessary to have two
dimensions; one which represented the operational element of any
school, and another which reflected the open classroom. Operational
elements included the environment, time, teacher, and curriculum
and instruction; elements within the dimension pertaining specifically

to the open classroom were Structure, Flexibility, Authenticity, and

Student Activity. Figure 11 presents a description of the operation

of the school within the framework described above.

Comparative Analysis The work of Barth (1970, 1971); Bussis and

Chittenden (1970), Walberg and Thomas (1971); Butt and Wideen

(1974); Butt (1975); Tuckman (1974) contribute insights to the
operation of the open classroom. This section will consider the
relative merits of this work in order to facilitate the identification
of candidate concepts for the conceptual system of the open classroom.

The role of the teacher in the open classroom had not been clearly
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explicated until Bussis and Chittenden (1570) undertook the task.
Whereas this was extremely valuable in terms of the function of
teacher preparation, it unduly biased the work of Walberg and

Thomas (1971) in preparing their questionnaire. This is confirmed

by the fact that an examination of their observational instrument
reveals that only fourteen of forty-two items are directly concerned
with what the children actually do, the remainder focus on teacher
actions. The items pertaining to children do not tap student
independence, choice, decision-making, and planning. The questionnaire,
therefore, cannot validly measure the implementation of the child's

own purposes. In attempting to develop an instrument for measuring the
open classroomwithin a classroom setting Walberg and Thomas (1971)
have used a base which over-emphasizes the teacher and have failed

to factor-analyze data which would comment on construct validity of
their operational framework.

Tuckman (1974) developed his notions of the operation of an
open classroom prior to investigating the empirical relationships
between the open classroom and student outcomes. Naturally, his
conceptualization includes more child-oriented elements than Bussis
(1970) or Walberg (1971) since there is more Tikelihood of relation-
ships being detected between children's actions and outcomes than
the indirect acts of a teacher. His scheme includes grouping,
student activity, and student centredness, but again it appears
that insufficient attention has been paid to student autonomy. In
contrast to Bussis and Walberg, he has no direct teacher factors,

but does pinpoint warmth and acceptance in human relationships.
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DISC (Traub et al, 1972) approached the problem of describing
the open classroom from the question as to how the program is
organized for instruction. This necessarily gives their Tengthy
questionnaire an administrative flavour, which may or may not be the
optimum approach for investigating the open classroom. Besides
administrative or programmatic elements, however, DISC contains
many items concerned with levels of decision making and what the
student does. Furthermore, factor analysis of DISC data gave
two environmental factors,one teacher factor.and three pupil

factors: Non Gradedness, Student Independence, and Individualization.

These seem to place the administrative flavour in its proper
perspective, except that no items (therefore no factor) emphasize
climate, relationships, or other affective concerns.

The instrument developed by Butt and Wideen (1974) includes
thirty-nine items, twenty-two of which are directed towards children's
activity, fourteen involve the teacher, and three the environment
per_se although environment is implicit within some pupil and teacher
items (e.g. students interacted with materials, conducted experiments).
This instrument appears to be strong in terms of pupil behaviour,
having enough items in this area for specificity of pupil actions

including Student Authenticity. This factor is concerned with the

child's own purposes via choices, decisions, and plans, and represents
a recurring theme in the literature describing live open classrooms.
The instrument appears to be weak in the attention it pays to the
environment and teacher interventions but these may be implied within

student factors, as facilitative acts. For example, "Teacher




encouraged students to question and theorize" occurs within the

factor Student Authenticity along with several student items.

Furthermore, "Student ~touched, operated, and manipulated materials;
showed .competence at using apparatus, conducted experiments, and

handled materials responsibly" (Butt & Wideen, 1974, Appendix) is

supplemented by “"Teacher provided materials" to make up the Student-

Environment Interaction factor.

The necessary positive affective climate which is claimed to

help and result from the open classroom emerges in Cohesive Affect

where both teacher and student exhibit interest, enthusiasm, and are
otherwise turned on to what they are doing, perhaps representing
a link between the affective and cognitive domain. This factor

does not occur in other frameworks. The Butt and Wideen (1974)
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rating scale, however, does not contain an explicit element concerning

the humaneness or warmth and acceptance of relationships evident
in other frameworks.

The purpose of the case study (Butt, 1975) was to capture what
appeared to be the fundamental operational framework of the school.

The concepts it included, flexibility, structure, student activity,

and authenticity, seem quite basic to the open classroom: the child
needs both structure, on which he dependsto facilitate his activity,
and flexibility, which he needs to escape from external structure
and dependence to move towards the self structure of independence
and expression of authenticity. It must be noted that authenticity
also applied to the teacher.

A1l of the foregoing operational models of the open classroom

may be viewed quite readily through the basic interactive framework
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discussed at the outset of this section. Figure 12 presents an

illustration of the scope and content of these operational frameworks.

Emerging Concepts

Viewing the collection of operational conceptualizationsas a
whole, in order to identify emerging concepts, there seems to be a
strong environmental theme with flexibility and structure as sub-
themes. Student activity is emphasized; this may be subdivided into
degrees of authenticity, ranging from student interactions with
each other and the environment under explicit teacher direction,
through student centredness, individuaiization, independence, to
free choice, decision-making, and self-efpression. Relationships,
another pre-dominant theme, can be subdijvided into humaneness and
genuineness of interpersonal transactions and cohesive affect,
which is concerned with both teacher and pupiis fee1ings‘towards
what is being learned. The role of the teacher is represented
explicitly by Bussis and Chittenden (1970) but is also implicit as a
supporting or facilitating infrastructure of the student themes of
éhe other frameworks.

Perhaps an overall weakness of these operational frameworks is
‘the negiect of the quality, quantity, substance and style of teacher
interventions. Important themes which are apparent in previous
sections which do not appear with a strong emphasis here are curriculum
integration, wholeness and continuity of experience, although they
are implicit within Barth's (1972, pp. 63, 66) notion of personal
knowledge.

The concepts which emerge from this analysis are diagramatically
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represented in Figure 13, which illustrates the cumulated tentative
conceptual network which has emerged from the intellectual vanguard,
developmental influences, and operational frameworks of the open
c]assroom. What the operational frameworks have added to the

previous conceptual network (see Figure 8) includes a detailed and
practical role for teach as facilitator, a clustering together of

the child's interests, choices, and activity under the notion of
authenticity, and the balance of flexibjlity with structure in the
learning environment. The climate of the classroom has also been
described more fully. The separate contributions of child,
environment, and teacher are represented and brought together to
constitute the learning environment. The teachers role as facilitator
involves providing a rich material environment, and observing children
to provide a base for making various types of interventions. The
environment is maintained as a whole and provides concrete materials
organized in such a way as to allow sufficient flexibility for

pupil authenticity, but with enough structure to facilitate and

guide in areas in which the pupil is not competent. The two roles

of teacher and environment are brought into confluence with the child's
natural way of learning. The child in conjunctimwith teacher and
peers elects choices and decisions resulting in éctivity, experience,
and Tearning. This is facilitated and conducted within an open

psychological climate.

Summary

This chapter has conducted the exploratory phase of the

procedure for developing a conceptual system for the open classroom.
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TEACHER CHILD ENVIRONMENT
Facilitator: Child Development Continuity
: Uniqueness of
0bserv§t1?n Childhood Wholeness
Provisioning Uniqueness of Each Integration
Interventions i
Innate Curiosity
Needs
Concrete
Materials
Flexibility &
Structure
AUTHENTICITY
d | l
Interests [
_ I
Values of ' Choices Values |
Teacher Decisions < Ch?id
OPEN Acti‘vity HUMAN AND GENUINE I
CLIMATE RELATIONSHIPS |
S
Experience
Y
Education

Figure 13: A diagram il1lustrating concepts and tentative relationships
which emerge from the historical roots, developmental

influences and operational frameworks for the open classroom.
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The first section examined literature pertéining to the Tive open
classroom in order to establish a preliminary reality base for
theorizing. The second section addressed itself to the metatheoretical
base for the study in terms of both the type of theory envisaged

and the manner by which it is to be developed. The final section

of the chapter was concerned with enunciating concepts and relations
which might form part of a conceptual system. This was achieved

by examining literature pertaining to the historical roots and
development of the open classroom, as well as recently developed
operational frameworks. Figure 13 represents the conceptual

network which cumulated from three sources of analysis. Since this
step of the exploratory phase was intended to be divergent in
character, no lengthy analysis or judgement of the partial conceptual
networks was made. This will be undertaken in the subsequent

chapter which will conduct the integrative phase of the study.




CHAPTER 1V
INTEGRATIVE PHASE

Introduction

The purpose of this chapter is to conduct the integrative phase
of the study. It consists of two stages, the first being the identification
of a preliminary value base which is comprised of the beliefs, values, and
assumptions held by open educators. This step, besides making values
explicit as a necessary part of prescriptive theory construction in
the applied disciplines, serves to provide a guide in the assessment
and integration of concepts enunciated in the previous chapter into
a conceptual system. It also acts as a guide in the search for invented
concepts or constructs which may unify and explaintthe phenomenon
of the open classroom, and thus bring the conceptual system to the
level of theory. This Tatter activity constitutes the second step of
the integrative phase which is to search for integrating and unifying

concepts.
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Identification of Preliminary Value Base

The previous chapter mapped the open classroom in action, and
examined its historical roots, development, and various operational
frameworks. It is now necessary to consider the set of values in-
herent in the assumptions, beliefs, and feelings of open educators.
This value base may then be utilized as an additional guide to emerging
concepts, tentative relationships, and integrating concepts.

Category 5 writings comprise the literature from which the
preliminary value base will be established. A1l writings which examine,
to a significant extent, the rationale. idea or assumptions which
undergird the open classroom approach to education, are potential
sources of values. An attempt has been made to identify authors who
are appropriate for inclusion in Category 5. They are: Barth (1970,
1972); Blitz (1973); Rogers (1972); Stephens (1974); Waﬁberg and Thomas
(1971) and Weber (1971). To claim, however, that this 1list is ex-
haustive and complete would be unwise, bearing in mind the magni tude
of existing literature pertaining to the open classroom. This Tist,
however, is deemed to be representative of the ideology of the open
classroom.

Barth (1972, p. 3); Blitz (1972, p. 16) and Weber (1971, p. 169)
have written of the necessity of accepting and understanding the idea
behind the open-classroom approach, and that it be firmly accepted
and understood in order to provide a base for practical implementation.
This underlines the fundamental role of inherent values in generating

the reality of the open classroom.
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A useful approach for examining Category 5 Titerature is provided
by Barth (1972, p. 551) who stated that the idea which generates
open classroom reality "is a way of thinking about children, about
1earning, and about knowledge." Discussing the ideology of the open
classroom in these terms which may be considered essentially descriptive
provides for the derivation of statements concerning the facilitation
of learning, which are essentially prescriptive. The value base
of the open classroom will therefore be discussed in terms of the
nature of the child, the child's way of learning, and the view of
knowledge which together provide for the derivation of a fourth

category of statements, the facilitation of learning.

The Nature of the Child

The notion that is probably most central to the ideology of
the open classroom is that each child is innately cuiious‘about
himself and his surroundings (Barth, 1972, p. 18; Rogers, 1969, p. 157;
Walberg & Thomas, 1971, p. 61; Weber, 1971, pp. 173, 183). This
curiosity, it is thought, predisposes the child to exhibit self
exploratory behaviour (Barthm 1972, p. 19; Walberg & Thomas, 1971,
p. A61) which Weber (1971, p. 173) describes as the child's active
construction and reconstruction of his own development. Implicit
within the child's role as an a&tive agent in his own development
are the child's own purposes and questions (Weber, 1971, p. 1973).

It is believed that self-exploratory behaviour is more Tikely
to emerge if the child is not threatened, and that children will
engage in,activites which ére of high interest to them (Barth, 1972,

p. 21).
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As a result of learning from these activities.and maturation children
pass through similar stages of development, but each in thedr own way,
at their own pace, and via their own questions (Barth, 1972, p. 32;
Stephens? 1974, pp. 12-15; Weber, 1971, p. 174). So while children
are similar in significant ways, they are also unique and different
(Blitz, 1973, p. vii).

Each child's activities are exhibited within an egocentrism
which is not thought to be undesirable. Egocentrism is viewed as
natural (Stephens, 1974, pp. 12-15; Weber, 1971. pp. 176-177),
serving to develop a concept of self in relation to the child's
environment. A child, therefore, should not be forced to leave
egocentrism. It matures and takes on other forms as the child
implements his own purposes, and is "corrected through companionship
with other children and interaction with their different purposes,"
(Weber, 1971, pp. 176-177).

From the above standpoint, childhood is viewed as having value
in and of itself, since each stage influences current growth and
development (Stephens, 1974, pp. 12-15). A child's 1ife and experiences,
therefore, should not be viewed primarily as a preparation for adult-
hood and the future, but are"justifiable in themselves and are not
dependent upon future performance for justification” (Walberg & Thomas,

p.A70).

The Child's Way of Learning

The nature of the child just discussed offers potential, pre-
disposition, and motivation for Tearning, and forms the basis of

activity in the classroom (Walberg & Thomas, 1971, p. A61). According
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to open educators the best way to ensure that the potential of each
child is utilized for Tearning is to make each child the active agent
in his own learning (Weber, 1971, pp. 172, 183). This measure of
self contro1 increases the probability that the learning will have
relevance to the child's own purpose(Rogers, 1969, p. 157) since he
will be making significant choices and decisions regarding the
materials and questions with which he will work (Barth, 1972, p. 26).
It also enables the child to learn at his own pace and his own style
(Barth, 1972, p. 32; Walberg & Thomas, 1971, p.A85; Weber, 1971, p.
174) in the slow progress toward concept formation (Barth, 1972, p. 31).
Rogers (1969, p. 157) states that this "self-initiated learning,
involving the child person of the learner - feelings as well as
intellect - is the most pervasive and lasting", especially when self-
criticized and self-evaluated. A1l of this process is thought to
build confidence insself which is highly related to capacity for
learning (Barth, 1972, p. 21; Weber, 1971, p. 184).

Open educators assert that the child learns best through’active
manipulative exploration in a rich environment, including a strong
role for fantasy and play ( Barth, 1572, p. 23; Rogers, 1969, p. 157;
Walberg & Thomas, p. A65; Weber, 1971, p. 175). Continuous concrete
experiences are thought to form the sense base from which abstractions
are formed (Weber, 1971, pp. 178, 181). Walberg and Thomas (1971,

p. A64) warn that "premature conceptualization based upon inadequate
direct experience leads to lack of real understanding and dependence

upon others for learning."




From the above it is evident that open educators believe that
"children have both the competence and right to make significant
decisions concerning their own learning" (Barth, 1972, p. 26) with
varying degrees of support (Walberg & Thomas, 1971, p. D10). The
most imbortant skill to the individual child, therefore, is to learn

how to learn. (Rogers, 1969, p. 157; Walberg & Thomas, 1971, p. A75).

View of Knowledge

The fact that young children learn via concrete experience and
cannot think abstractly requires an appropriate view of knowledge.
The open educator's view of knowledge has been made most explicit by
Barth (1970, 1972, pp. 44-55) with some support from Walberg and
Thomas (1971, pp. A66-67). For young children who cannot think
abstractly knowledge is a personal matter. It is idiosyncratic,
being a function of a child's synthesis and integration of experiences.
It does not fall neatly into separate disciplines.

Open educators do not believe that there is a body of knowledge
that everyone should know. Lastly, knowledge does not depend on
public expression, that is, if a child cannot express a particular
portion of knowledge does not mean that he does not know it (Barth,

1972, pp. 46-47).

Facilitation of Learning

The foregoing discussion of the nature of the child, the child's
way of learning, and the view of knowledge held by open educators,
leads to prescriptive guidelines for the facilitation of learning in

the open classroom,
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Weber (1971, p. 177) set the tone of instruction for the open
classroom when she observed that instead of teaching a child, it is
better to create environments which will give the child the opportunity
to learn for himself. These environments should "extend the child's
natural way of learning" and maintain the momentum of the forces of
a child's development (Weber, 1971, p. 170). She also suggested that
the teacher should find out what the child needs. "What is he
interested in? What is he ready for? What are his purposes? How
does he follow them? What are his questions?" (Weber, 1971, p. 170).

Fundamental to facilitating and extending the child's natural
way of learning is the provision of a rich material environment and
experiences appropriate to the child's developmental level. A
combination of flexibility for the child to choose questions and
materials together with a support structure to help him explore
them is thought to optimize learning ( Barth, 1972, pp. 95-96;

Blitz, 1973, p. viii). Since the child should be free to pursué

these interests as long and as deeply as he wishes, time should.be
flexible and individualized. Interests naturally transgress discipline
barriers, therefore, the curriculum may be quite integrated (Walberg

& Thomas, 1971, pp. A61-62).

The climate of the open classroom, following from the previous
sections in this chapter, is one of openness and trust, as free as
possible from fear and threat (Barth, 1972, p. 21; Walberg & Thomas,
1971, pp. A69, 70, 72). The environment is thought to bring out and
reinforce desirable behaviour (Stephens, 1974, pp. 12-15) within a

few reasonable, consistent, and explicit rules (Walberg & Thomas,
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1971, pp. A71).

Barth (1972, pp. 37-41) and Walberg and Thomas (1971, pp. A68-69)
pinpointed the fact that the traditional manner of evaluating pupils
is inapprepriate for the open classroom and, indeed, may have a
de1eterfous affect on Tearning. Instead, it has been advocated that a
child's work, anecdotal records, teacher observation, and intuitive

judgements over a long period of time are the best means of assessment.

Summary

This section has examined the ideology of the open classroom
in terms of what open educators hold to be the nature of the child,
his natural way of learning, his knowledge structure, and how,

therefore, the child's learning can be facilitated and extended.

Integrating and Unifying Concepts

At the,outset of this section it should be noted that the pre-
Timinary value base established in the previous section is consistent
with and confirms the concepts which emerged from the previous chapter.
The concepts identified in the exploratory phase, therefore, are valid
candidates for inclusion in the conceptual system.

This section will utilize the preliminary value base to guide
in the search for integrating concepts which explain and unify the
open-classroom approach to education. An integrating concept is
one which has relatively more power within the conceptual system in
that it unites and accounts for other concepts. The integrating con-
cepts will then be uti]iied to facilitate other tasks such as:"what
subordinate concepts can be grouped together; and what concepts

should be subsumed by others?
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A notion which is common to all categoriés of 1iterature examined
so far is that the open classroom capitalizes on the child's natural
way of Tearning and facilitates this by invoking supportive roles
and relationships for the environment and teacher. Weber (1971, p. 11)
most succinctly captured this idea when she characterized the informal
cdassroom as:

...the setting, the arrangements, the teacher-
child,and child-child relationships that

maintain, restimulate if necessary, and
extend what is considered to,bk the most in-
tense form of learning, the already existing
child's way of learning through play and
through experiences he seeks out for himself.

The tentative conceptual networks which emerged from the
exploratory phase of this study reflect this notion as does the value
base established by the previous section. The overall supportive
roles of the environment and teacher are defined by the nature of
children, the way they learn, and what is known about their general
needs and wants. The particular roles and relationships, however,
of the teacher and the environment can only be established within
"the situational Gestalt at the precise moment for the unique child
with whom the teacher is interacting"” (Walberg & Thomas, 1971, p. 7).
The point of convergence, interaction, and intersectdon of what the
child brings, what the environment brings and what the teacher can
offer, has been pinpointed by Weber (1971, p. 170). She stated that
the teacher should determine the child's needs, wants, interests,
readiness, purposes, learning style, and questions. This information

then allows for specific facilitation of learning, which Weber (1971,

p. 11) called "the implementation of the child's own purposes."




It is at this key point in the open classroom that there is a
need for a concept, at the operational level, which captures the
practical touchstone of facilitating the child's learning. It is a
point towards which all the determinants of each Tearning moment flow
and froh which the consequences diverge.

If open educators profess to trust and uti1iié innate curiosity
and self-exploratory behaviour as a base for learning, then if is of
utmost importance to determine what the child intends to do. " This
will enable the teacher to make the point of contact betwéeh herself
and the child as fruitful as possible (Blackie, 1967, p. 4) ;nd
maximize the occasion (Silberman, 1972, p. 75).

Intention

Allport's (1963, p. 264) concept pf intention is appropriated
here. It is defined as what the individual has elected, chosen, or
is trying to do. Intention unifies its diverse determinants.

Drive, need and instinct qre brought,together with rational choices,
decisions as well.as the personal interests of the child, to form
intention. Also involved are the influences of other than self,

such as teacher, peers, environment, home, family and culture.
Despite outside influencé&s, a child's intention is chosen or elected,
and that makes it his. In this way, the concept of intention brings
together diverse inputs and at the same time identifies and unifies
the core of the open classroom. It brings opposites into unity.
Nonrationality, rationality and irrationdlity are together; emotion
is intricately connected with reason.

For any intention, the child has certain current capabilities,
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skills and knowledge which contribute to the implementation of that
intention. Those lacking must be contributed by the environment,
teacher and peers, who provide the requisite facilitating structure
for implementation. Whereas intention addresses itself to what the
child wishes to do, the question arises as to how this coalesces

with the intentions of society as represented by the teacher. The
influence of the open-classroom climate and environment might be
thought to maximize the possibility that socially~acceptable activity
results (Hassett & Weisberg, 1972, p. 32; Weber, 1971, p. 136). The
teacher, however, is still ultimately respomdible (Dearden, 1968,

p. 13). Furthermore, the teacher does have a set of preferred values,
activities and learnings but does not impose them. Instead, that
teacher attempts to enable a child's intentions to be confluent

with her own. This is achieved by the way the teacher selectively
provisions and structures the environment, and by her suégestions,

comments, and other interventions.
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The value of the operational concept of intention has been established

to some extent, but there are other matters which will illustrate
its usefulness further. Within an open-classroom approach:
1. It is very difficult to facilitate learning if a pupil's
intention is not known. Random efforts to help a child
Tearn would probably be ineffective and inefficient.
2. It is difficult for a teacher to know when and how to
intervene, and for what purpose, if a pupil's intention
is not known.

3. It is impossible for a teacher to aim for congruence or
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confluence of her objectives and the pupil's intentions,
if the pupil's intention is not known.
4. It is difficult to know which children should collaborate
on an activity if eabh child's intention is not known.
Deépite any philosophical or theoretical quarrel that might
ensue as to the nature and relationship of its determinants, intention
remains a very practical concept which is consistent with the philosophy
of the open classroom. Having identified intention as a worthwhile
operational concept for the open classroom, it is now necessary to

search for higher level concepts which might explain its usefulness.

Higher Level Concepts

The implementation of intention within the classroom context
may involve facilitation by the teacher and environment, as well as
the actions of the child himself. These transactions are.means to
the broader and more important end of self-implementation of intention
by the child. It is characteristic of intention that it istintimately
concerned with self and directed toward the future. Involved in
intention, therefore, is the building of self-image, self-identity,
and self-concept. Rogers (1969, p. 5), as previously noted, has
asserted that education of any significance must involve the self
via (Rogers, 1969, p. 157) personal relevance, interests, involvement,
activity, feeling, and intellect. The child, therefore, must be
able to be his real and genuine self within honest relationships in
the classroom (Bremer, 1972, p. 26) through the implementation of

agreed intentions. Froebel (1886, p. 14; Schoenchen, 1940, pp. 17-18)
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referred to the somewhat sentimental idea of unfolding the child's
innérn: nature, which was more clearly explicated by developmentalists,
and translated into the notion of self actualization by Maslow (1968).
Long (1973, p. 39) saw Pestaldzzi as an early advocate of self and
1ndependence which fdreshadowed the existential idea of pupil freedom.
ThQs, the child, in the open classroom, has been viewed as the principal
agent in the learning process, in his owh search for definition and
relevance (Belanger in Herbert & Ausabel, 1969, p. 99), so that "he
would learn in his own way, at his own pace, exploring his own
interests, for his own purposes" (Weber, 1971, p. 11).

Dearden (1968, p. 46) sees independence and personal autonomy
based on reason as major aims in primary education. The open class-
room makes notable emphasis of this theme as part of the development
of self. It occurs repeatedly in the literature as perhaps one of its
strongest characteristics (Blitz, 1973, p. 52; Bremer, 1972, Chs
3, 5; Gross, 1970; Hansen, 1971, p. 2; Hassett & Weisberg, 1972, p. 97;
Silberman, 1973, pp. 107-108; Stephens, 1974, p. 26; Watson, 1971,

p. 5; Weber, 1971, Chs. 1, 2, 4). The emphasis of student activity

and independence was also evident within the factors which emerged

from factor analysis in empirical efforts to analyze openness (Traub

et al, 1972; Butt & Wideen, 1974). Within the literature examined in
this thesis, a more detailed aspect of the development of self has been
noted. The child making choices and decisions was implicit within

the intellectual vanguard of the open classroom (Dewey, 1963, p. 67;
Schoenchen, 1940, p. 18; Tolstoy, 1967, p. ix) but emerged more
explicitly within Titerature pertaining b4 its development (Deariden, 1968,
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p. 46; Long, 1973, p. 24; Maslow, 1968, pp. 9-16; Rogers, 1969)
and operational frameworks (Bussis & Chittenden, 1970, p. 15; Butt
& Wideen, 1974; Traub et al, 1972). Many other writers emphasize
student choice and decision-making as an essential part of the open
classroom (Armington, 1969, p. 63 Barth, 1970, pp. 16,34; Brown &
Precious, 1969, pp. 14, 19; Cazden, 1971, p. 11; Rathbone, 1970,
pp. 49-50, 83). What happens to the self of the child as a result
of the foregoing transactions is held as being more important than
the activities themselves o¥ flatds which accrue from them (Barth,
1972, pp. 59-64).

The search, therefore, for higher Tevel concepts should be
guided by the emphasis of self development in the 1iterature pertaining
to the open classroom. Being real, genaine, autonomous, independent,
making choices and decisions, and self-actualization are all important
features in this search. Of concepts revealed so far in fhis study,
authenticity appears to account for most of the foregoing notions.
MasTow (1968, pp. 9-16) associated the conceptsof authenticity with
children choosing their own values so they can take responsibility
for their own lives. He saw self actualization as a self-choice of
internal values, therefore, meaning and existence. Halpin (1966,
p. 204), in a thorough discussion of authenticity has described
authentic behaviour as being one's real and genuine self instead of
some role stereotype or conforming to external expectations. Authenticity
is thought, therefore, to be a useful concept which accounts for the
majority of the phenomena described in this section, including the
operational concept of infention, and its self-implementation by

the child.




Authenticity Since an examination of the nbtion of authenticity is
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in order, this subsection will offer a discussion of the concept per se

and its application to education and the open classroom.

Trilling (1973) was impelled to use some word which speaks of
the natﬁre of being and the value put on it. This word, he thinks,
is authenticity (p. 93); it subsumes sincerity and genuinensss, and is
the indicator of all that is the person. Trilling claims (1973, p.
93) that the jdea of authentic personal being stands at the very
center of Rousseau's thoughi; there being a passionate emphasis upon
the individual's experience (in an active sense) of his existence.
Authenticity can be destroyed by society (p. 93) when the sentiment
of being becomes dependent on the opinion of other people, conformity
and role stereotypes. MasTlow (1968, p. 55) called this deficit-
need-dominated behaviour; Halpin (1966, p. 203) saw this behaviour
as prodicing "papier-mdche characters acting out theirroles in a
puppet show."

The type of alienation brought about by inauthenticity is
thought to lead to some mental illnesses. Laing (1961, p. 39).
utilized the concept of authenticity to explain schizophrenia as
ontological insecurity. From his point of view, schizophrenia is
a special strategy a person invents in order to Tive an unlivable
situation (Laing, 1967, p. 115); one that demands that the person have
a self which is not a true self. Thus, schiéophrenia is seen as a
response to the imposition of inauthenticity. When considering
what conditions and means would maintain authenticity, (Trilling,

1972, p. 160), Trilling observed (p. 161):
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...since the self of the infant can maintain
its pristine authenticity only if the process
of its maturation is self-determined, it
follows that we must not give our assent to
any form of rearing, education, or socialization
in whiéh any prescriptive influence (in the
sense of outcome not process) has a part.

This leads to a consideration of the open classroom as a means
for maintaining and fostering authenticity. At the same time the
educational implications of the concept of authenticity may be
chetkeédagainst the reality of the open classroom in order to assess ,
its valddity as an integrating concept.

Moustakas (1967) attempted to examine the above implications
through his notion of the authentic teacher. He discussed the sources
of the betrayal of self within our present society and sthool system.
Firstly, he cited failure tpstay'with‘uangrsal values as a source
of inauthenticity, whereby for example, the individual does not speak
out when justice is violated, or a confidence or trust is broken.
Secondly, the betrayal of self values "occurs in a sktuation where
the individual rejects his own senses and accepts the perceptions
and expectations of others" (p. 5). This Tloss of self through rejection
of onets own faculties can be caused by the traditional model of
education, as well as by ambitious parents, teachers, and superiors.
Thirdly, the betrayal of unity and wholeness occurs frequently due to
the fragmentation and compartmentalization of society and life. The
fixation on intelligence and intellectual values is so extreme that
spontaneity, spirit, wonder and other aesthetic and moral aspects
of humans are left wanting. Schools with subjects, time and grades

compound this problem (p. 9). The consequences of these phenomena

are inauthenticity and alienation.




Having utilized sources of inauthenticity as a useful backdrop,
Moustakas was then able to address himself to those conditions which
facilitate the authentic growth of the individual with particular
reference to the classroom. Moustakas (p. 9) Tike others feels that
the pofentia] for authenticity is present at birth. To realize this
potential, the child needs freedom to be, to explore 1ife, to express
self spontaneously on the basis of his own interests and desires.
Thus, the individdal makes choices and decisions by willing, feeling
and intending, the making of choices being a preliminary step in the
creation of values. Having the capacity to choose together with
choosing confirms being, deepens experience, and establishes further
identity and authentic Tife.

In the classroom, with young children in their egocentric state,
self-confirmation is important. The teacher, therefore, encourages
the pupil to trust his own senses and organismic connection with
Tife. In taking charge of his own T1ife via this Tink, the child
exhibits an early form of responsibility. Thus, the pupil, in making
choices and decisfions, learning from errors and successes, confirms
se1f. As this early stage of responsibility is completed and
egoeentricity fades, he may then proceed to confirmation of others.

A variety and diversity of environmentsnaturally supports the
above conditions and provides the best means of stimulatingg and
challenging interest and desire. Free experimentation with resources
which confront and engage result inccommitment and activity. Thus,
"meaning emerges which forms a bridge between self and others"

(Moustakas, 1967, p. 13).
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Feachers, therefore, should:

1. Confirm the child's existence as a unique human being
by interacting with respect.

2. Be authentically present, that is, be genuine and not
play roles.

3. Provide resources and opportunities.

Although the concept of authenticity appears to champion that
which is unique to the individaal, being oneself entails both that
which is unique and that which one holds in common with others.

In this way, the concept of authenticity, that is, being oneself,
accounts for the expressions of that which is innate (curiosity,
self exploratory behaviour, needs the maturational process), that
which is socially, culturally and individually learned (wants,
desires, customs, interests) and that which is uniquely existential
(choices and decisions). For educators in the open classroom who
facilitate growth toward self implementation of intention, it is
essential to consider the child as he is and 1link this incrementally
to what he wishes to become. This involves an intricate knowledge
of child development and the unique child, together with a regard
for childhood as a distinct and useful phase of 1ife.

This subsection has illustrated how the concept of authenticity
accounts for major aspects of the phenomena evident in the open
classroom, particularly the-development of self through the implementation
of intention. A major portion of the Tliterature was cited to
demonstrate that the child's behaviour in the open classroom is consistent

with being authentic. In particular Maslow (1968, pp. 9-16),
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Halpin (1966, pp. 203 et seq.); and Moustakas (1967) offer
direct support for the concept of authenticity as accounting for
open-classroom behaviour, especially as regards the self implementation
of intention.

There are other major aspects of the open classroom, however,
which remain accounted for only at the operational level. The
operational concepts of wholeness, integration, and continuity were
used earlier to label certain strongly emphasized themes in the
open classroom. The search for a concept at a higher level of
abstraction to account for this aspect of the open classroom yielded
the concept of synergy. This construct is important because it
not only explains wholeness, continuity, and integration but also
accounts for authenticity. It is superordinate to the concept of
authenticity, since it subsumes authemtic individuals and an authentic

environment. This will be explicated in the mnextsection.

Synengy The concept of synergy is not mentioned within the literature
pertaining to the open classroom; however, as stated in the procedures
outlined in Chapter II, the search for integrating concepts is not
restricted to those writings. This subsection will, therefore,
demonstrate how eertain phenomena and events within the open classroom
which pertain to the operational concepts of wholeness, integration,
and continuity are accounted for by the notion of synergy.

A phenomenon is said to be synergistic when its differentsbits
or internal functions optimize one another, so that the whole becomes
more than the sum of the parts (Hampden-Turner, 1970, p. 187) A1l

Tiving things are examples of biological synergy. Synergy is the key
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to how an organism defies, at least temporarily, the law of entropy,
which is the tendency for a chemical system to degradate to its lowest
energy level. A synergistic state in the biological realm is a
synonym for 1ife; a breakdown of that state means death (Hampden-
Turner, 1970, p. 187 et seq.).

The concept of synergy can also be applied in other spheres.
Problem solving involving conflicting poles or paradoxes may benefit
from a synergistic approach where a common framework is identified
which will unite opposites. Theory development exhibits this when a
dilemma at one level of abstraction is unified by a concept at a
higher level.Hampden-Turner(p190) has defined synergy simply as
"optimal integration of that which was formerly differentiated."

Synergy then, explains the vague notion of wholeness and is a
better explicator (than eclecticism) of the intuitive coherence of the
sometimes conflicting bits and pieces of the idea behind the open
classroom. There are many instances of the drive for synergy within
the open classroom.

The first example of synergy is found within the teacher-centered
versus student-centered dilemma which Bussis and Chittenden (1971,

p. 15) solved. It is neither student nor teacher centered; nor is
it a balance of power between the two poles but a co-operative
endeavour. Both teacher and student occupy central positions in the
classroom, offering joint contributions.

The fact that this relationship is hard to grasp for superficial
observers had led to the misconception that the open classroom pretends

to facilitate the development of the child's own values and existence




T

Forrss ey

136

in isolation from the influence of teachers and peers. This is not
the case. The teacher's active role manifests her values, needs, and
interests. It is acknowledged that the teacher translates the
educational objectives of society for the classroom, bringing them
into cbnf]uence with the pupil's needs, interests, emerging values,
and intentions (Berlak, 1975; Stodolsky, 1975, p. 113). This may
be achieved for young children by utilizing play, activity, and
experiences which are enjoyable and satisfying of childrens' intentions
but, at the same time, meet teacher-held objectives. If, then, the
prime contributors to curriculum for the open classroom are regarded
as the teacher and the children then the following proposition of
Unruh's (1975, p. 220) becomes appropriaate:

Curriculum development must seek to match

learning experiences not only to desired

outcomes but also to the Tearner's own

perception of their needs so that their

attention and efforts may become a
motivational force.

i
This confluence and congruence of teacher and pupil intentions

illustrates synergy in the open classroom. Both teacher and pupils
assume decision-making functions in their areas of expertise and
together fashion learning experiences. As the number and intensity
of the multiple interactions and therefore links among &eachers,
pupils, and environment increase, so the whole process becomes
synergistically responsive to their needs. Within this milieu, it
is not a matter of independence versus dependence, but of their
integration to autonomous interdependence. It is not a matter of

individual versus societal goals but a confluence of both.
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The second major area in which synergy 55 optimized is within
the child-environment interaction. Since the open classroom can be
said to attempt to create unity between the individidal and the
macrocosm by developing individual and social meaning, anything which
may coﬁe between the child and the environment is minimized. Firstly,
the teacher does not interpose as in the traditional model of education
(Barth, 1972, p. 63). Secondly, the open-ckassroom approach does
not enter the polemic argument of determinism of the environment
versus free will of man; neither does it engage in the learning
manifestation of this controversy: behaviourism versus cognitive
learning. It unites them both but in a humanistic manner. The
learning theory of the open classroom susscribes to whatever positive
reinforcement works: but ultimately the optimum reinforcement is
that which the child chooses. Authenticity is the ultimate reward.

In more concrete terms, the relationship between the individual
and the environment is perceived as cyclic rather than linear in
either direction. The environment certainly influences the individual
but it in turn may be changed, influenced or perceived differently
by the individual. Piaget (1964, p. 182) has explained it best
within the framework of learning theory:

When you think of a stimulus response schema,
you think usually that first of all there
is a stimulus and then a response is set

-off by this stimulus. For my part, I am
convinced that the response was there
first.... A stimulus is a stimulus

only to the extent that there is a
structure which permits its assimilation,
a structure which can integrate this
stimulus but which at the same time

sets off the response. In other
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words, I would propose that the
stimulus-response schema be

written in the circular form....

I would propose that above all

between the stimulus and response ti:-=m ©°
there is an organism and its s

structure.

The unity of child-environment interaction is maintained in
other ways. There is minimal fragmentation of the classroom, school,
and community. The classroom is integrated within the school by
freedom of physical movement and by the social interactions between
classes and ages (Hassett & Weisberg, 1972, Ch 5; Weber, 1971, pp.
29, 88). School assemblies, concerts and Tunch hours are also
utilized for this purpose. The local and community environment
provides as much potential for learning factivity as the classroom
itself, and home and school are carefully integrated in many ways
(Weber, 1971, pp. 31-34; 77-81; 94-100). These types of pupil-
environment interactions maintain a curriculum that is integrated
and not differentiated into separate disciplines. From these
transactions, the child accrues knowledge which is personal and
which integrates the individual and the environment by the develop-
ment of meaning. Dewey's (1963, Ch 3) concepts of emperience,
continuity, and interaction are pertinent here. The best unity of

child and environment is through experiences with the optimum

continuity and interaction that are provided by the intention of the

child. In Piagetian terms intention optimizes that the next environmental

bit engaged by the child is appropriate for transfer from the external
puzzle of the environment to the internal puzzle of schemata (Piaget,

1964; Wastnedge, 1968, p. 28).
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Finally, the facilitation of Tlearning within total teacher,
child, environment transactions is synergistic. The teacher attempts
to optimize the integration of flexibility and structure within each
Tearning moment for each child (Hassett & Weisberg, 1972, pp. 32-39),
so that he may choose and be authentic, but with the necessary
supporting structure to implement his intentions. The open climate
created by these transactions represents a synergistic summation. of
its separate elements.

The concept of synergy in accounting for the operational concepts
of wholeness, continuity, and integration, also implicitly subsumes
authenticity of teacher, child, and environment and their interactions.
The concept of authenticity as appliied peeviously to the self of the
Tearner can now be extended to apply to other than self.

This subsection has illustrated how the concept of synergy
accounts for major aspects of the reality of the open classroom,
specifically with respect to the maintenance of wholeness, continuity
and integration. The copenrclassroom approach to education was seen
to exhibit consistent manifestations of synergy within teacher, child, and

environment transactions.

Other Clusters of Concepts

The foregoing integrating concepts provide a guide to the
organization of subordinate concepts enunciated in previous phases
of this study. These concepts need to be examined in order to
determine if a fundamental construct will subsume them and act as a

unifying device.




The cluster of concepts which include whb]eness, integration,
continuity and real world refers to the unfragmented utilization of
knowledge and the environment for learning. The word which best
captures.the intent of this meaning as it applies to the education
of a child is probably Dewey's (1963, Ch 3) concept of continuity,
since continuity of experience is the aim. The cluster of concepts
jncluding student-activity, student-environment, student-student
and student-teacher interactions is probably best represénted by
activigy but with interaction (Dewey, 1963, Ch 3) as a parallel
concept, éince it, together with continuity, acts as a criterion for
the quality of experience which results from activity.

The ethical miliey of important relationships which facilitates
and, in turn, is created by the open classroom, is collectively
dubbed é1imate, since, essentially, the psychological atmosphere is
the whole that results from the sum of the parts. This concept is
also congruent with other developments in educational theory which
utilized climate as a useful concept (Halpin, 1966; Walberg, 1968).

Concepts pertaining to the teacher, who is the other major
contributor to the open classroom, are quite detailed via the work
of Bussis and Chittenden (1970) and Walberg and Thomas (1971),.perhaps
too detailed for the level of generality of the conceptual system.

The three main concepts which are cyclically re}ated and which subsume
other notions are observation, provisioning, and intervention.
Observation of the child by the teacher builds the knowledge base from
which the teacher can facilitate learning. She can then provision

the classroom with materials which offer the best potential for the
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child to implement his own interests or intentions. The knowledge
base built from observation of each child as he interacts with
materials enables the teacher to intervene to extend the child's
natural way of learning. What occurs as a result of provisioning
and intervention then builds on the observational base that the

teacher must function from to facilitate future learning.

Summary
This chapter has constituted the integrative phase of the study.

Firstly, it identified values which proponents of the open classroom
hold, under the headings of %he nature of the child, the child's way
of learning, and the view of knowledge. From this descriptive base,

a fourth set of statements was dérived which was prescriptive in

that it identified beliefs about the facilitation of learning in the
open classroom. Basically, open educators view the child as exhibiting
self exploratory behaviour which if utilized in active manipulative
exploration within a rich environment, including a strong role for
fantasy and play, will provide sufficient concrete experience to

form the sense base for later abstractions. The child as the active
agent in his own learning controls the pace, style, and content of
activity by the choices and decisions he makes. Knowledge and
curriculum become, therefore, idiosyncratic, befng integrated into

a coherent whole and not necessarily divided into separate disciplines.
Facilitation of learning in the open classroom extends the child's
natural way of learning. What the teacher does is:guided by the the

child's needs, interests, readiness, purposes and questions.
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Using the value base and the reality base as a guide, a search
for integrating concepts which accounted for, explained or unified
the phenomena of the open classroom was conducted. This yielded
three concepts. At the operational level the concept of intention
was apprépriated as accounting for much classroom level activity
while remaining consistent with the philoséphy of the open classroom.
Two higher Tevel concepts which accounted for, united, and explained
intention and most other concepts were authenticity and synergy.
Authenticity was used to account for the dominant theme of self-
development which is evident within the open classroom. Synergy
was seen as superordinate to authenticity in that it subsumes both
an authentic Tearner and an authentic environment. It accounted for
and explained the themes: of continuity, wholeness, and integration
besides other phenomena in the open classroom. The next qhapter
will present a formal statment of the conceptual system including

the roles played by the foregoing integrating concepts.
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CHAPTER V
THE CONCEPTUAL SYSTEM

Introduction

This chapter presents a conceptual system for the open-classroom
approach to education as a part of the formal phase of this study.
Firstly, a reality base for the conceptual system is stated. This
denotes the phenomena, subjects, and set of events which the conceptual
system will describe and explain (Beauchamp, 1975, p. 82; Nuthall,
1968, p. 31; Glaser & Strauss, 1967). Secondly, a value base is
stated which explicitly indicates the values, beliefs, and assumptions
that proponents of the open classroom hold to be true (Beauchamp,

1975, p. 82; Petrie, 1976, p. 11). Thirdly, the type of theory

most appropriate for the open classroom is described in the meta-
theoretical base (Snow, 1973, p. 79). Following this preparation,
integrating concepts which unite and explain the open-classroom approach
are defined. To complete the conceptual system, other major but
subordinate concepts and their relationships are assembled into a

model representing the ideal functioning of the open classroom.

These subordinate concepts are defined and the nature of the model and

its relationships are explicated.
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Reality Base

Phenomena

The phenomena to which the conceptual system refers are known
collectively as the opem-classroom approach to education.

THe study focuses on the open classroom as a means to reach
agreed ends. The general end is education which is defined as the
development of individual and social meaning. This general aim is
ideologically characterized in terms of specific learning outcomes for
the open classroom by Rathbone (1972, p. 527).

Subjects

The subject of this approach is the unique chiild. The open or
informal classroom was developed originally for nursery and infant
school children in Britain (Weber, 1971). These children range from

three to seven years old. The open classroom in North America focuses

on this age range as well, although attempts have been made to extend
its application both in Britain and North America to the older
elementary school child.
Events

The events to which the conceptual system refers are the inter-
actions amogg children, teacher, and materials which originate from
the open classroom.
i Bvents in the open or informal classroom promote the child as
‘ the principal agent in his own learning (Weber, 1971, pp. 172, 183;
Belanger, 1969, p. 99). Children's main interactions are with each

other and the environment, within flexible learning groups organized

: around common interests. This individual approach requires a freedom of
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mobility, much social interaction, co-operation and sharing of ideas
(B1itz, 1973, p. 52; Stephens, 1974, p. 26; Tallboy, 1974, p. 9).

The environment which supports such activity is vast and diverse,
including multiple materials inside the classroom, and the environment
of nature and the community outside. The classroom may be decentralized
into various learning areas such as: a workshop, math centre, nature
table, animal corner and quiet carpeted nook for reading from the
many classroom books. The children may make free use of the school
grounds fop activities as well as go on numerous planned field trips
to local places of interest (Weber, 1971, pp. 18-30, 81-88).

Contrary to the misconception that the teacher has a rather
limited role in the open classroom, quite the opposite is true (Belak,
1975; Bussis & Chittenden, 1970, p. 15; Stodolsky, 1975, p. 113).

The teacher makes a high contribution to the activities of the open
classroom. She facilitates the foregoing transactions among children
and materials in ways which are distinctly different from the behaviour
of the conventional or traditional teacher (Bussis & Chittenden, 1970;
Walberg & Thomas, 1971, pp. 12-15). She provisions the classroom

with a reservoir of resources, ideas, junk, problems, potential
projects and inquiries, as do the children themselves. She earefully
sédects materials, structures the learning environment, promotes and
provokes interactions with Tearning potential for both her goals and
children's purposes (Barth, 1972, pp. 65, 69). She observes, diagnoses
problems, and evaluates; intervening in a manner and at a time which

is appropriate for each situation and child. Her knowledge of the
unique child, his background needs, interests, and learning style

facilitate her approach for each learner.




Within this open climate and supportivelre]ationships, the child
has the freedom and opportunity, as far as he is presently able, to
initiate, implement and explore his own choice of activity based on
plans and decisions he has made. The teacher provides a flexible
but definite support structure for the child's activity.(Hassett &
Weisberg, 1972, pp. 32-39).

Thus the curriculum for the open classroom consists of intended
Tearnings which emerge from the parallel and joint choices and
decisions of pupils and teacher (Bussis & Chittenden, 1970, p. 15).
These learnings are integrated quite often without the curriculum
being organized into separate subjects and a lock-step timetable
(Weber, 1971, pp. 89-94).

Since the detailed curriculum is different for each child, so
is the knowledge accrued by the child. '"Particular experiences,
then, are integrated by the child in relation to what he considers
important" (Gordon, 1972, p. 10). Knowledge in an open classroom is
therefore what happends to the child as a result of experience rather
than being the discipline content of more conventional classrooms
(Barth, 1972, pp. 63-66).

The milieu within which the events of the open classroom take

place emphasizes a continuity and wholeness of environment, classroom,

and school, home, community and school, and children of different ages.

The school itself is operated as a community with common gatherings,
projects, social 1ife, co-operation, helpfulness, rules and customs
(Hassett & Weisberg, 1972, Ch 5; Weber, 1971, pp. 29-34, 77-81, 88,
94-100).
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The open-classroom approach does not include these misconceptions:
that all children are well behaved all the time and therefore discipline
is unnecessary; that the teacher provides materials then fades into a

passive role; that neatness, accuracy, perserverance, and competence

in the Basic skills are inferior goals, that the open classroom is
unstructured and only child-centered (Berlak, 1975; Bussis & Chittenden,
1970, pp. 15-25; Hassett & Weisberg, 1972, p. 32; Stodolsky, 1975;

p. 113; Weber, 1971, pp. 109 ,136). Having established the portion

of reality to which this theoretical endeavour is directed, it is now
necessary to indicate the values which pertain to its operation

and which will guide decisions regarding the conceptual system.

Value Base

This section will state the common values, beliefs, and assumptions

held by proponents of the open classroom. This set of statements is
derived from the preliminary value base in Chapter IV. In terms of

the conceptual system, it provides both a device for judgmpgitss
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validity and acts as a source of concepts and relationships. The

e EAL bt

statements have been arranged in a logical fashion with as much internal
consistency:andsvatidity.as possible.zs pussin’ =,

: Since the open-classroom approach depends on extending the child's
f natural way of learning (Weber, 1971, p. 11), the value base is divided
: into statements which can pertain to the child prior to invoking

the benefits of instruction, and those which apply specifically

to learning and its facilitation when instruction is invoked. Within

. each of these two subsets of the value base superordinate and subordinate

statements are indicated.
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In Situations Where Facilitation by Others is Absent

As with any successfully surviving and evolving organism, which
is able to both adapt to the existing and changing environment and
to change the environment in ways which are useful and harmless to
itself, one most fundamental characteristic of the child in terms
of the concerns of this study is as follows:

1.0 Children exhibit innate curiosity and self-egploratory

behaviour (Rogers, 1969, p. 157; Walberg & Thomas, 1971,
p. A61; Weber, 1971, pp. 173, 183).

Subsumed under this and all statements referring to different forms
of self-exploratory behaviour is:

1.1 Self-exploratory behaviour may result in learning and
education (Walberg & Thomas, 1971, p. A61).

Some of this behaviour is influenced by maturation and in turn

influences development so that:

2.0 Childhood has value in and of itself, each stage
’ having evolved a purpose for growth and development
ﬁ (Stephens, 1974, pp. 12-15).

2.1 Learning, for children, at their stage of development
is best facilitated by active, concrete, and manipulative
experiences which in turn facilitate abstraction
(Barth, 1972, p. 23; Robergs, 1969, p. 157; Walberg
& Thomas, 1971, p. A65; Weber, 1971, p. 175).

2.2 Play is one of many types of self-exploratory types of
behaviour and as such is a valid activity for facilitatién
of learning (see references in 2.1 above).

The following statement represents a recognition of aspects of that
which is common to all children together with an acknowledgement of

children's ultimate uniqueness.

: 2.3 Children pass through similar stages of development,
b though each does so in his own way, rate, and occasion,
5 making each child unique and different (Barth, 1972,

5 p. 32; Blitz, 1973, p. vii; Stephens, 1974, pp. 12-15;
it Weber, 1971, p. 174).
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This leads to statements regarding each unique child, but one must

bear in mind the commonalities which bind unique children together:

3.0 A child's behaviour is naturally egocentric, usefully
serving his own broad array of needs for survival,
development, and identity (Stephens, 1974, pp. 12-15;
Weber, 1971, pp. 176-177).

3.1 A child's activities serve to develop a concept of
self in relation to the macrocosm via his own purposes
(Weber, 1971, pp. 176-177).

3.2 There is a cyclic relationship between self-concept and
learning (Barth, 1972, p. 21; Weber, 1971, p. 184).

3.3. A child has the competence to make significant
decisions at his level of operation regarding activities
in wh;ch to engage for his own purposes (Barth, 1972,
p. 26).

3.4 A child will choose to engage in activities which are
of high interest in him, individually, or if common
interestsexist, in groups (Barth, 1972, p. 21).

The following statements pertain to what accrues as a result of
experience gained from the foregoing self-exploratory behaviours:

4.0 Knowledge (which subsumes learning and education)
for a child in his egocentrism is a personal
internalization and integration of experiences into
cognitive structures (Barth, 1972, pp. 44-45; Walberg
& Thomas, 1971, pp. A66-67).

4.1 A child's knowledge is therefore personal and
idiosyncratic, and does not fit neatly into separate
disciplines or sets of learning outcomes (see
references above).

4.2 Acquisition of knowledge for a child is therefore
best facilitated by experience which emanates from
self-exploratory behaviour, that is, via the
purposes of the child (see references for 4.0, Weber,
1971, p. 170).

In Situations Where Facilitation by Others is Present

i% The foregoing statements have set forth the related beliefs
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of proponents of the open classroom with regard to what might be called
the child's natural way of learning and developing meaning. The
following statements imply facilitation by others.

Educators of any ideology, to justify their existence, claim
that a ione child's efforts are limited in many ways which the
efforts of others may overcome; furthermore, a successful species and
culture has a store of social and culture wisdom which must be
maintained, adapted and expanded for further survival. The fact that
others are involved in deliberate attempts to facilitate the education
of children Teddsto the following statement which applies to any
educator, including proponents of the open classroom:

5.0 The deliberate facilitative acts of others
(peers, adults, teachers) can provide the

child with better learning and education

that the child alone can provide.
Proponents of the open classroom, however, would operationalize the
above statement im ideological terms by claiming that most often, the
better method of facilitating Tearning and education for most children
is to capitalize on the child's natural way of learning, the major
role of the facilitator being the provision of experiences which
the child alone could not provide. This activity in itself carries
with it embedded cultural wisdom and values. The following statements
therefore follow:

6.0 The intervention of others (peers, teacher, and

adults) in concert with the self-exploratory

behaviour of the child with materials and the

environment (instruction, teaching) may optimally

facilitate learning and education provided
(Weber, 1971, pp. 11, 170, 177):
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6.10

Within the learning situation, proponents of the open classroom believe

that:
7.0

7.1

The child is valued as a unique human being,
treated with kindness, courtesy and respect
(see references for 6.2).

There is a warm emotional climate, with openness
and trust (Barth, 1972, p. 21; Walberg & Thomas,
1971, pp. A69, 70, 72).

There is sufficient congruence of purposes, objectives,
and means (Weber, p. 170).

The child is not threatened, with fear of errors or
mistakes being minimized (see references for 6.2).

The environment is provisioned richly with manipulative
materials (Barth, 1972, p. 23; Rogers, 1969, p. 157;
Walberg & Thomas, 1971, p. A65; Weber, 1971, p. 175).

The environment provided is responsive to the needs
and interests of the unique child and his learning
characteristics (Barth, 1972, p. 95-96; Blitz, 1973,
p. viii; Weber, 1971, p. 177).

The materials made available are perceived by the
child to have relevance for his own purposes (Rogers,
1969, p. 157; Weber, 1971, p. 170).

The activity is self-initiated (Rogers, 1969, p. 157).

The child is free fo select his own problem and questions

(Barthg 1972, p. 26; Weber, 1971, pp. 172,.183).

The pupil is encouraged to engage in active behaviour
with materials (see references for 6.5).

The child can pursue an activity as deeply and for as
Jeng as the pursuit is satisfying (Walberg & Thomas,
1971, p. A61-62).

Children are capable of both desirable and undesirable
behaviour, as judged by the values of adults {see
reference for 7.1).

Desirable behaviour is more likely to evolve if the
child is exposed to an environment which postively
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reinforces that behaviour (Stephéns, 1974, pp. 12-15;
Walberg & Thomas, 1971, pp. A71, Weber, 1971, p. 136).

8.0 Curriculum is an out-flow of the co-planning of
teacher, child and peers and is different for each

child (Weber, 1970. p. 170).
9.0 Assessment of pupil progress must be individual

(Barth, 1972, pp. 37041; Walberg & Thomas, 1971,
pp. A68-69).

Metatheoretical Base

The phenomena and events which are the focus of the conceptual
system have been fdentified by the reality base. The predominant
values, beliefs, and assumptions of proponents of the open classroom
have been explicitly stated by the value base given in the previous
section. Now, the metatheoretical base for the study will be
characterized; that is; the type of theory envisaged and the appropriate
manner of theorizing. Since the metatheoretical base has been examined
in detail in Chapters I and II of this study only a concise summary
will be given here.

1. The mindmum aim for this study is to prodice a
a conceptual system which is defined as a framework
designed to identify ahd reveal relationships among
complex interrelated and interacting phenomena
(Goodlad, 1966, p. 3). |

2. The next appropriate type or level of thedry indicated
by the current status of theory development on the
open classroom is conceptual theory, which is
bharacteriéed by Snow (1973, pp. 82-86) and Bbring

(1963, pp. 210-225) as being a set of hypothetical
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constructs, perhaps speculative in nature, in
combination with known and defined concepts.

The conceptual system represents an effort toward
the development of conceptual theory.

This study focuses on the open classroom as a
means to reach agreed ends. This class of theory
is defined as praxiological by Maccia (1965, p. 4).
The conceptual system focuses on the natural grain
and detail of the behaviour it is supposed to
represent. When theory is developed directly from
the empirical reality it is supposed to explain,it

is called grounded theory (Glaser & Strauss, 1967,
pp. 1-3).

The conceptual system examines the facilitation of
Tearning for the unique child. This type of theory

is termed idiographic (Snow, 1973, p. 99; Zimiles,

1973) as opposed to nomothetic.

The foregoing characteristics of the type of theory
envisaged as being appropriate for the open classroom
indicates that the conceptual system be derived
inductively from qualitative and quantitative data
pertaining to the reality of the 1ive open classroom.
The requirements of the foregoing theoretical base,
bearing in mind the nature of the reality open classroom,
were fashioned into a flexible procedure for theorizing.

This guided the selection and analysis of appropriate




Titerature pertaining to the open classroom, and

the development of a conceptual system (See Chapter I1).

The Conceptual Model

"Integrating Concepts

The foregoing body of this thesis has developed the ingredients
of a conceptual system. The study commenced with the reality of
the open classroom and moved through anz analysis of the literature,
which suggested candidate concepts for the conceptual system. Guided
by this analysis and the preliminary reality and value bases, abstract

concepts whichwould integrate and explain the phenomena of the open

classroom were identified. The conceptual system can now be assembled.

This exercise will commence with the integrating concepts identified
by the previous chapter and proceed towards the reality of the
classroom in a deductive manner. The deductive approach ié utilized
to present the conceptual system forseveral reasons; firstly, it
serves as a validation of the results of induction and irons out
inconsistencies? seocondly, one of the intended functions of the
conceptual system is to guide research by suggesting appropriate

and fruitful hypetheses, which is a deductive function; and thirdly,
the power and nature of the integrating concepts to explain and
unify can only be illustrated by the process of deduction.

This section, therefore, will examine the three integrating
concepts appropriated by the previous chapter - synergy, authenticity,
and intention - in order to illustrate their explicative function,
inter-relationships, and uéefu1ness as a superstructure for the

conceptual system.
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Synergy - is defined as the optimal integration of that which was
formerly differentiated (Hampden-Turner, 1970, p. 190).

Authenticity - is defined as being and becoming one's chosen self

through autonomy and self-expression. Being authentic
means valuing what you are doing (Moustakas, 1967,
pp. 17-18).
Intention - is defined as what an individual chooses to do
(Al1port, 1963, p. 264).

Education was defined at the outset of this study as the
development of individual and social meaning. As shown previously,
the open-classroom approach to education attempts to integrate the
individual and the environment (the environment includes peers,
teachers, and other adults) to give individual and social meaning.
Synergy, as the major integrating concept identified by this study,
accounts for and unifies more of the varied and sometimes paradoxical
activities of the open classroom than any other concept identified
thus far. As noted in the previous chapter, it explains why:

1. The child is brought into direct contact with his
environment.

2. The open-classroom approach involves a personal and
subjective view of knowledge (Barth, 1972, pp. 63-66).

3. The curriculum is self-chosen (Belanger, 1969, p. 99;
Long, 1973, p. 24) continuous (Dewey, 1963, Ch 3)
and reflects the real world and environment.

4. Any discontinuity within the classroom, between

classrooms within a school, and between home
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and school  is minimized (Weber, 1971, pp. 31-34, 77-81, 94-100).
The reason that the above are strived for is that the various elements
mentioned are brought into unity; that what was previously differentiated
or separate is optimally integrated; that the whole produced is

more than the sum of the parts, in terms of personal and social
meaning. The main synergistic relationship that is strived for,
however, is the relationship between teacher and child. It is
characterized more often than not by the teacher and pupil jointly
assuming decision-making functions in the classroom in complementary
but different roles. They, together, fashion the child's classroom
experiences within the framework of the child's choice of immediate
goals and the teacher's goals for the child. There are, therefore,
two sets of values and objectives operating but they are parallel

and confluent if the teacher facilitates the child's own purposes
with activities which also serve her broader objectives. The child,
in his egocentricity, is developing personal or individual meaning,
but, at the same time, it leads to social meaning. The teacher-
child relationship, therefore, is not characterized by confrontation,
jmposition, or a win-lose competition to see whose purposes will

be served, but a relationship which facilitates both the hopes of

the child and society.

Subsumed, under the concept of synergy, is the concept of
authenticity. This concept applies to the unique child, peers,
teachers, and environment alike. They are to be real and genuine.
The synergistic re]atiqnship among child, peers, and teacher requires

self expression, choices, decisions, and independent, as well as
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interdependent, thought and action. That is, this relationship
requires authenticity. Authenticity, being oneself, does not mean
anarchy. Being oneself means that part of oneself that is unique
and different as well as being that part of oneself that holds
in common with others. It includes that which is innate (curiosity,
needs, maturation), that which is socially or culturally learned
(wants, desires, customs), that which is individually Jearned, and
that which is uniquely existential. Being authentic is Tinked
intimately with the development of individual meaning, but this
leads to social meaning if one is co-operating with others and
facilitating the authentic behaviour of others.

The somewhat abstract concepts of synergy and authenticity
lead to the more operational concept of intention. Intention is
what the child chooses to do which gives personal meaning and makes
the activity authentic. The intention that the child has elected,
however, has inevitably been influenced by his peers, teacher,
family and others - that gives it social meaning, which when
optimally combined with individual meaning makes the activity
synergistic. The successful implementation of intention integrates
the self and the environment via activity and experience. Figure
14 illustrates the overall relationship that the foregoing paragraphs
have explicated.

The aim of the open classroom has been stipulated to be the
development of individual and social meaning, as ideologically
characterized by Rathbone (1972, p. 527). This study was undertaken

to examine the open classroom as a means to reach those ends; however,
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Figure 14: Diagram illustrating the inter-relationships of integrating
concepts and subordinate concepts.
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the relationships demonstrated between means of synergy and authenticity
indicate that those concepts are ends in themselves. So there

emerges another synergistic relationship, that of the unity of

means and ends, since the best way to achieve synergy and authenticity
is to.be synergistic and authentic. Figure 15 illustrates this

notion and the use of facilitation of intention as an operational

means of being authentic, synergistic, and building meaning.

The Model Magnified

The previous section explained the superstructure of the
conceptual system for the open classroom in terms of the integrating
concepts of synergy, authenticity, and intention. This section
will present the remainder of the conceptual system in the form
of a magnified model. This model assumes that the superstructure
of the conceptual system which has just been described. is super-
imposed. It represents more of the operational detail of the system
and is presented in Figure 16.

The model reflects the open classroom from the perspective
of the individual child who works with peers and a teacher in
implementing his own purposes with ever-increasing self-implementation.

The circular portion of the model represents the authentic
self of the child; it highlights the interaction of cognitive
schema, values, feelings, emotions, and the important process of
making choices, judgements and decisions.The box to the left of
the circular portion of the model represents a projection of the

authentic self in terms of all characteristics (unique to the child
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as well as those the child holds in common with others) which
predispose the child to engage certain aspects of the environment.
Some examples are curiosity, needs, wants, development and previous
learning. This projection of the authentic-self interacts with,
inf]ﬁences, and is influenced by the environment, actions, feelings,
and values of peers, family 1ife, and the teacher. Out of this
mélange of determinants emerge the child's interests.

Interests are defined as predisposed intentions. They are
portions of the environment towards which the child is predisposed
to attend and engage. Cognitive arousal is more Tikely to occur
within areas of interest than elsewhere. Within the open classroom
these interests, which may be broad, vague, or quite specific,
are subjected to the value screens of self, peers, and the teacher
in order to determine intention. Ideally the child elects his
own intention, even though the teacher suggests it, and if among
several children enough congruence of objectives occurs then group
work is possible. Through the teacher's provisioning, joint planning,
and possibly through peer collaboration the child's intention is
implemented in the form of activity.

Activity is defined as the child interacting with some concrete
aspect of the environment. The quality of the activity in terms
of outcomes may be judged or prejudged utilizing Dewey's (1963, Ch 3)
criteria of interaction and continuity. Interaction refers to the
degree, quantity,quality of transactions between self, others,
and the material environment. Continuity refers to the degree to

which a present activity maintains wholeness, integrity, and
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authenticity of the learning gained from the experience of preceeding
activities. It assesses the goodness of fit that this activity

has with both previous personal knowledge and with previous portions
of the environment with which the child has been involved. Main-
tainfng continuity is a matter of being able to take the most
appropriate piece of the puzzle of the environment which also 1is

the most appropriate piece to fit to the assembling puzzle of
personal knowledge.

Within activity is embedded the notion of engagement which
is defined as the degree of involvement of the learner in a given
activity. Dimensions of engagement can be visualized in terms
of length (time), depth (quality, intensity), and breadth (richness
of subactivities). The dominant determinants of engagement are
therefore: the relative value placed on a specific interest and
intention that gives rise to a specific activity, the degree to
which a particular activity facilitates the implementation of an
intention, and the degrees of continuity and interaction.

Since activity, as defined, necessarily requires the personal
jnvolvement of the child, it results in experience which may
reinforce, extend, or modify the authentic self (cognitive schema,
values, criteria) a portion of the environment being integrated
within the self. Engagement will therefore be a major determinant
in the quality and quantity of experience, therefore, learning,
personal knowledge, and education. The reinforced or modified self

influences and produces new intentions which continue the cycle.
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The activity of the child, as described above, within the
open classroom, requires respect, trust and genuineness for both
teacher and child resulting in ethical interactions which act as
a model for desirable behaviours. The atmosphere which facilitates
these characteristics or interactions and in turn accrues from
them is labelled open climate.

The final aspect of the model that should be made explicit
is that the child is continuously reflecting, assessing, and making
judgements using his own personal value system. This is labelled
evaluation within the model. It may occur at any time in the
cycle. Of particular importance is the evaluation of experience,
since it is this which determines impact on the child's development

of individual and personal meaning.

Summary

This chapter has presented a conceptual system for the open-
classroom approach to education which has been derived from the
analyses conducted in previous chapters of this thesis. The portion
of reality which the system attempts to account for was stated
initially. This reality base described the phenomena, subjects,
and events which characterize the open classroom. This was followed
by a set of related statements which denotes the value base of
proponents of the open classroom. The type of theory and theorizing
thought to be most appropriate and fruitful in terms of the nature
of the reality and value bases were outlined next. The main

portion of the chapter presented the conceptual system which
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was derived using the foregoing substance.and processes.

The major integrating concepts which account for and explain
a major portion of the variety of events in the open classroom were
presented in the form of an interrelated superstructure for the
system. This was followed by a detailed conceptual network which
could be deduced from the superstructure and which utilized more
operational concepts. It remains for the subsequent and final

chapter to discuss the findings of this thesis and their implications.
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CHAPTER VI
FINDINGS AND IMPLICATIONS

Introduction

This chapter discusses the findings of the study and their
implications. A summary of aims and procedures is followed by a
presentation of major findings. A general assessment of the study is
provided by a comparison of actual and intended outcomes. The findings
are discussed in terms of implications for the study and practice of
education in general and the open classroom in particular, with

suggestions for further research and development.

Summary of the Study

Aims and Procedures

This study resulted from a concern for the lack of an explicit
theoretical base for the open classroom. Despite the fact that the
informal or open classroom approach has been utilized for many years,
it is only recently that concerted efforts have been made to evaluate
its usefulness. Unfortunately, these efforts have been hampered by

the absence of an adequate theoretical base.
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The questions, therefore, that this study'sought to answer were:
1. Do elements of theory pertaining to the open classroom
exist in the literature?
2. If so, what are these elements?
.3. In what form do they exist?
4, Can these elements be synthesized and/or extended to

form conceptual systems for the open classroom?

A conceptual system was defined as a framework designed to
identify and reveal relationships among complex interrelated and inter-
acting phenomena (Goodlad, 1966, p. 3). The intended functions of
the conceptual system were: to describe the open-classroom approach to
education, to identify its key concepts and their interrelationships,
to provide a template for dimsemination and implementation, to act as
a framework for considering problems, to facilitate valid and appropriate
researsh, evaluation and development, and finally to minimize misinter-
pretation and misapplication. While the development of a conceptual
system was the main aim of the study, it was also hoped that the system
would qualify as a conceptual theory.

For the purpose of this thesis, the goals of the open classroom
as specified by Rathbone (1972, p. 50) were accepted as walid. It
was not the purpose of the study, therefore, to speculate about the
appropriateness or worlbhwhileness of those goals. Thus, the type of
theorizing envisaged was to focus on the open classroom as a means to
reach agreed ends. This class of theory according to Maccia (31965, p. 4)
is called praxiological. In order that the conceptual system would

reflect the phenomena it was supposed to represent, the type of theory
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identified as being appropriate to develop wasAgrounded theory (Glaser

and Strauss, 1967). This was to be derived from the reality of the Tive
open classroom utilizing an inductive procedure. Accordingly, an inductive
procedure_for theorizing was developed. It provided a flexible guide

for the selection and analysis of eligible literature, and the develop-
ment of the conceptual system. It also facilitates replication of this
study.

The main portion of the study consisted of the implementation of
the above procedure. It established a description of the phenomena
and events which the conceptual system was to represent - the redlity
of the 1live open classroom. This was followed by the selection and
analysis of Titerature pertaining to the historical roots, development,
and operational frameworks of the open classroom. The concepts and
hypothesézed relationships which emerged from this analysis-were
combined to form tentative conceptual networks. This completed the
exploratory phase of the study.

The integrative phase of the study was then implemented. Firstiy,
it established a value base for the open classroom, and secondly,
searched for integrating concepts which would unite= and explain concepts
which emerged from the exploratory phase of the thesis. The value base
consisted of the common set of beliefs, assumptions, and values held
as being important to the ideology of the open classroom by its pro-
ponents. The value base pertained to the nature of the child, the
child's way of learning, the view of knowledge, and facilitation of
learning. This base, together with the reality base served as a guide
in assessing concepts which emerged from the exploratory phase of the

study and added in the identification of integrating concepts.
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Three integrating concepts, intention, authenticity and syneragy,
were identified and used to account for the major themes, events, and
subordinate concepts evident within the open classroom. Following
the integrative phase, the last phase of the study gave formal
statements of the reality and value bases of the open classroom.
Subsequently, the integrating concepts were assembled into a super-
structure for the conceptual system. This was then utilized to deduce
the remainder of the conceptual network from subordinate concepts
enunciated by the exploratory phase of the study.

This section has outlined a summary of the aims and procedures
of this thesis. The findings of the study will be presented and dis-
cussed within the next subsection.

Findings

The findings of this study emerged from initial and éubsequent
phases of the procedures for theori%ing and were cumulative in nature.
The outcomes of the study will, therefore, be summarized as they
accumulated in chapter five under the headings of reality base, value

base, integrating concepts and the remainder of the conceptual system.

Reality Base The preliminary redlity base in chapter three served to

provide a comprehensive picture of the live open classroom. It provided
one base for checking the appropriateness of concepts which were to
emerge later in the study. Having completed the exploratory and
integrative phases, a more concise reality base could be stated in the
formal phase. It denotes the phenomena, subjects, and set of events
which the conceptual system describes and egplains (Beauchamp, 1975,

p. 82). It provides the natural grain and detail (Nuthall, 1968, p.

31) of the open classroom and is the foundation of the inductive procedure
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used to develop grounded theory (Glaser & Strauss, 1967).

The open classroom approach to education as a means to reach agreed
ends was the focus of this study. The subject of this approach was the
unique child, usually ranging from three to seven years old. The events
to which the conceptual system referred are the transactions among the
children, teacher and materials. These events occur mainly between
the children and their environment within flexible learning groups,
since children are the prime agent in their own learning (Belanger,
1969, p. 99; Weber, 1971, pp. 172, 183). The teacher, however, makes
a high contribution to the classroom (Bussis & Chittenden, 1970, p. 15)
via her selective provisioning of the environment, and the wnobtrusive
interventions she makes to facilitate learning. In its attempt to
accurately represent reality, the reality base also served the important
purpose of exposing misconceptions. It established that prbponents of
the open classroom do not practice the following beliefs: that children
are well behaved all the time and do not need discipline; that the
teacher provides materials then fades into a passive role; that neatness,
accuracy, perseverancge2. and competence in the basic skills are inferior
goals; that the open classroom is unstructured and only child-centered
(Berlak, 1975; Bussis & Chittenden, 1970, pp. 15-25; Hassett & Weisberg,
1972, p. 32; Stodolsky, 1975, p. 113; Weber, 1971, pp. 109, 136).

Value Base When the reality of the live open classroom was examined via

literature pertaining to its implicit ideology, it was possible to
state an explicit value base of common beliefs and assumptions that
proponents of the open classroom hold to be true. This value base

provided an additional source for making decisions about the conceptual
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system. It consisted of two main subsets of statements, those vhich
pertained to the child alone and those which pertained to the child
when involved with facilitative acts of instruction. A brief précis
of the value base is included here. (Detailed references and sources
of these statements are given in Chapter V).

Children exhibit innate curiosity and self-exploratory behaviour
él which results in learning and education. The combined characteristics
of self exploratory behaviour and the child's stage of development
make activity, play, and concrete manipulative experience fruitful for
learning. Each child's learning and development goes through similar
stages though each child does so in his own way, rate, and occasion,
making each child unique and different. This uniqueness of self and
self-development is manifested through a natural egocentrism which.
via the child's activities, serves a broad array of needs, ranging

from survival to the development of self-identity. Open educators

believe there is a cyclic and positive relationship between self-concept
and learning. The foregoing emphasis of self-development, therefore,
requires that the child be able to make significance decisions and
choices regarding activities in which he will engage.

Experience resulting from the above activities is personally
internalized and integrated into cognitive structures, a child's
knowledge is, therefore, regarded as personal and idiosyncratic, not

fitting neatly into separate disciplines or sets of learning outcomes.

The best course of knowledge, therefore, for the child is his own

chosen experience.

k As with all classrooms, the open classroom must assume that the

deliberate facilitative acts of others can provide a better education

§ than can the child alone. They believe, however, that the best way .
of achieving it is via interventions in concert with the self-exploratory




behaviour of the child. This is optimized by broviding a rich material
environment ardaa warm, trusting, and open climate within which each
child is valued as a unique human being and treated with respect. If
fear and threat are minimized, and the child sees the materials as
having relevance for his own purposes, needs, and interests, it is
Tikely that the child will initiate his own activity for his own
purposes. Skilful provisioning and interventions, on the part of the
teacher, including joint planning with the child, will increase the
probability that there is adequate congruence of the child's and
teacher's goals, resulting in a curriculum which generates both

individual and social meaning.

Integrating Concepts and Conceptual Model Equipped with the concrete

descriptions of the open classroom that the reality base provided,

together with the value base as a further guide, a search for integrating

concepts was conducted. These were intended to unite and account for
the tentative conceptual network that emerged from the analysis of the
history, development and operational frameworks of the open classroom.
Three major integrating concepts were identified which unified
and explained the events within the open classroom. The need for a
unifying concept at the operational level which would pinpoint the
nub of the open-classroom approach was established. The concept of
intention (Allport, 1963, p. 264; Dearden, 1968, p. 46) was illustrated
as appropriately meeting this need at the operational Tevel while
remaining consistent with the ideology of the open classroom. Higher
level concepts were jdentified which explained why intention and the

accompanying subordinate events in the open classrom were invoked to
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facilitate the development of individual ana social meaning. The
concept of authenticity (Halpin, 1966, p. 204; Maslow, 1968, pp. 9-16;
Moustakas, 1967, pp. 17-18) was utilized to unite events and concepts
pertajning to the strong theme of self-development evident within
open classrooms. The concept of synergy (Hampden-Turner, 1970, pp. 187-
195) was identified as a superordinate to authenticity. It was illustrated
that synergy, that is, the optimal integration of parts into a better
whole, accounted for a major portion of events in the open classroom
including: continuity, wholeness, the emphasis of the real world, the
relationship between the teacher, the child, and the environment.

The relationship between the teacher and the child was seen as
particularly important since it represents the touchstone of the open
classroom approach (Blackie, 1967, p. 4). MWhereas, in education, this
relationship may be chafacterized by conflicting goals,- interests,
and perhaps a power struggle, the open-classroom approach emphasizes
a synergistic relationship. The teacher and child work together bring-
ing the child's intention into confluence with the teacher's goals. This
results in an integration of personal and social meaning.

Synergy was seen as subsuming both an authentic individual and
an authentic environment. The final synergistic relationship noted
was the unity of means ends within the open classroom, in that synergy
and authenticity, as ends, were achieved by means of being synergistic
and authentic.

The integrating concepts of synergy, authenticity, and intention
were then utilized together with the reality and value bases to build
the remainder of the conceptué] system from concepts which emerged in

the exploratory phase.
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A model of the system reflected the open.c1assroom from the
perspective of the individual ehild who works with peers and a teacher
in implementing his own purposes. The authentic self of the child,
invo]ving curiosity, needs, wants, development and previous learning,
together with environmental influences, especially classroom resources,
teacher, and peers, are presented as determinants of the child's
interests. Interests are defined as predisposed intentions. From
these interests, however vague or specific, the child with the aid of
the teacher and peers, determines intention (Allport, 1963, p. 264;
Dearden, 1968, p. 46) which emerged as the key operational concept for
the open classroom. This intention was seen to be implemented as
an activity within a flexible support structure provided by the teacher
who, utilizing her knowledge of the child, would aim for maximum
engagement of the child as judged by the criteria of continuity and
interaction (Dewey, 1963, Ch 3). The experience resulting from this
activity was thought to result in the development of self via individual
and social meaning.

This section has presented a summary of the thesis, including
aims, procedures, and major findings. The next task is to consider
the quality of these outcomes.

Discussion of Findings

Assessment

It is necessary to discuss the findings of this study to consider
whether they satisfy its aims and objectives. This section will, therefore,
discuss the findings in terms of the original research questions and
purpose, and give a preliminary assessment of the quality of the

conceptual system.
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Although at the outset of this thesis it was assumed that elements
of theory pertaining to the open classroom existed in the literature,
the initial question of the study addressed itself to the validity of
this assumption. A review of the literature did reveal explicit
e]ements'of theory (Barth, 1970, 1972; Bussis & Chittenden, 1970;
Rathbone, 1972; Walberg & Thomas, 1971) although they represented
only the lower levels of theory according to:!Boring.(1963, pp. 210-225)
and Snow, (1973, pp. 82-86). The exploratory phase pf the thesis did
reveal concepts and relationships which were eventually included in
the conceptual system. This attests to the fact that many elements
of theory pertaining to the open classroom were implicit in the Titerature.
The extensive analysis undertaken in the main body of the study also
answered the second and third questions posed as part of the problem
for this study. It identified the elements of theory and the form
in which they existed. The major research question asked if these
elements of theory could be synthesized and extended to form a
conceptual system. This major question was answered with the aid of
the integrating concepts identified previously.

The major questions of the study haWe been answered. An important
consideration, however, is the quality of those answers. Certain
effprts @o indicate the quality of the conceptual system can be
undertaken, but its real worth can only He demonstrated by its subsequent
use in the research,ddevelopment and practice of the open classroom.

The funetions of the conceptual system were envisagedias *::to
describe the open-classroom approach to education; to identify its key

concepts and their interrelationships; to provide a template for its




dissemination and implementation; to act as a-framework for considering
problems of the open classroom; to facilitate valid research, evaluation
and development; and to minimize misinterpretation.

The safeguards inherent in the procedures developed for this study
attemptea to ensure that the above functionswere well served by the
conceptual system. The emphasis on a systematic and cumulative
examination of the literature utilized a comprehensive account of
the reality of the open classroom and an explicit statement of the
open-classroom ideology as a guide to the appropriateness of successive
conceptual metworks. The foregoing procedure dives justification
to the claim that the conceptual system serves the function of validly
describing the open classroom by identifying its key concepts and
interrelationships. The conceptual system is more comprehensive and
explicit than previous theoretical frameworks (Barth, 1970, 1972;
Bussis & Chittenden, 1970; Rathbone, 1972; Walberg & Thomas, 1971).

It should, therefore, better serve the function of dissemination,
problem solving, research, evaluation and development. Further
evidence of the usefulness and quality of the conceptual system
will be implicit in the discussion of implications later in this
chapter.

Another way to assess the quality of the conceptual system is
to ascertain whether or not it reaches the level of conceptual theory.
Two criteria are pertinent here: Firstly, does the conceptual system
contain invented concepts, which were illustrated as indicative of
theory in chapter II. Secondly, does the conceptual system match the

characterization of conceptual theory given by Snow (1973, pp. 82-86).
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He states a conceptual theory consists of a sét of hypothesized
constructs, perhaps speculative in nature in combination with known
and defined concepts.

The presence of an invented concept in a set of related statements
which egplains a phenomenon was deemed to be an indicator that that
set of statements is theory (Brunowksi, 1965, pp. 12,33; Homans,

1964, p. 812; Showalter, 1969; Stinchcombe, 1968, p. 3). In the same
way that Kepler's Laws describe regularities in the motion of planets,
so patterns of behaviour and interactions in the open classroom were
noted. In a sense these patterns are both natural (the way the child
is) and prescriptive (facilitation by the teacher). These patterns

are described in the reality base; alse they are represented in a

more concise way in the value base. Kepler's Laws do not explain
(Brunowski, 1965, p. 33) why the planets move in the way they doj
similarly, the observed patterns of interaction in the open classroom
do not explain why these patterns of behaviour are or should be the
way they are. In the same way, however, that Newton invented the
concept of gravitation to explain the motion of the planets, this
thesis appropriated the concepts of synergy and authenticity to explain
the patterms that emerged as fundamental “& to the open classroom -
that of determining, implementing, and faciiitating the child's intention.
Synergy and authenticity explain why intention is or should be followed
since it optimizes the integration of both the individual and the
environment as they really are. Synergy accounts for the wholeness

or authenticity of the curriculum, the school as a community, the

home-school bonu, and many other patterns of behaviour which attempt
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to optimize benefits by integration. It is c1éimed, therefore, that
the concepts of synergy and authenticity are invented concepts which
account for, unify, and explain many varied events and patterns which
occur within the open classroom. The conceptual system, as described
in Chapter V, also fits the definition derived from Boring (1963, pp.
212-225 and Snow (1973, pp. 82-86).given at the outset of this thesis.
This evidence suggests that the conceptual system may be considered

a conceptual theory, but this judgement may be more properly left

to others to make.

Implications
The previous section addressed itself to making a_prima facie case

for the validity of the findings of this thesis. It remains now to
discuss the implications of these outcomes for further research and
development. They will be discussed under the headings of “implications
for general education theory, theory development for the open classroom,
empirical research, and the development:i and practice of the open-
education approach.

General Theory In terms of educational theory in general, there are

implications which arise from the nature of this study. This thesis
provides approaches which may be fruitful for the study of education

and theory development. The procedure developed for this study is an
example of an explicit and systematic approach to theorizing. This
paradigm has been tailored to suit the development of theory within-

a discipline whose modes of inquiry and theories are not well established.
This! necessitates, especially within the praxiological arena, an

inductive approach (Glaser & Strauss, 1967). In any discipline at
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this stage of evolution, especially when comp]ﬁcated by the added
factor of being an applied discipline, the opportunity for creating
confusion is great. This thesis has minimized the possibility of
confusion in several ways.

Firstly, the attention given to the description of the phenomena
which were to be the target af theorizing makes the object of the

j conceptual system or theory clear (Beauchamp, 1975, p. 82; Glaser

& Strauss, 1967; Nuthall, 1968, p. 31). Secondly, the notion of
metatheory directs attention to the fact that there are many types
of theory in terms of substance, manner of theorizing, and structure.
The metatheoretical approach should, therefore, be demonstrated as
appropriate and should be explicitly delimited and specified (Snow,
1973, p. 79). Maccia's (1965, p. 4) classification of the substance
of theory into formal, event, praxiological, and valuation. theory is

very useful and appropriate for applied disciplines. It facilitated

delimitation of this thesis to the class of praxiological theory.

Specification of the level of theory towards which this thesis was

aimed was permitted by Snow's (1973, pp. 82-86) hierarchy derived
from Boring's (1963, pp. 210-225) ideas on levels of theory. By
attending to metatheory, then, scholars may avoid the futile task of
theorizing about confusing mixtures of phenomena aimed towards unclear
goals.

An emphasis on the metatheoretical question also permits an

efforts to be made to develop educational theory directly from the

ﬁ set of events it is supposed to explain (Glaser & Strauss, 1967).

The usual approach via the so-called foundation disciplines sometimes
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offer artifical realities that do not correspohd to the learner in the
classroom. The former type of educational theory is seen as more
Tikely to be true to its link with reality and functional within the
classroom (Nuthall, 1968, p. 31).

The inclusion of a Value base within the paradigm for theorizing
b - is a recognition that with any applied discipiine the prescriptive
nature of theory,inevitably is based on a set of agreed values. It
% also acted as a screen which ensured that aspects of knowledge from
the foundation disciplines were interpreted and defined in ways con-
sistent with the open classroom (Petrie, 1976). This maintained the
empirical integrity and ideological coherence of the conceptual
system.

Prior to the above considerations, the researcher accepted
Hosford's (1973, Ch 1) advice regarding setting up a matrix of
definitions and relationships of the macroconstructs of education
f such as teaching, learning, instruction and curriculum in order that
} this theoretical endeavour could be viewed within a larger context.

The parallel development of these constructs within one ideodogical

PR, XYYy i)

framework is then permitted. This is more likely to facilitate the

building of a body of knowledge within education (Hi1liard, 1971,

p. 41) than would the study of constructs in isolation from each other.
A final aspect of the implications of this thesis for educational

theory in general regards the individual Tearner. Much Tip-service

has been paid to individualization of learning within education but

without much true practical implémentation or coherent theoretical

background. Most educational practice and theory remains derived from
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and for groups of individuals. The dominant statistical paradigm

in educational research has generalized across groups of individuals,
hence theories which have been induced have had the same flavour.
There js, therefore, a great need for idiographic theories (Snow,
1873, p. 99; Zimiles, 1973) which emphasize the facilitation of learn-
ing for unique individuals. This thesis deliberately set out to create
a conceptual system of an idiographic nature.

This subsection has illustrated some of the implications that
this study may have for educational theory in general. Further theory
development which is specifically aimed at the open classroom will be
considered next.

The Open Classroom This thesis suggests several ways in which theory

pertaining to the open classroom may be developed. These include: the
assessment of this conceptual system, improving and expanding its
detail, developing sﬁbtheory and improving the level of theory.
Beauchamp (1975, p. 82); Bruner (1966, p. 40); Gordon (1968,
pp. 16-23) and Hosford (1973) among others have developed criteria which
pertain to theory in education. A most immediate research effort
necessary within the field of education would be to develop a comprehensive
set of criteria for theory in education. One task for which it could
be utilized is to assess this conceptual system to determine its
strengths, weaknesses, and utility for the open-classroom approach to
education.
One of the functions of this conceptual system is to serve as a

generaT framework which will guide more detailed theoretical efforts.
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Some suggestions are as follows:

The conceptual system focuses on the child in

its initial form, now, however, more attention can
be given to the deduction of the detailed teacher
role, including how the work of Bussis and
Chittenden (1970) and Walberg (1971) may or may

not be incorporated.

The notion of determination and/or creation of
intention needs clarification in order that
practical procedures become explicit.

A sub-system which is fundamental to the frame-
wark is the co-planning and joint decision making
of teacher and child. This feature of the conceptual
system would be better illustrated by the derivation
of practical examples.

The notion of assessing orobbtaining optimal
confluence or congruence of pupil and teacher
objectives seems essential to develop further if
facilitation of learning is to be worthwhile.

The concept of engagement offers potential as

an important variable for stadying inputs and

outcomes in the classroom.

@ A third type of theory development involves the parallel building
J of subtheory within the areas of learning, instruction, curriculum
?é and other macroconstructs which are consistent with each other and

the ideology of the open classroom.
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A final suggestion which would benefit.much of the practical and
developmental effort in the field of education would be to examine
the applicability of this approach to education beyond the early
childhood grades. One way to achieve this would be through a theoretical
route which examines how the basic concepts inherent in this conceptual
system can be applied within the differing developmental and personal
characteristics of older learners, including how they should be
manifested in the classroom.

In summary, this section has considered the implications of
the study for further development of theory pertaining to the open
classroom. The conceptual system and the above examples of its
further development may give rise to well-founded variables, hypotheses,
predictions and appropriate research, which will be discussed in the

next subsection.

Research

Apart from a few studies (Bennett, 1975, Ch 2; Gardner, 1966;
Haddon & Lytton, 1968) empirical research on the open classroom is a
recently burgeoning phenomenon. Taken together these studies have
been inconclusive (Bennett, 1975, p. 29) perhaps resulting in
spurious consensus (Stones, 1973, p. 18), since, they mostly have

utilized crude research designs in which the independent variable

is some vague scale of openness. This assumes the open-classroom approach

to be a unidimensional phenomenon. On the basis of the conceptual
system developed herein, this is an oversimplification, and efforts
such as these maybe quite futile, bearing in mind the possibility of

confounding effects. Furthermore, the split which divides open
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from closed may be arbitrary, depending on the'diversity and range

of the sample more than anything else. This may result in the hypothetical
optimum treatment being on different sides of the design in different
studies. _

The absence or meagre presence of theory for these efforts has
given rise to hazy variables, inappropriate research paradigms,
designs, and dependent measures (Travers, 1971). Little attempt
has been made to design longitudinal studies which are more appropriate
than single data gathering efforts (Bennett, 1975, p. 29). The
conceptual system developed by this study has implications for empirical
research. The multidimensional nature of the open-classroom is
clearly illustrated, so that empirical research projects should be
multivariate both for indepeddent as well as dependent variables.

This is especially the case if a synergistic effect of several aspects
of the open classroom on certain outcomes is being investigated.

The crude designs of open-versus-closed classrooms, which served an
initial purpose, could now be modified in light of the key concepts
jdentified and defined by this study. The conceptual system provides
criteria for enunciating and judging what problems, questions and
hypotheses are appropriate.

Another important consideration is the age of research subjects.
Research projects should include the young child for whose developmental
and individual characteristics the open classroom has been developed.
They should not, therefore, focus exclusively on older elementary-
school children simply because they can provide data on paper-and-

pencil tests.
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The individual nature of the openSclassroom approach, as embedded
within the idiographic character of the conceptual system, indicates
that many potential hypotheses would require research paradigms
which emphasize the observation and collection of data on individual
chi1dren.- Naturalistic or anthropological approaches seem, therefore,
to be more appropriate.

A requirement of research designs for studies in the open classroom
or any classroom environment is that they be longitudinal (Bennett,
1975, p. 29). A further consideration for each study is the appropriate
time span of each study; many factéps may influence this. The
customary period within the few Tongitudinal studies that have been
conducted has been one year. At the commencement of a new approach,
however, the change may be traumatic for the learner, especially an
approach such as the open classroom. Furthermore, the tregtment
needs to reach its optimum level and a stable state, followed by
time for the effects of the treatment to be transferred into
behaviour. This indicates that periods of a duration longer than
one year should be considered.

This subsection has considered the implications of the conceptual
system developed by this study for empirical research. Besides
suggesting studies which serve to evaluate the open-classroom approach
and test the conceptual system, the content of this study may be

used to assess previous, present, and future research.

Practice It is hoped that the conceptual system has implications
which are immediately evident for practice. This researcher sees

implications in the area of misconceptions of classroom practice,
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development and dissemination of the open-classroom approach to education.
The study has served to explicate several commonly held misconceptions
concerning the open classroom.

One contentious concern is discipline in the classroom. The
argument is often made that the open classroom allows much behaviour
which is disruptive to learning. This, however, according to Weber
(1971, p. 136) is not the case.

It is note that there are no discipline

problems but that these become Vess:

disruptive to everyone else's work....

Part of the answer is that with children

working in ones and twos on different

things instead of as a unit, the impact

of aggression is diluted.... Other

observers also report the striking

fact of few discipline problems.
The open classroom therefore does not assume that all children are
wed1 behaved, but instead provides an environment and climate where
desirable behaviour, is more likely to occur and undesirable behaviour,
if it should occur, is least disruptive.

It is also been easy for the open classroom to be interpreted

as laissez-faire where the teacher just provides masses of materials

with which the children do what they want. As Weber (1971, p. 109)

stated,however, "direction takes the form of implementing the child's

purposes.” The facilitating structure for this is carefully worked

out, with the teacher contribution being quite heavy (Bussis &

Chittenden, 1970, pp. 20-23). Classroom management routines are

quite clear as Hassett and Weisberg (1972, p. 32) have pointed out.
An open classroom must be a well organized,

well disciplined unit. The housekeeping
must be meticulous, and the children must




participate in the organizing, the
disciplining, and the housekeeping.

The traditional virtues of neatness, accuracy, perserverence, and
care are not neglected, in fact the pupil is given time to practice
these. For example, if a pupil in a open classroom rewrites some work
three times, it would not be as a punishment; it would be done in
order to produce a better play, radio show, or short story.

Stodolsky (1975, p. 113) captures the root of most misconceptions,
when she expresses the opingon that it is easy to get the impression
that the best open classroom is one where the teacher intervenes the
least as children follow their own interests. According to Berlak
(1975), however, open educators do not believe that a child will
always pursue the'most educationally fruitful path on his own. Ideatly,
the teacher intervenes optimally for each child and has an important
responsibility for standards 6f work, conduct, for deve]op%ng,
directing, and extending interests, and for imposing requirements
when necessary.

The further development of the practice of the open-classroom
approach is aided by the conceptual system. Several examples made
clear by this study include: the creation and determination of intention,
ensuring congruence and confluence of objectives, determination of
degree of flexibility and structure necessary for the successful
implementation of a particular intent, and the importance of
observation in providng a knowledge base for a variety of interventions.
The conceptual system also provides enough scope for deduction of
many other practical manifestations of the guiding concepts of

synergy and authenticity.
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j The dissemination of classroom practice which professes to be

of the open classroom variety may be facilitated somewhat by the

%‘ conceptual system. Besides serving as a checking template and guide

to actions, it may aid in the development of the understanding,

philosophy, and attitudes necessary for practice.
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THE DEVELOPMENT OF A CONCEPTUAL SYSTEM
1

FOR THE OPEN CLASSROOM

This study focused on the lack of an emplicit theoretical base
for the open-classroom approach to education. It attempted to contribute
i toward theory in this area by the development of a conceptual system
5 which would: describe the open-classroom approach to education, identify
jts key concepts and their interrelationships, provide a template for

dissemination and implementation, facilitate valid research, evaluation,

and development, and minimize misinterpretation and misapplication.

For the purpose of this thesis, the goals of the open classroom
were assumed to be worthwhile ends, so that the conceptual system was
concerned with representing the open-classroom approach as a means for
reaching these ends.

An inductive procedure for theorizing was developed, which provided
a flexible guide to the selection and analysis of literature for the

q purpose of building the conceptual system. Firstly, a comprehensive

description of the phenomena and events the conceptual system was to

represent was established. Literature pertaining to the historical

roots, development, and operational frameworks of the open classroom was

then analyzed. The concepts and hypothesized relationships which emerged
from this analysis were combined to form tentative conceptual networks.
The ideology of open education was made explicit in the form of a set

of statements representing their beliefs, assumptions, and values. This

value base, together with the reality base described earlier, were then

1Richard L. Butt. A Doctoral Thesis presented to the School of
Graduate Studies of the University of Ottawa, Ontario, September, 1977,
pp. 199.
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utilized to assess the conceptual networks and to aid in the identification
of integrating concepts which would unite and explain the events of the
open classroom.

Three integrating concepts: intention, authenticity, and synergy
were %dentified and used to account for the major themes, events and
subordinate concepts evident within the open classroom.

An operational model for the open classroom which focused on
the unique child was based on interactions among the child, the
environment and teacher. The model shows how the self development of
the child is facilitated by the determination and implementation
of the child's intention in confluence with teacher goals. The importance
of the child's interests, activity, and resulting experience emerge
strongly, as does the teacher's role in provisioning, observing, and

making appropriate interventions to facilitate learning.




