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ABSTRACT 

There are 34.3 million citizens of the United States 

who live in poverty, while many millions more are haunted 

by its specter. Some social scientists estimate -that as 

many as a third of our children are socioeconomically 

disadvantaged. Couple this estimate with the staggering 

body of evidence which indicates that this type of depriva

tion is closely connected with impoverishment of educational 

attainment, and the problem which confronts the schools of 

the nation takes on massive proportions. 

A democratic society demands a great deal from its 

citizens. The schools are foundational to a free and open 

society, acting as an agency designed for the production of 

citizens capable of full and responsible participation in 

that society. The existence of large numbers of education

ally disadvantaged citizens is a burden upon a social system 

which idealizes the participation of all in the formation of 

the values by which it is to be regulated. Therefore the 

education of the disadvantaged, to the end of developing a 

citizenry more fully equipped for the demands of participa

tion in the processes of social judgment, has become a 

national concern. 

ix 
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But do we have adequately developed educational 

theory upon which may be built programs of education for 

the disadvantaged likely to produce democratic outcomes? 

A structural and consequential logical analysis of the 

alternative theories utilized for the education of the dis

advantaged should provide evidence in answer to that- ques

tion. The pragmatic philosophic system provides a logical 

structure by which educational theory may be evaluated and 

consequences judged in terms of selected principles of 

democratic theory. 

An application of this logical system to such an 

analysis of those theoretical positions which have been 

utilized or proposed for the education of the disadvantaged 

learner, finds them inadequate to the pragmatic test on a 

variety of levels. These include those that may be termed 

the genetic determinist, general behaviorist, eclectic 

interactionist, Piagetian, self-concept, and cognitive 

theories. In terms of the criteria of adequacy utilized in 

their analyses, each exhibits logical, structural, and 

consequential inadequacies. 

The logical fallacies which are most prevalent in 

the theoretical positions analyzed include the teleological 

and generic fallacies, reductionism, reification, argument 

from design, referential inadequacies, circular reasoning, 

the logical antinomy, mechanism, and unnecessary vagueness. 

Consequential analysis reveals that the genetic determinist 



and behaviorist positions, as presented as systems for the 

education of the disadvantaged, offer negative potential 

for democratic outcomes. In this regard the eclectic 

interactionist, Piagetian, and self-concept theoretical 

frameworks were found to be haphazard. Cognitive theory 

offers the most potential for democratic outcomes but is 

often vague in regards to the handling of the generic 

thought process. 

The challenge which this analysis affords is the 

formulation of an alternative theory and its educational 

model which will be structurally sound on the basis of the 

established criteria of logical and consequential adequacy. 

This theory for the education of the disadvantaged learner 

has been called conceptual theory. 

The conceptual position is built upon an assumptive 

base of values which include that meaning is dependent upon 

the conceptual style utilized by man, that this conceptual 

style is value based, that conceptual style can be learned, 

and that this conceptual style should be structured for 

democratic outcomes. 

When analyzed in terms of democratic theory, a 

teachable conceptual structure model emerges composed of 

conceptual levels, from the lowest to the highest, termed 

the immediate, mediate, deliberately mediate, valued mediate, 

and retroductively mediate levels and interdependent 



xii 

conceptual skill areas called the problem solving, classifica

tion, "perceptual set," and language usage areas. 

Based upon this theoretical foundation are built 

diagnostic, curricular, and pedagogical strategies adequate 

to the production of citizens capable of responsible par

ticipation in a democratic society. 



CHAPTER 1 

INTRODUCTION 

The term "culturally disadvantaged" has been used 

to refer to individuals whose cultural heritage, no matter 

how intrinsically rich it may be, acts as a hindrance in 

settings outside the original context. In a very real 

sense we are all "culturally disadvantaged" to the extent 

that we are unable to "keep up" with a rapidly changing 

cultural environment. This disparity between the modes of 

existence demanded by the modern world and our adherence 

to approaches to our world which are in varying degrees 

inadequate to the demands made render us somewhat impotent 

in the face of dramatic social change. We reinforce this 

cultural lag in many of our institutions, including the 

school, by utilizing techniques, holding to values, and 

approaching problems in ways that are no longer completely 

appropriate. Very often the educator, utilizing 

pedagogical techniques that he learned while in teacher 

training and adhering to values he acquired in childhood, 

will indeed reinforce this cultural disadvantage by 

offering youngsters who will be forced to compete in 

tomorrow's world, a world the nature of which we are 

1 
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loathe to predict, a strategy from the past, inadequate 

for today's world, much less tomorrow's. 

Educators are becoming more aware of these 

inadaquacies in many programs including those aimed at the 

"culturally deprived," a term used by some interchangeably 

with "culturally disadvantaged," and in reference to- those 

who lack a cultural heritage or in whose cultural heritage 

there is a dearth of translatable meaning. The term most 

often reflects a judgment. Few are, in fact, deprived 

of a culture from which they learn a value orientation, 

internalizing these values which in turn help determine 

their perceptual set, the way they see their world, and 

through which they develop a conceptual style, a typical 

approach to the solution of the problems that their world 

provides for them. An individual is deemed "culturally 

deprived" because this perceptual set, this conceptual 

style with which he is equipped is different from the one 

v valued in a particular setting. A setting within which 

this judgment is often made is the formal educational 

structure, and it is within this structure that the 

factors influencing this judgment may either be reinforced 

or modified. 



The Disadvantaged: 
Socio-Educational Perspectives 

As reported by the Office of Economic Opportunity' 

bulletin, Dimensions of Poverty in 1964 (Revised December 

1965), the United States Bureau of the Census defines 

"poverty" on the basis of the following sliding scale of 

income levels (p. 8): 

TABLE 1 
Dimensions of Poverty in 1964 

Family 
Size 

Annual 
Thresholds 

Cash Income 
to Poverty* 

(Persons) (Nonfarm) (Farm) 

1 $1,540 $1,080 
2 1,990 1,390 
3 2,440 1,710 
4 3,130 2,190 
5 3,685 2,580 
6 4,135 2,895 
7 4,635 3,245 
8 5,135 3,595 
9 5,635 3,945 
10 6,135 3,295 
11 6,635 4,645 
12 7,135 4,995 
13 or more 7,635 5,345 

•Incomes for family sizes from 1 through 6 are 
weighted average composites resulting from the 
range of thresholds estimated by the Department 
of Health, Education and Welfare. Incomes for 
family sizes larger than 6 are uniform extensions 
of the thresholds for smaller families, by the 
Office of Economic Opportunity. 

This scale.is a December, 1965 revision of the 

previous definitional scale of $1,500 and $3,000 poverty 

thresholds for 1-person and 2-or-more person households. 
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On the basis of this revised scale there were 

34.3 million persons living in poverty as of December, 

1965. Of these, 5.8 million were under 6 years of age; 

8.1 million were from 6 to 15; 3.0 million were between 16 

and 21; there were 9.3 million in the 22 to 54 age 

bracket; 2.7 million were from 55 to 64; and the; 65 and 

over population numbered 5.4 million (p. 9). Of the 11.7 

million household heads living in poverty in 1964, only 

53 percent worked at all, and 27.6 percent worked full 

time for over 39 weeks (p. 12). Of the 34.3 million 

poor, 43.4 percent are rural dwellers (12.8 percent farm 

and 30.6 percent nonfarm), and 56.6 percent live in 

cities (18.1 percent in small cities, 38.5 percent in 

metropolitan areas, 29.2 percent in the central city, and 

9.3 percent in suburbs) (p. 3). 

A more complete table follows (p. 9): 

TABLE 2 
Dimensions of Poverty in 1964 

(Individuals) 

Percent Percent of Percent of all 
Persons of all poor who poor and non1 
in ages of are poor in this 

Poverty Millions Poor non-white age group 

Under 6 5.8 17 40 24 
6-15 8.1 23 38 21 
16-21 3.0 9 30 17 
22-54 9.3 27 31 12 
55-64 2.7 8 22 16 
65+ 5.4 16 15 31 

All ages 34.3 100 31 18 
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Forty-nine percent of those living in poverty were 

of pre-school or school age (through age 21), a total of 

16.9 million persons; 6.3 million of this population were 

non-white. Furthermore, there were and are large numbers 

of children who, although not officially poverty-stricken, 

are close to it. According to Mollie Orshansky, "There 

are . . . perhaps as many as a third of our children 

growing up in dire poverty or haunted by its specter 

(Orshansky 1965, p. 14)." She also states: 

The numbers confirm the findings of other 
studies that teenage youngsters among the poor 
have less educational attainment than those in 
better-off families. . . . Data from the 1960 
Census revealed school dropout rates dispro
portionately high in families with low 
incomes (Orshansky 1965, pp. 18-19). 

It is estimated that in this decade 7.5 million of our 

young people will drop out of school (Keyserling 1964, 

p. 41), and since it is known that there is a high 

relationship between lack of education and poverty, it 

is felt that the poverty cycle reinforces itself. Among 

families whose head has completed less than eight years 

of elementary education (7.1 million families) 43.9 

percent live in poverty. Twenty-five and two tenths per

cent of those who have just eight years of elementary 

education (8.4 million) are poverty stricken. The 

percentage diminishes as the educational level increases. 

Eighteen percent of those who have completed one to three 

years of high school (8.8 million) and 10.0 percent of the 
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13.4 million with four years of high school are below the 

poverty threshold. The level further decreases to 9.3 

percent among the 4.5 million who have finished one to 

three years of college and 4.8 percent of those with four 

or more years of college (5.3 million) (Keyserling 1964, 

p. 48). Among non-whites the figures are even more • 

startling for whom 57 percent of families headed by an 

individual with less than eight years of schooling, 30 

percent of high school graduates, and to 18 percent of 

those with some college education are poor (Meissner 1966, 

p. 43). Undoubtedly the high incidence of poverty among 

those of little education is enough to indicate the 

strong relationship between the two. Couple this with 

the 1965 figure of 7.3 million adults over the age of 

24 (7 percent of all adults past 24) who were "functional 

illiterates" (Batchelder 1966, p. 84), and we see a 

problem of vast educational significance, one which is 

a blight upon democracy. 

Among the concomitants of poverty are many other 

individual and social characteristics. Oscar Lewis 

called it a "culture of poverty (Lewis 1961)." Studies 

indicate that the poor tend to be authoritarian, 

intolerant, rigid, anti-intellectual, present-oriented, 

concrete thinkers, fatalistic, provincial, distrustful of 

government, hostile toward the police, and generally 

aggressive. Their family structure is less formal than 
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other social classes. There is more divorce. There are 

more families headed by women and more births out of 

wedlock. Child rearing practices are more authoritarian, 

physical punishment being present more often (Herzog 1966, 

pp. 92-102). 

The poor are disadvantaged in terms of school 

performance as well. They are involved in an accultu-

rative process when faced with entrance into the formal 

educational structure, a structure which institution

alizes middle class values and thought processes (Conant 

1961; Tenenbaum 1963). 

It is in this setting that the disadvantaged 

child is initiated into the academic endeavor. However, 

it appears that the socio-economically disadvantaged 

child has been, in fact, deprived of the means by which 

this initiation may take hold and lacks many of the 

skills necessary for academic success. Rather than 

reversing this profile of deprivation the school has 

reinforced it. The deficiencies that are apparent upon 

entrance accumulate rather than become extinct (Deutsch 

1960, p. 7; 1964; Frost 1964; Frost and King 1964). 

There seems to be something about the sociali

zation process of the poor child which ill prepares him 

for the scholastic endeavor. The "culture of poverty" 

produces an individual who is retarded in the tools 

which might equip him for the kinds of situations with 
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which he is faced in the formal educational setting. He 

is a slow, concrete, non-theoretical thinker who associates 

intellectual pursuits with femininity, has problems in 

focusing attention (especially listening), does not 

readily draw conclusions from data presented, reads 

poorly, and does not communicate well. He is traditional, 

rigid, and frustrated, feeling that he lacks control of 

his destiny (Reissman 1962). He has difficulty in per

ceptions concerning complex relationships and long range 

goals (Frost and Hawkes 1966, p. 7) . 

Jerome S. Bruner states that an environment of 

the type in which the socio-economically disadvantaged 

person finds himself 

produces an adult organism with reduced 
abilities to discriminate, with stunted 
strategies for coping with round-about 
solutions, with less taste for exploratory 
behavior, and with a notably reduced tendency 
to draw inferences that serve to cement the 
disparate events of its environment (Bruner 
1 9 6 5 ,  p .  7 6 )  . . . .  

Among some of the studies which indicate the 

academic disability of the disadvantaged are included: 

a comparative study of low economic status and high status 

children by Siller (1957) in which the high status group 

surpassed those of low status on all tests of conceptual 

ability and especially on tests involving verbal material. 

In measures of vocabulary the high status group selected 

more definitions of an abstract nature; another study 
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(Zigler and Delabry 196 2) dealing with conceptual behavior 

reported that lower-class children perform more effec

tively on concept-switching tasks when rewards are 

tangible, whereas those of the middle-class do better 

when the reinforcement is intangible such as a response 

of "right" by the examiner; many studies substantiating 

the reports that the lower-class child is well behind 

his middle-class counterpart upon entering school in 

language ability (Anastasi and D'Angelo 1952; Bernstein 

1962; Deutsch 1965; Deutsch and Brown 1964; Deutsch and 

Zubin 1964; John 1963; John and Goldstein 1964; Klineberg 

1963), and that this disability is cumulative (Conant 

1961; Masland, Saranson and Gladwin 1958; Klineberg 1963; 

Pasamanick and Knobloch 1955); the retardation of the 

"culturally deprived" in cognitive behavior is reported 

by John (1963) and again by John and Goldstein (1964) 

who found class differences between children from the 

same subculture (Negro) with the middle-class exhibiting 

superiority over the lower-class in abilities to label, 

discriminate, categorize, and generalize; a study utiliz

ing the same sample by Brown and Deutsch (1965) who noted 

that cognitive performance was an indicator of degrees of 

environmental deprivation; and one in which Deutsch (1965) 

recorded that lower social class status was associated 

with conceptual, linguistic, and cognitive inferiority. 
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The studies mentioned and others pertaining to the 

academic disabilities of the disadvantaged seem to 

emphasize linguistic factors as at least partially causa

tive. Studies by E. J. Archer with preverbal human 

subjects and lower organisms reinforce this concept. He 

found that the inability to utilize symbolic language 

was the most important factor in the slow acquisition 

of concepts (Archer 1964). 

Furthermore, Bernstein's studies (1950) (1960) and 

the Bernstein and Ealsey study (1961) of language structures 

as they relate to social class and learning ability manifest 

the manner in which the lower-class child is deprived lin

guistically and cognitively. In a 1950 study he found the 

lower-class family structure to be less formally organized 

than-that of the middle-class, while noting the lack of 

long range goals in the lower-class group. The language 

employed in the lower-class home was limited to the con

crete, descriptive, tangible, and the use of visual sym

bolism, their primary concerns being with the content of 

objects rather than the relationships among objects 

(Bernstein 1950). 

In a later study (1960) the results of Bernstein's 

vocabulary measures indicated a striking difference 

between classes in the manner in which speech is used: 

One mode, associated with the middle-class, points 
to the possibilities within a complex conceptual 
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hierarchy for the organization of experience, the 
other, associated with the lower working-class, 
progressively limits the type of stimuli to which 
the child learns to respond (Bernstein 1960, p. 
276). 

John reports similar findings and concludes, 

The middle-class child has an advantage over the 
lower-class child in tasks requiring precise and 
somewhat abstract language. The acquisition .of 
more abstract and integrative language seems to 
be hampered by the living conditions in the homes 
of lower-class children. Opportunities for learn
ing to categorize and integrate are rare in the 
lives of all young children; this type of learn
ing requires specific feedback or careful tutor
ing. Such attention is far less available to the 
lower-class child (John 1963, pp. 821-822). 

Certainly it has been recognized that this 

inferiority, which renders the scholastic endeavor a pain

ful process for the disadvantaged, exists, and creates 

for those concerned concurrent perplexities: 'Why, specifi

cally, does it exist, and what can be done about it? 

The Theoretical Problem 

The presence of disadvantaged minorities provides 

a society which is interested in the welfare of all its 

citizens with problems to be dealt with at many levels. 

What is the role of education in this process? 

The education of the disadvantaged has become a 

national concern. Private enterprise, the local com

munity, as well as state and federal government, have 

initiated educational programs for the disadvantaged. 

However, do these programs have well articulated theoretical 
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bases or are they merely haphazard attempts at solving a 

pressing social problem? Have our goals for the education 

of the disadvantaged and the means for achieving them been 

clearly delineated? And, if so, are they adequate to meet 

the demands of a complex social structure? 

How we view deprivation will have a great influence 

on programs of compensatory education for the disadvantaged. 

Has a theory of "cultural deprivation" been established? 

Are there models for compensatory education of the dis

advantaged available? Do educators have alternative 

conceptual systems for viewing the problem from which to 

choose? And most important, is the structure of educational 

theory concerning the instruction of the disadvantaged 

adequate to the task of directing programs for the develop

ment of citizens capable of responsible participation in a 

democratic society? 

Although the concept of a "special" sort of 

education for the disadvantaged is a relatively new one, 

the terms "culturally deprived" and "culturally disad

vantaged" first appearing in educational literature in the 

early 1960's, and may raise questions regarding public 

education as such, a review of this literature concerning 

the problem indicates that a number of alternative con

ceptual systems and instruments for viewing deprivation 

have been proposed which may undergird educational programs 

for the disadvantaged. Among them are found models for 



education which stem largely from theoretical bases in the 

behavioral sciences. They include systems which may be 

termed: the genetic determinist model (Birch 1964; 

Haeusserman 1958; Kirk 1958; Strauss and Kephart 1955; 

Gallagher 1958); the eclectic interactionist model (Hunt 

1961, 1964a and b; Sells 1963; Turkewitz, Gordon,'and Birch 

1965); the general behaviorist model (Bloom 1963); the 

cognitive model (Anderson and Ausubel 1965; Ausubel 1962, 

1963, 1965); the Piagetian model (Sonquist and Kamii 1967; 

Kamii and Radin 1967); the self-concept model (Brookover, 

Thomas, and Paterson 1964; Kinch 1963; Snyder 1961, 1965; 

Yenger 1963); and the experience expansion model (Frazier 

1964) . 

Which among these conceptual systems are most 

adequate to the task of undergirding educational programs 

for the disadvantaged which can develop citizens capable 

of responsible participation in a democratic society? 

Are any adequate to this task, or, if this end is valued, 

must new bases be constructed? 

It appears that a number of competing conceptual 

frameworks are at work in the various educational programs 

for the disadvantaged. The models mentioned above offer 

some alternatives for their education. 

The role of models in the education of the disad

vantaged bears investigation, for their haphazard use or 

the eclectic deploying of their principles may lead to 
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unforseen consequences, consequences which are neither 

anticipated nor desired. The principles employed in the 

education of the disadvantaged should influence the out

comes of the process in a determinate fashion. The 

consequences of the utilization of a particular model, 

the adequacy of that model as an interpretation of theory, 

and the bases for the theory itself all become pivotal 

in any program of general education, much less for the 

disadvantaged. The clear delineation and analysis of 

alternative theoretical bases for the education of the 

disadvantaged is properly an educational task. 

Marc Belth states: 

The study of education is the study of the way 
in which models for inquiry are constructed, 
used, altered, and reconstructed. It is, further, 
a study of the types of models available to us at 
any given moment, and the conditions which make 
the model either employable or in need of re
building. It is an inquiry into the various 
particular models which are employed in judgments 
made about the world in which men live, and 
toward whose fulfillment they are striving. It 
is an inquiry into the character of the elements 
found in any given view of the process of 
education, and the way in which these elements 
are weighted and emphasized in their relationship 
to each other. Most important of all, the study 
of education is directed toward an evaluation of 
the claims which each model-user makes about his 
concept of the process of education (Belth 1965, 
pp. 103-104). 

And further: 

Education as a discipline calls first for 
judgment of the ideas projected, on the basis of 
their grounds in thought and in experience, 
their logical portent, and their projection of 



meanings on familiar concepts and events. Second, 
education as a discipline calls for a predictive 
judgment of the consequences of the use of given 
ideas upon the expanding freedom and power in 
development of still newer modes of thinking. 
Moral judgments made without such an analysis are 
the blind rejections or acceptances on gounds 
other than the ideas embedded in the recommendations. 
Such judgments remain, then, a matter for struggle 
between adherents of models, in which the meanings 
of each model remain hidden, either because of 
unawareness or because of private, unapproachable 
belief (Belth 1965, pp. 244-245). 

In order to achieve an integrated outlook the 

fundamental concepts employed in the education of the 

disadvantaged should be examined, inconsistencies noted, 

and reconstruction of these concepts initiated. An 

analysis of educational theory pertaining to disadvantaged 

groups should be undertaken if those directing curriculum 

construction wish to gear their policies of education 

for the disadvantaged toward the needs of a progressive 

society. 

The Concept of Democracy as A Guiding 
Principle of Inquiry 

The study will, in a sense, be limited by the 

theoretical framework which is established for viewing the 

alternative models. It is assumed that schooling in this 

country should have as one of its goals the production of 

citizens capable of responsible participation in a demo

cratic society. 

In a pluralistic society it might be expected that 

conflicting values would emerge, each bidding for 



supremacy. Although this seems to be the case regarding the 

very concept of democracy itself at this point in time in 

our culture (Pounds and Bryner 1967, pp. 463-464), it none-
<• 

theless appears that central to the concept of democracy 

lie certain basic beliefs regarding the freedom of the 

individual, the use of shareable methods for solving 

problems (the method of science), and "the widening of 

the area of common concern (Pounds and Bryner 1967, p. 519)." 

Briefly stated, some tenets of democracy which 

shall guide the subsequent investigation follow: 

A democracy is philosophicojuristic, not only a 

political system through which each individual partici

pating in that system is afforded equal legal treatment, 

but also a set of principles for the conduct of human 

society permeated with values within the political, legal, 

economic, and socio-cultural realms. John Dewey has 

stated: 

The keynote of democracy as a way of life may 
be expressed, it seems to me, as the necessity 
for the participation of every mature human 
being in formation of the values that regulate 
the living of men together: which is necessary 
from the standpoint of both the general social 
welfare and the full development of human beings 
as individuals (Dewey in Ratner (ed.) 1939, p. 400). 

When democracy is conceived as a way of life, the 

possibilities for growth of individuals within the 

democratic society becomes a paramount concern, for it is 

within this structure that every individual participates 



17 

in the judgments made which affect the governing of his 

life. 

Democracy, reconceived, is that quality of 
experience which pervades social life, and in 
so doing contributes to the attainment of the 
fullest possible growth of all toward quali
tative ideals. So defined democracy is a 
conception about an aesthetic-religious 
affair (Villemain and Champlin 1966, p. 453). 

When a large portion of society feels that they 

are not understood or listened to, are not full-fledged 

members of that society, and can see no alternatives to 

their desperation, the democratic social structure breaks 

down. The people feel indifferent or hostile toward 

that governmental system which, to them, has no meaning. 

"Where the governed feel that they have no stake in the 

government, indifference results. And political indiffer-

encemay be called the dry-rot of democracy (Hook 1940, 

p. 287)." Beyond indifference, when no alternatives are 

discerned, those with little stake in the government may 

resort to revolt as a means of venting hostilities toward 

a system which they feel is stacked against them. Intelli

gent activity may be forsaken for random emotional 

outbursts of little lasting value except as a means of 

catharsis. However, 

the ultimate commitment of a democracy . . . 
must be a faith in some method by which ... 
conflicts are resolved. Since the method must 
be the test of all values, it would not be 
inaccurate to call it the basic value in the 
democratic way of life. This method is the 



method of intelligence, of critical scientific 
inquiry (Hook 1940, p. 295). 

When a principle does not apply, by inspection, 

to an obvious evil, it bears questioning. Education as a 

means of transmitting and reconstructing values purports 

to foster intelligence. The method of intelligence, 

therefore, should be at the heart of all educational 

programs and, in particular, those for the disadvantaged 

segment of our society, if we claim as an aim of educa

tion in our culture the production of individuals capable 

of responsible participation in the democratic process. 

If the method of intelligence is "the basic value 

in the democratic way of life," that way of life is 

diminished when intelligence is not fostered,.when it 

is not viewed as the means-ends of democracy. .When the 

social or educational system impedes in any way the 

growth of intelligence, it threatens the structure upon, 

which an open, free society stands. 

A Pragmatic Model of Inquiry 

A pragmatic inquiry into the models for education 

of the disadvantaged is proposed. John Dewey has 

written that the proper interpretation of "pragmatic" 

entails the function of consequences as necessary tests 

of the validity of propositions, and that "inquiry" is 

the controlled or directed transformation of an inde

terminate situation into one that is so determinate in 
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its constituent distinctions and relations as to convert 

the elements of the original situation into a unified 

whole (Dewey 1938, pp. iv, 104-105). 

It is contended that the present proliferation 

of conceptual schemes for the education of the disad

vantaged comprises an indeterminate situation. The . 

framework for inquiry (the model through which the 

alternative systems are to be evaluated), bearing on 

the assumptions made about democracy as a guiding edu

cational principle, will act as the controlling factor 

in the investigation. The model of inquiry will place 

certain empirical demands upon the conceptual systems 

to be viewed. 

According to Ernest Nagel (1961, p. 90), there 

are three major components in theories: 

An abstract calculus that is the logical skeleton 
of the explanatory system, and that "implicitly 
defines" the basic notions of the system, ... 
a set of rules that in effect assign an empirical 
content to the abstract calculus by relating it 
to the concrete material's of observation and 
experiment, ... an interpretation or model for 
the abstract calculus, which supplies some flesh 
for the skeletal structure in terms of more or 
less familiar conceptual or visualizable materials. 

Theories in the social sciences, with which we will 

be dealing, he feels are subject to value biases (Nagel 

1961, p. 489), so any investigation of social science 

theory should be sensitive to the identification of this 

bias when it occurs. 



The identification and examination of models for 

adequacy as models, as well as for their educational 

consequences, will be undertaken. 

Max Black has identified the types of models 

which act as interpretants for theory as scale models, 

analogue models, mathematical models, and theoretical 

models (Black 1962, pp. 219-243). 

The scale model is a representation of the thing 

for which it stands. It would be of the class of icons 

in the terminology of Charles Sanders Peirce ("[a] 

quality, existent individual, or law, is an Icon of 

anything in so far as it is like that thing and is used 

as a sign of it [Buchler 1955, p. 102]) whose concepts 

will be discussed more completely later. It is a repro

duction but with a change in ratio. 

The analogue model, also iconic in nature but in 

a more abstract sense, shares the same structure of 

relationships as the theory for which it is the interpre-

tant. It is not proportional as is the scale model; 

but since it is a more abstract model, explanatory 

hypotheses emerge more readily. 

The mathematical model also refers to the 

structure of relationships of the original but mathe

matically represented. The variables in the original 

are weighted, simplified, and equated. Consequences are 

extrapolated from the resultant formulae. 
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The theoretical model is more hypothetical in 

nature than the others. It is. described rather than 

constructed. It is an explanation of an original through 

the utilization of a secondary, more familiar, domain; 

explaining social structure in organic terms, for 

instance. 

Black also describes an archetype (1962, pp. 

241-243) which, though not a model, is a description of 

a concept utilizing language from another framework; 

for instance, utilizing the terminology of physics in 

psychological explanation. 

Any system purporting to be theory and the models 

interpreting this theory should exhibit the characteristics 

mentioned. Beyond this, however, if judgments about 

theory are to be made, other criteria must be applied. 

Remaining within the democratic framework described 

earlier, Nathaniel L. Champlin (1961) has constructed 

the following criteria of adequacy bearing upon education 

theory: 

Must be normative—indicate selections and 
rejections, frame alternatives, offer a warrant, 
a criterion of soundness, and submit itself to 
the scrutiny of those concerned. 

Must be precise rather than vague and ambiguous 
if the profession is to build common understandings 
and public responsibility and to provide for 
cooperative efforts to achieve common ends. 

Must distinguish the domain of the profession 
from what it isn't. 



Must frame problems capable of solution with 
procedures for solution built in. It must be 
methodological. It must indicate means to be 
employed for gaining ends. It must formulate 
ends so that means are locatable. It must be 
practical. 

Must direct us to something publicly locatable— 
something confrontable—something we can recognize 
as influencing. 

Must be procedural—yield commonly understood 
procedures and directives. Otherwise, there is 
no public scrutiny and criticism possible. 
Specifically what is accepted and rejected is 
not known. 

Must make a difference to affirm and to employ. 
Some things and not others should happen (publicly 
anticipatable—commonly expected results-pre
dictions)—not everything flows from it or is_ it. 

Must be sufficiently general as to deal with what 
comes into the scope of education as well as 
provide for public determination of what does 
come into the scope. 

Must be empirical in character in the sense that 
the evidence used is public. The method of science 
must operate as thoroughly as in any other public 
institution. 

Must yield to or permit ethical controversy. Must 
permit joining of inquiry over curriculum and other 
issues—without ambiguity and vagueness—with a 
common or public procedure recognizing that it will 
stand or fall only as judged to be adequate by 
others. 

T. Frank Saunders (1964a) adds these other demands 

of empirical inquiry: 

Avoid the generic fallacy: where terms are misused 
by eclectic adoption without redefinition in each 
instance. 

Avoid the logical antinomy: where a mere agreement 
of data with a given theory does not "support" the 
theory if the same supportive data are compatible 
with equally plausible, competing hypotheses. 
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The application of these principles should, further, 

follow a pattern of inquiry. John Dewey states that "as 

far as method of social inquiry is concerned . . . the 

prime necessity [is] for development of techniques of 

analytic observation and comparison, so that problematic 

social situations may be resolved into definitely formu

lated problems (Dewey 1938, p. 494)." He continues: 

That which is observed, no matter how carefully 
and no matter how accurate the record, is capable 
of being understood only in terms of projected 
consequences of activities. In fine, problems 
with which inquiry into social subject-matter is 
concerned must, if they satisfy the conditions of 
scientific method, (1) grow out of actual social 
tensions, needs, "troubles"; (2) have their 
subject-matter determined by the conditions that 
are material means of bringing about a unified 
situation, and (3) be related to some hypothesis, 
which is a plan and policy for existential 
resolution of the conflicting social situation 
(Dewey 1938, p. 499). 

It is from the model for inquiry that the pattern 

of inquiry stems. If the adequacy of the structure of 

educational theory regarding the instruction of the disad

vantaged for the development'of citizens capable of 

responsible participation in a democratic society is our 

major concern, the pattern of inquiry followed should be 

grounded in the concept of an open, free society. 

A unique model grounded within the framework of 

democracy is the pragmatic model which fosters concern 

for the social nature of inquiry. Indeed, the pragmatic 

models of inquiry and education could apply only to a 



democratic system while other models which have been 

constructed are equally pertinent to totalitarian or 

aristocratic frameworks. 

Pragmatism's knowledge concerns, beginning with 

Charles Sanders Peirce, were always identified with a 

pattern of inquiry, knowledge being dependent and inextri

cably bound to the instruments for gaining that knowledge. 

Peirce's main concern is with the structure of 

language and precision in its use so that ideas may be 

made clear and thereby shareable. It is this concern 

which lies at the heart of his theory of meaning called 

pragmatism. 

He explains that the science of semiotic (doctrine 

of signs) has three branches as a consequence of his 

theory of signs which states that every sign (repre-

sentamen) is "connected with three things, the ground, 

the object, and the interpretant" (Buchler 1955, p. 99), 

and all must be present in a triadic relation for language 

to have meaning. 

The sign (representamen) represents an object in 

reference to a ground which is roughly an idea or a 

universe of discourse. The sign, in turn, creates an 

interpretant (definition) which points out the object. 

A sign, or representamen, is something which 
stands to somebody for something in some respect 
or capacity. It addresses somebody, that is, 
creates in the mind of that person an equivalent 



sign, or perhaps a more developed sign 
(Buchler 1955, p. 99). 

Categorically, 

a Sign, or Representamen, is a First which 
stands in such a genuine triadic relation to a 
Second, called its Object, as to be capable of 
determining a Third, called its Interpretant, to 
assume the same triadic relation to its Object in 
which it stands itself to the same Object 
(Buchler 1955, pp. 99-100). 

The object is what the sign stands for (the "it"). 

It is "that . . . which . . . [the sign] presupposes an 

acquaintance in order to convey some further information 

concerning it (Buchler 1955, p. 100)." Since the triadic 

relation is genuine, the sign and the interpretant must be 

present for the object to have meaning. 

The interpretant created by the sign is an equiva

lent sign or a "more developed sign," the "proper 

significant outcome of a sign" (Buchler 1955, p. 101) 

(roughly a definition). Like the sign and the object 

which are in genuine triadic relation, the other two must 

be present for the interpretant to have meaning. Further

more, the interpretant is a sign capable of determing an 

interpretant of its own. The triadic relation may 

continue in this manner ad infinitum. 

The triadic relation which demands referential 

adequacy for signs which are to be viewed with enough 

precision for common understanding and workability in 

arriving at further problematical contexts must be met in 



order for shareable meaning to occur. Any time the 

triadic demand is not met, we have, in essence, gibberish: 

no meaning. Nothing is shared in this context. Precision 

is lost, meaning nonexistent. Adequate communication at 

this level becomes impossible. Ideas become haphazard at 

best as consistency cannot be hoped for when meaning is 

obscure or absent. Signs which offer nothing more than 

other signs for meaning, without a shareable interpretant, 

in an attempt at communication for problem solving, are 

not referentially adequate. We hit the barrier of 

verbalism, language without meaning. 

Peirce's quarrel is with this verbalism. No 

meaning can be found in verbalism, for investigation is 

impossible. 

Where referential adequacy is lost, investigation 

which leads toward meaning is impossible. If there are no 

common methods for the investigation of "problems," 

pragmatically they are not problems at all as they offer 

no common meaning. 

It must be noted that for Peirce, the empiricist, 

knowledge always lies in the future. "Ultimately agreed 

to by all" can mean nothing but continuous future investi

gation. All constructs, thereby, are tentative. 

Meaning therefore lies in the conceivable future: 

"Consider what effects, that might conceivably have 

practical bearings, we conceive the object of our con



ception to have. Then our conception of these effects is 

the whole of our conception of the object (Buchler 1955, 

p. 31)." 

Again: 

A conception, that is, the rational purport of a 
word or other expression, lies exclusively in its 
conceivable bearing upon the conduct of life; so 
that, since obviously nothing that might not 
result from experiment can have any direct bearing 
upon conduct, if one can define accurately all the 
conceivable experimental phenomena which the 
affirmation or denial of a concept could imply, 
one will have therein a complete definition of 
the concept, and there is absolutely nothing more 
in it (Buchler 1955, p. 252). 

Also: 

All pragmatists will further agree that their 
method of ascertaining the meanings of words and 
concepts is no other than that experimental 
method by which all the successful sciences . . . 
have reached the degrees of certainty that are 
severally proper to them today; this experimental 
method being itself nothing but a particular 
application of an older logical rule, "By their 
fruits ye shall know them (Buchler 1955, p. 271)." 

"Any hypothesis . . . may be admissible, in the 

absence of any special reasons to the contrary, provided 

it be capable of experimental verification, and only in 

so far as it is capable of such verification (Buchler 

1955, p. 267)." It becomes capable of such verification 

when the triadic demand is met. "This is approximately 

the doctrine of pragmatism (Buchler 1955, p. 267)." 

For Peirce, the pragmatist, there are no absolutes. 

"We never can be absolutely sure of anything, nor can we 



with any probability ascertain the exact value of any 

measure or general ratio (Buchler 1955, p. 58)." Further

more, all knowledge is tentative and based on experience. 

If a theory does not meet the pragmatic demands 

for meaning, however, knowledge cannot result. "A 

theory which goes beyond what may be verified to any 

degree of approximation by future discoveries is, in so 

far, metaphysical gabble (Buchler 1955, p. 268)." 

Since knowledge is tentative and bound to the 

process of investigation, this process is pivotal in 

conceptions of valid conclusions. 

To satisfy our doubts . . . it is necessary that 
a method should be found by which our beliefs may be 
determined by nothing human, but by some external 
permanency—by something upon which our thinking has 
no effect .... It must be something which affects, 
or might affect, every man. 

And, though these affections are necessarily 
as various as are individual conditions, yet the 
method must be such that the ultimate conclusion 
of every man shall be the same. Such is the method 
of science (Buchler 1955, p. 18). 

Since our conception of the effects of an object 

is the whole conception of the object, the valid conclusion 

is the opinion which is fated to be ultimately agreed to by 

all who investigate. The object represented in this 

opinion is the "real" (Buchler 1955, p. 28). Propositions, 

thereby, become meaningful when they are issued in a form 

applicable to human conduct, not in these or 
those special circumstances, nor when one 



entertains this or that special design, but 
that form which is most directly applicable to 
self-control under every situation, and to every 
purpose. This is why he locates the meaning in 
future time; for future conduct is the only 
conduct that is subject to self-control 
(Buchler 1955, p. 261). 

John Dewey's pragmatism draws heavily on 

Peirce's experimentalism: his method of inquiry and his 

theory of meaning in the pursuit of knowledge. Even 

more than Peirce, Dewey emphasizes social futurity, 

whereby an idea is an instrument of social action, 

gaining meaning in the sum of social consequences. 

The human is a part of nature and knowledge is 

viewed in this cultural context, the interaction of man 

and his environment. Knowledge is the result of man in 

his environment meeting a problem and attempting to 

solve it. The resolution of the problem is the end— 

knowledge. The ideas used in this inquiry are the 

means or instruments to this end. Each idea is instru

mental in a particular problematic context and is bound 

to that context. In other words, the end and means are 

not separate entities. The pattern of inquiry determines 

in some major sense the knowledge attained. Answers are 

the results of our experimentation: knowledge is a 

product of action and testing. An idea which does not 

arise in the problematic context cannot lead to genuine 

knowledge. 



If through experimentation the hypotheses or ideas 

lead to a successful solution of a problem, the successful 

ness of the solution being determined through experimental 

verification, we have a valid conclusion, at least tenta

tively, for this conclusion emerges from the best process 

of inquiry we can develop. It is a social phenomenon 

because "all who subscribe to the method of science would 

be brought to this view if they persisted in the exercise 

of the method (Randall and Buchler 1961, p. 142)." 

Dewey (1931, p. 5) states that these conclusions 

are "one class of meanings, namely, those in which a 

claim to verifiability by their consequences is an in

trinsic part of their meaning." 

And further: 

We tolerate no finalities of meaning parading 
a's "ultimate" truth or "absolute" knowledge, 
and give such purported finalities no recog
nition whatever under our postulation of natural 
system for man in the world . . . since we are 
concerned with what is inquired into and is in 
process of knowing as cosmic event, we have no 
interest in any form of hypostatized under
pinning. Any statement that is or can be made 
about a knower, self, mind, or subject—or about 
a known thing, an object or a cosmos—must, so 
far as we are concerned, be made on the basis, 
and in terms, of aspects of events which 
inquiry, as itself a cosmic event, finds taking 
place (Dewey and Bentley 1949, p. 121). 

This is not to say that pragmatists are not 

interested in the pursuit of the ideal of certainty, 

exactness, universality and system. We may proceed as 

though knowledge were certain but never proceed as 



though it were absolutely certain, for it is an assumption, 

a contextual reference point. 

The idea of context as inseparable from knowledge 

is pointed up by Morris R. Cohen (1931) when he 

writes of the scientific system as the context within 

which claims of validity may be made. The essential-

traits of scientific system are connectedness, complete

ness, and logical order. 

Of consistency and completeness he says: "To 

claim truth ... a group of propositions must not only 

be internally connected, but must include all the 

relevant propositions which the process of verification 

demands (Cohen 1931, p. 108)." And further: "We may 

look at the question of completeness from a different 

point of view if we recognize with Peirce that the mean

ing of a proposition consists of its possible deductions 

or consequences (Cohen 1931, p. 108)." 

The scientific system must also be a logical, 

consistent one for "the presence of unrecognized incon

sistencies in our views sterilizes our knowledge and 

prevents substantial progress toward truth (Cohen 1931, 

p. 109)." 

If our system is not consistent all sorts of 

unwarranted assumptions may creep in. Consistency, 

logical order, makes assumptions explicit and facilitates 

the acquisition of knowledge. Of course, the possibility 



of contradiction may never be completely eliminated, 

and, therefore, "facts" are deemed tentative. Nonethe

less, the ideal of explicitness in system "makes 

scientific progress possible by enabling us to tell 

which of two alternative versions of the truth is the 

more complete and therefore more likely to be free from 

inconsistency (Cohen 1931, p. 112)." 

A theory, as defined pragmatically, furthermore, 

must always remain open for examination of meaning or 

logical consequences. 

For pragmatism, therefore, fundamental trust is 

not placed on any absolute end, but rather on the 

methods and procedures of inquiry. 

"To be philosophical," states John L.'Childs, 

"is to approach experience in the manner of critical, 

experimental inquiry; to be unphilosophical is to be 

uncritical or nonexperimental in thought and action 

(Childs 1931, p. 45)." 

Knowledge emerges from the inquiry undertaken 

and is determined to an extent by that inquiry which, 

in turn, is an effort to relieve a problem state; an 

effort to "make sense" out of an ambiguous situation 

by testing ideas or concepts by the consequences to 

which they lead. "Since experience is ongoing in nature 

and conditions do change, absolute finality is not to 

be had. Present working, not past prestige, is the 



criterion by which principles are evaluated (Childs 

1931, p. 79) 

Organization of the Inquiry 

Utilizing this pragmatic model as a generic 

system for the analysis of alternative theoretical bases 

for the education of the disadvantaged and through the 

systematic application of the outlined criteria of 

adequacy bearing upon education theory the following 

inquiry will include: the description and critical 

analysis of current theory for the education of the 

disadvantaged in terms of its structural adequacy as 

well as its potential for the production of citizens 

capable of responsible participation in a democratic 

society; the application of the established criteria to 

the production of an adquate alternative model; and the 

construction of a proposal for an educational program 

for the disadvantaged based upon the alternative model 

and structured for democratic outcomes. 

Chapters 2 and 3 contain summaries and critical 

analyses of the major positions either utilized or pro

posed in the published literature on the topic. For the 

sake of clarity, theoretical categories have been 

established by the author while recognizing that indi

vidual differences exist among theorists who may be 

placed, for purposes of simplification, within the same 



general framework. Every effort has been made to avoid 

demeaning the logical skeletons of the alternative 

explanatory systems, however. The summaries contained in 

the following chapters reflect, therefore, the general 

principles common to most advocates of the positions 

analyzed. 

The inquiry is organized so as to provide an out

line of the major assumptions held by the alternative 

theories and the structural analysis of these positions, 

the contrasting views of the disadvantaged learner and 

the conception of the education for the disadvantaged 

which emerge from these positions, as well as an analysis 

in terms of the potential each position holds for 

democratic outcomes. 

Chapter 2 deals with those positions which are 

primarily behaviorally oriented, the genetic determinist, 

general behaviorist, and eclectic interactionist theories, 

although the latter, as the name implies can be viewed 

as a bridge position between these and the cognitive 

approaches (Piagetian, self-concept, and cognitive 

theories) which are the objects of inquiry in Chapter 3. 

Chapter 4 represents an attempt at theoretical 

reconstruction through the systematic application of the 

investigatory criteria to the production of an alterna

tive position, structurally sound and adequate to the 

proposed democratic ends. 



Chapter 5 is the explication of the theoretical 

assumptions and criteria developed in Chapter 4 through 

the production of a substantive model, including peda

gogical and curriculum concerns, for the education of the 

disadvantaged learner. 



CHAPTER 2 

BEHAVIORAL APPROACHES TO THE EDUCATION 
OF THE DISADVANTAGED: A SUMMARY 
AND CRITICAL ANALYSIS OF GENETIC 

DETERMINIST, GENERAL BEHAVIORIST, AND 
ECLECTIC INTERACTIONIST THEORY 

Genetic Determinism 

A view which finds expression in some educational 

programs for the disadvantaged through the utilization of 

certain practices and diagnostic procedures rests upon the 

thesis that capacity and potential are inherent within 

each individual and are largely genetically determined. 

Environment can influence behavior but only within a 

restricted and predetermined genetic framework. An 

individual's characteristics including aptitudes and 

intelligence as well as his rate of development are 

patterned genetically. Environment intervenes to the 

extent that it offers objects upon which innate drives are 

fixed and affords channels through which needs may be 

satisfied, but these drives and needs are internal and 

predetermined. 

This view is exemplified by the system of human 

development promulgated by Arnold Gesell. Gesell views 

human development as a patterning process. "A behavior 
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pattern is ... a defined response of the neuro-motor 

system to a specific situation (Gesell and Amatrudo 1954, 

p. 4)." The developing individual is a growing action 

system, the construction of this action system being 

determined by lawful growth forces. The behavior 

patterns which emerge are the authentic end-products of 

a total developmental process which works with orderly 

sequence (Gesell and Amatrudo 1954, pp. 3-4). It is a 

continuous process, behavior growing as the body grows. 

"Beginning with conception it proceeds stage by stage in 

orderly sequence, each stage representing a degree or 

level of maturity (Gesell and Amatrudo 1954, p. 8)." 

There are four distinguishable fields of behavior 

personal-social behavior, language, adaptive "behavior, 

and motor development. Each field develops conjointly 

in close co-ordination; the general direction of the 

laws of organization of behavior is from head to foot, 

from proximal to distal segments. 

Through clinical observation it is possible to 

discern the normal developmental pattern. "To grasp the 

characteristics of child development we must think in 

terms of behavior patterns, maturity stages, and growth 

trends .... These patterns of behavior are repre

sentative. They are normative (Gesell and Amatrudo 

1954, p. 23) . " 
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The following figures (1 through 5) provide an 

example of developmental norms for the first five years of 

life in the four major fields (Gesell and Amatrudo 1954, 

pp. 9-14). 

LEVELS 
of 

MATURITY 

5 Years -
4 Years -
3 Years -
2 Years -
18 Months 
12 Months 
40 Weeks 
28 Weeks 
16 Weeks 

Weeks 
Birth 

Sociality: Kindergarten 
Concepts: Number, form 
Speech: Sentences 
Sphincters: Bladder & bowel control 
Larynx; Words, phrases 
Legs, feet: Stands, cruises 
Trunk, Fingers: Sits, creeps, pokes 
Hands: Grasp and manipulation 

Balance Head 
4 
0 
40 Weeks 

- Eyes: Ocular control 
~ Viscera: Vegetative functions 

ZONE OF PRE-TERM VIABILITY 
24 Weeks Autonomic system: Physico-chemical control 
20 Weeks Tonic-neck-reflex, quickening 
18 Weeks Hand closure, grip 
16 Weeks Pre-respiratory movements 
14 Weeks Swallow, sneer, Babinski reflexes 
10 Weeks Trunk extension 
8 Weeks Fetal stage: Trunk flexion, oral sensitivity 
1 Week Embryonic stage: Pre-neural organization 
0 Conception: Germinal organization 

Fig. 1. The Development of Behavior 
in the Four Major Fields 

PERSONAL-SOCIAL BEHAVIOR 
LANGUAGE 

ADAPTIVE BEHAVIOR 
MOTOR DEVELOPMENT 
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LEVELS 
of 

MATURITY 

5 Years Skips on alternate feet. 

4 Years Skips on one foot. 

3 Years Stands on one foot. Builds tower of 10 cubes, 

2 Years Runs. Builds tower of 6 cubes. 

18 Months — Walks without falling. Seats self. Tower of 
3 cubes. 

12 Months — Walks with help. Cruises. Prehends pellet 
with precision. 

40 Weeks Sits alone. Creeps. Pulls to feet. Crude 
prehensory release. 

28 Weeks Sits, leaning forward on hands. Grasps cube. 
Rakes at pellet. 

16 Weeks Head steady. Symmetrical postures. Hands 
open. 

4 Weeks Head sags. T-n-r. Hands fisted. 

BIRTH 

Fig. 2. Developmental Sequences of Motor Behavior 

The items on this chart include both gross motor 
and fine motor behavior patterns. To ascertain the 
maturity of postural control we institute formal postural 
tests which reveal the repertoire of the infant's 
behavior: supine, prone, sitting, and standing. 

Fine motor control is evaluated in a similar 
manner. Small objects such as cubes, pellet and string 
elicit patterns of fine manual control. 

Such tests illustrate the principles which also 
underlie the developmental diagnosis of behavior in the 
adaptive, language, and personal-social fields. 
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LEVELS 
of 

MATURITY 

5 Years Counts 10 pennies. 

4 Years Builds gate of 5 cubes. Draws "man." 

3 Years Builds bridge of 3 cubes. Imitates .cross. 

2 Years Builds tower of 6 cubes. Imitates circular 
stroke. 

18 Months — Dumps pellet from bottle. Imitates crayon 
strokes. 

12 Months — Releases cube in cup. 

40 Weeks Combines 2 cubes. 

28 Weeks Transfers cube from hand to hand. 

16 Weeks Competent eye following. Regards rattle 
in hand. 

4 Weeks Stares at surroundings. Restricted eye 
following. 

Birth 

Fig. 3. Developmental Sequences of Adaptive Behavior 

To determine how the infant uses his motor equip
ment to exploit the. environment we present him with a 
variety of simple objects. The small red cubes serve not 
only to test motor co-ordination, they reveal the child's 
capacity to put his motor equipment to constructive and 
adaptive ends. The cube tests create an objective 
opportunity for the examiner to observe adaptivity in 
action—motor co-ordination combined with judgment. 
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LEVELS 
Of 

MATURITY 

5 Years 

4 Years 

3 Years 

2 Years 

18 Months — 

12 Months — 

40 Weeks 

28 Weeks 

16 Weeks 

4 Weeks 

Birth 

Fig. 4. Developmental Sequences of Language Behavior 

Language maturity is estimated in terms of 
articulation, vocabulary, adaptive use and comprehension. 
During the course of a developmental examination spon
taneous and responsive language behavior is observed. 
Valuable supplementary information may also be secured 
by questioning the adult familiar with the child's 
everyday behavior at home. 

Speaks without infantile articulation. 
Asks "Why?" 

Uses conjunctions. Understands prepositions. 

Talks in sentences. Answers simple questions. 

Uses phrases. Understands simple directions. 

Jargons. Names pictures. 

Says 2 or more words. 

Says one word. Heeds his name. 

Crows. Vocalizes eagerness. Listens to own 
vocalizations. 

Coos. Laughs. Vocalizes socially. 

Small throaty sounds. Heeds bel'l. 
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LEVELS 
of 

MATURITY 

5 Years Dresses without assistance. Asks meanings 
of words. 

4 Years Can wash and dry face. Goes on errands. 
Plays cooperatively. 

3 Years Uses spoon well. Puts on shoes. Takes turns, 

2 Years Verbalizes toilet needs. Plays with dolls. 

18 Months — Uses spoon with moderate spilling. Toilet 
regulated. 

12 Months — Cooperates in dressing. Gives toy. Finger 
feeds. 

40 Weeks Plays simple nursery games. Feeds self 
cracker. 

28 Weeks Plays with feet and toys. Expectant in 
feeding situations. 

16 Weeks Plays with hands and dress. Recognizes 
bottle. Poises mouth for food. 

4 Weeks Regards faces. 

Birth 

Fig. 5. Developmental Sequences 
of Personal-social Behavior 

Personal-social behavior is greatly affected by 
the temperament of the child and by the kind of home in 
which he is reared. The range of individual variation is 
wide. Nevertheless maturity factors play a primary role 
in the socialization of the child. His social conduct 
is ascertained by incidental observation and by inquiry. 
The chart illustrates types of behavior which may be 
considered in evaluating the interaction of environmental 
influences and developmental readiness. 
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In like manner, intellectual processes are 

patterned genetically for each individual and, although 

the broad population will exhibit a wide range in intel

lectual capacity, a normal (or average) range can be 

determined in a similar manner to that which Gesell has 

applied to his four major fields. This concept was 

central to the genesis of the measurement of intelligence 

through the use of tests which has historical roots 

extending to Sir Francis Galton, J. McKeen Cattel, Alfred 

Binet, J. Stanley Hall, Henry H. Goddard, F. Kuhlmann, 

and Lewis Terman. The basis for testing under this 

framework was that an individual's intellectual level 

was stable and, for the most part, genetically determined, 

thereby lending itself to accurate measurement. This 

notion, further, extends from Darwinian theory, which 

regards evolution as a process of natural selection 

whereby changes in species result from genetic varia

tions. Those variations most favorable for survival are 

reproduced. The characteristics which emerge are geneti

cally predetermined. 

Research grounded in this position begins with 

the assumptions that the character of human relationships 

is often a function of intellectual level as measured by 

an intelligence test (e.g. see Gallagher 1958); that 

rate of development may be judged on the basis of 



absolute standards; and that these qualities are 

relatively fixed through genetic endowment. 

Education is seen as a process of bringing out 

the potential inherent in each individual to its utmost 

capacity (Kirk 1940, p. 3). These capacities may be 

predicted through assessment with standardized measure

ment procedures. Classification and grouping may be 

made on the basis of the results of these tests and 

teaching materials and procedures chosen which match the 

intellectual and developmental capacities of the students 

Assessment of abilities and placement in educational and 

vocational areas which match test results are important 

if potential is to be realized. 

Pedagogical techniques may vary from the natural 

unfoldment type, in which the teacher's role is to let 

the natural child emerge and impede progress toward that 

which the child is destined to become as little as 

possible, to a carefully structured, step-by-step pro

cedure for the slow learner. 

Genetic Determinism and the 
Education of the Disadvantaged 

From this view emerges a "special education" 

approach to the education of the disadvantaged (Kirk 1940 

1958; Garrison and Force 1959; Haeusserman 1958). An 

intellectual deficit is discernible through testing 

procedures. Criteria vary depending upon the instrument 



utilized and some theorists feel that mental age scores 

are superior to I.Q.; but based upon the Binet I.Q. the 

following categories are recognized and proposals made 

(Garrison and Force 1959, pp. 57-127). 

1. Totally dependent mentally handicapped -

I.Q. 0-25 

2. Trainable mentally handicapped - I.Q. 25-50 

3. Educable mentally handicapped - I.Q. 50-75 

4. Slow learners - I.Q. 75-90 

The clinical evaluation of "social age" is used in 

combination with the intelligence test score in classifi

cation for purposes of placement. The slow learner and 

the more disadvantaged intellectually will be especially 

retarded linguistically and conceptually, having diffi

culty at the abstract levels of thought processes. 

Resultant problems of adjustment include scholastic 

retardation, poor attitude, immaturity, aggressiveness, 

and anti-social behavior. 

It follows that special educational provisions 

must be made for the disadvantaged learner. To this end 

special curricula, special classes (although integration 

may be helpful), special schools, and special vocational 

guidance (especially toward the simpler skills) may be 

directed. 

Academic procedures are based upon the concept 

that the disadvantaged learner is essentially like other 
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children but shows learning deficiencies in rate and 

degree. Although these may cause further problems, 

basically, 

physically, emotionally, and socially, their 
needs are comparable with those of other children. 
Academically they are limited, but they can learn 
if instruction is given on their level of 
competency and at a pace (slower) which will 
enable them to achieve (Special Education 
Service, State Department of Education, Richmond, 
Virginia, 1965, p. 11). 

Instruction should be concrete, based on real 

experiences, and designed to develop their maximum 

potential, no matter how limited this potential, as 

measured, may be. Manipulative tasks rather than academic 

activities should be stressed as well as training for 

responsible citizenship and economic independence. 

It follows, therefore, that the special curricula 

should be practical and geared toward these ends. 

Suggestions include a slow track system in which a 

traditional curricular approach is utilized but the rate 

is slowed down considerably to the developmental levels of 

the children, a life-centered approach which is experience 

oriented and develops basic social skills, and a vocational 

curriculum which deals with the simpler vocational tasks, 

those which the disadvantaged child's capacity will allow 

him to complete successfully (Younie 1967, pp. 59-173). 

Subject matter should emphasize activity subjects 

such as arts and crafts and physical education which give 
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the slow learner opportunities for success, business 

education enabling the disadvantaged to develop basic 

skills for earning a living, communication skills such as 

reading, spelling and verbal skills, home and family 

skills, and the industrial arts oriented to the student's 

abilities and needs should be quite useful. Further, 

subject matter should be geared to the child's measured 

mental age which indicates the learning level at which he 

is capable of functioning at a given time. 

One form of grouping or another should be utilized 

in educating the disadvantaged learner. According to 

Younie (1967, pp. 42-46) these may take the form of 

academic achievement grouping whereby all those with 

similar achievement scores are in the same class (Younie 

feels this to be the weakest form as other factors such as 

ability level may vary), social development grouping which 

emphasizes adjustment thereby eliminating much academic 

pressure (there is much individual instruction needed here 

and it tends to lose efficiency after the fourth grade), 

special class grouping which may isolate the disadvantaged 

from the rest of the school, and homogeneous groups in 

which similar measured ability and academic achievement 

levels are grouped together. At any rate, integration into 

activity classes and school activities, where feasible, 

such as school government, sports, and clubs should be 

promoted. Class size should remain small for optimum 
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opportunities to effect attitude and behavior changes, 

and remedial services in reading, speech correction, 

social services for contact with parents, psychological 

testing, and the instructional materials specialist who 

may provide special enrichment should be utilized 

liberally. Guidance services should also be used, 

especially using group techniques as insight does not 

develop readily in the disadvantaged learner. 

Baumgartner (1965), Younie (1967) and many others 

indicate that keeping accurate records is important in the 

education of the academically retarded learner. Behavioral 

reports on subject matter skills may, in some cases, be 

utilized with or in place of grading as well as reports 

on the physical characteristics (including motor develop

ment, perceptual motor abilities, auditory, visual, and 

speech handicaps, ability to follow directions, tempo of 

moving, interests, and self-concept), emotional responses, 

mental abilities, relationships to people, parental 

attitude toward the child, the child's experiences and 

motivation. Observations of behavior, tests, and compari

sons of the child's progress to developmental norms such 

as those developed by Gesell may be used in these reports. 

Classroom procedures and materials are dictated 

by the developmental level of the students. The teacher's 

time schedule will depend upon the attention span 

expected of the pupils based on the developmental level 



they have reached. Liberal use of audio-visual techniques 

is recommended as a means of presenting material concretely 

Other techniques which may be of benefit include a non-

graded approach which allows each student to progress . 

according to his own level of development, programmed 

instruction (if the steps remain very small), work-study 

programs (which emphasize much practical experience), 

team teaching, and the use of special materials for the 

purpose of improving perceptual skills. 

Genetic Determinism; A Critical Review 

The major assumptions inherent in the genetic 

determinist's position are teleological in nature. The 

child's capacities are "built in" and his "potential" is 

to be "brought out" through the educational process. 

Meeting the "innate needs" of children and developing the 

"physical, emotional and social" aspects of the child's 

personality to their utmost "potential" are desired ends 

for the genetic determinist. 

Based on this view, standardized instruments have 

been established for the measurement of this "potential" 

in the form of intelligence and aptitude tests. If a 

child's school achievement is under expectations based on 

the standardized measures, he is labeled an "underachiever. 

On the other hand, if his performance on achievement 



measures exceeds expectations based upon intellectual 

tests, he is called an "overachiever." 

Genetic determinists see development as a lawful, 

organized and predetermined process which may be viewed in 

its physical, emotional, and social dimensions. The 

process is teleological and mechanistic. 

From this view it follows that intellectual, 

physical, emotional, and social development can be com

pared to absolute norms. The child's levels of develop

ment on these dimensions are testable or observable in 

the school or clinic, behavior being a response of the 

neuro-motor system to situations. 

Even the more humanistically oriented genetic 

determinists, though perhaps not rigidly deterministic 

in the Gesellian sense, commit the teleological error. 

Thus, Maslow states, "It has by now been sufficiently 

demonstrated that the human being has, as part of his 

intrinsic construction, not only physiological needs, but 

also truly psychological ones (Maslow 1962, p. 144)." 

And, further, 

Man demonstrates in his own nature a pressure 
toward fuller and fuller Being, more and more 
perfect actualization of his humanness in exactly 
the same naturalistic, scientific sense that an 
acorn may be said to be "pressing toward" 
being an oak tree, or that a tiger can be 
observed to "push toward" being tigerish, or 
a horse toward being equine. Man is ultimately 



not molded or shaped into humanness, or taught 
to be human. The role of the environment is 
ultimately to permit him or help him to actualize 
his own potentialities, not its potentialities. 
(Maslow 1962, p. 151). 

The concepts introduced by the genetic determinist 

position such as "innate needs," "fixed potential," and 

development of physical, emotional, and social aspects 

of the "whole child" must be recognized for their value 

biases. When speaking of developing the "full potenti

alities" of the child value assumptions are subtly 

introduced. Certainly the child has as much "potentiality 

to become a "juvenile delinquent" as whatever the educator 

values him to become. 

When introducing the concept of "needs" values are 

again interjected. When one speaks of the "needs" of the 

child, it is necessary to know from what system of ideas 

the child is being viewed in order for an adequate under

standing of what is meant to be communicated, and, thereby 

whether adequate and warranted sets of judgments may be 

made. 

This is particularly important when the term 

"needs" is used in proposing educational objectives, for 

assumptions inherent in the use of the term in this 

manner may be based upon diverse conceptions of "human 

nature" some of which may not be empirically sound, and 

all of which may not be in agreement. 



Depending upon which system of ideas is being 

utilized "needs" may be viewed simply as wants or 

desires; or as a condition for something to proceed (as 

the "simplicistic science" approach—if is done, 

then "needs" to happen); or the term "needs" may 

be used in a cultural consequential framework, whereby 

the "needs" are perceived as the "desireables" for a 

society and are imparted by that society and learned by 

its members, the "desireable" for a particular social 

organization becoming the "needs" for that group; or, 

finally, as it is used within the genetic determinist 

framework, the "need" is teleological in nature, purpose

ful and "built in," the "potential" being "in" the child 

to be "brought out" in the educational process. 

Nathaniel Champlin states: 

We smuggle in a philosophic outlook or we bootleg 
a value theory when we impute wants, needs, 
drives, inherent potentialities or innate faculties 
to infant behavior. But when we elaborate this 
obvious teleology with the qualifying term of 
biological and physiological we do more. We assert 
that the infant is a biologist and/or a psycholo
gist; for biology (coined in the early part of the 
nineteenth century), psychology, physiology, 
economics, and anthropology, refer to theoretical 
disciplines which attempt to be sciences. A 
biological "need" is nothing more than a necessary 
condition for biology to proceed, just as an 
astronomical "need" is nothing more than a necessary 
condition for astronomy to proceed. A live food 
consuming creature is needed for scientific and 
non-scientific purposes to be achieved. Plainly, 



the infant has neither these purposes nor the 
conceptual facility required to have a most basic 
biological need--at once the principles of logic 
and the conceptual techniques of biology. 

It is not a matter of "mere semantic" 
flippancy to state that only biologists, or 
those whose purposes require knowledge provided 
by biology, have biological "needs." And it 
is not "verbal gymnastics" to state that only 
psychologists have psychological problems. I't 
is simply a matter for the same precision of 
inquiry that yielded the different sciences and 
their varying degrees of precision in the first 
place. Only as inquiry has rid itself of 
teleological and symbolic fallacies has pre
cision in the several sciences been gained 
(Champlin 1956, pp. 470-471). 

The problems with a system having a teleological 

base lie in the imputation of purpose in nature. The 

lawfulness and order of the system presume an intelligence 

in nature, a direction toward which it is "natural" to 

advance. In what sense does science proceed if purpose 

or design are inherent in the nature of things? Is it 

parsimonious to do so? On the contrary, the argument 

from design, though limiting the possible conclusions 

that may be reached, in no way delimits the description, 

the terms of the hypotheses, or the meaning of the 

propositions. What it does do is limit the possible 

answers and avenues of investigation toward which inquiry 

may lead due to the grossness of the initial assumptions 

made. In essence, it stifles inquiry, an indefensible 

position for educational theory. The teleological 

assumption is unnecessary for investigation to proceed 
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while limiting the possible ends of inquiry. The questions 

are not what is the "purpose" in nature or what are the 

"needs" inherent in the child, but, rather, what purposes 

or needs do men wish to construct? The teleological 

theory offers no means of control or scrutiny, and it does 

not yield commonly understood procedures and directives. 

It, thus, removes the means of control from the hands of 

the educator and places it within the realm of an un

knowable entity, a designer, or intelligence beyond the 

human. In so doing the prescriptive function is removed 

from the hands of the educator who, in turn, becomes a 

technician enslaved by his instruments, his tests and 

developmental norms, which convert descriptive statistics 

to values, what most children do on a particular task at 

a particular age to what the child should do on a 

particular task at a particular age. 

Gesell's "growth norms" provide a case in point: 

Growth is a determined, lawful system. If a child does 

not meet a particular "growth norm" at the appropriate 

time, he is abnormal. Adaptive language and personal-

social behavior are all viewed in the context as to what 

the child should do at a particular time. 

For instance, if a child of five can dress without 

assistance and asks meanings of words, he is at the five 

year level of maturity of social behavior development on 

these tasks. In like manner, if at three he uses his 



spoon well, puts on his shoes, and takes turns, he is 

"socially normal." 

It appears that Gesell has reduced "social behavior 

development" to the conditions under which it arises and 

has, further, confused the activity of "social behavior" 

with the operations of the conditions. 

Clearly the referent depends upon the differ
entiating symbols establishing the relationship 
of representing—represented. It varies in terms 
of context in which the term occurs. To confuse 
the different referents due to the similarity, 
morphological identity of the representing terms 
is to invite chaos. Further, to reduce the repre
sentation of the "object" to the object "itself" 
compounds the error (Saunders 1964a, p. 67). 

The reductionistic and mechanistic view of growth 

is compounded by the purposive nature of development at 

all levels. The concept of different areas o'f the child 

to be "developed" if his "potential" is to be reached 

further beclouds the issue. Garrison and Force (1959, 

p. 48) state, for instance, "Since the individual must be 

viewed as an interrelated whole, the case study method of 

studying the individual child appears to offer great 

promise." 

F. T. Villemain (1956) states: 

What one must assume in assuming that there is 
a whole child is some organic totality—some 
unity. I'm not sure that any such thing has been 
presented. I'm suggesting then, that the term 
whole is a term that does not refer to anything 
at all. Yet people use the notion of wholeness 



as a criterion of adequacy, that is, they ask you 
whether you understand the whole child and 
whether the whole child is being educated—and 
if it is correct that the notion of whole is 
grossly ambiguous, without meaning to the point 
of being a fiction—then people who raise a 
criterion, or claim they have a right criterion 
for wholeness, really aren't presenting us 
anything at all—certainly nothing that would 
permit us to evaluate what we do in the class
room, in the education situation; or how we 
should evaluate a social order which is com
mitted to the furthering of this characteristic. 

A further problem of conceptualizing the child as 

a "whole" is that it often follows that this "whole" is 

composed of a number of distinct parts (e.g. the physical, 

mental, emotional, social, spiritual aspects of the child) 

which constitutes a logical generic fallacy. In what 

sense is the physical devoid of emotion, for instance? 

Are the categories distinct or is one generic to the 

others? The educational system which sees the child as 

composed of parts may see the physical education instruc

tor, the teachers of academic areas, the school counselors 

and psychologist, the home economics instructor, and the 

parish priest as each meeting the "basic needs" of the 

child, each on a different "plane of development" and 

thereby the "needs" of the "whole child" are met. The 

ambiguity of the concept due to the lack of criterion for 

"wholeness" leads to a fragmented, dichotomized, and 

re-dichotomized approach to education. Breaking the 

child into "parts" for the purpose of education, offering 

a "program" to fulfill the "needs" of each of these parts, 



and concluding that by so doing the education of the 

"whole child" has been achieved is so totally fraught with 

logical fallacies as to be a hopeless approach if edu

cation is to have any meaning. 

"Wholeness" here lacks the quality of genericity 

and, thereby, cannot function as a meaningful criterion 

for categorical classification and selection. The vague 

formulation leads to ambiguous educational goals. If the 

"parts" of the "whole" are to be approached from different 

universes of discourse (different subject matter frame

works) , the categorical confusion which emerges renders 

the concept meaningless. To conjoin disparate categories 

furnishes an incongruous composition, and, further, to 

mix levels of generality without formulating an inclusion 

principle produces the generic fallacy. 

The genetic determinist position in education is 

at once dependent upon its instruments of measurement for 

the purposes of diagnosis and as a means of reinforcement 

of its basic assumptions. The instruments, criteria for 

establishing categories of intellectual and developmental 

retardation, have been constructed on the philosophic 

base inherent in the position and thereby limit the 

possible conclusions drawn from their use to those which 

support the basic premise. Classification of individuals 

on the basis of this bias yields the concepts of "under-

achiever" and "overachiever," for instance. Thus, 
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criteria for "under- and overachievement" are structured 

as follows in studies utilizing the concepts: 

The criterion of under- and overachievement was 
developed by combining scores earned on the 
American Council of Education Psychological 
Examination (ACE) and grade-point average (GPA) 
after one semester into a single index. The 
raw total ACE score for each S was converted 
to its appropriate percentile rank using national 
norms. The GPA for each S was converted to its 
appropriate percentile rank based upon the 
obtained distribution of grade-point averages 
earned by the students included in the study. 
These two measures were then combined into 
single criterion of over- and underachievement 
referred to as the "decile discrepancy" (DD) 
by the simple process of subtraction in the 
following manner: The GPA decile rank was sub
tracted from the ACE decile rank for each student 
and the difference expressed as a numerical value 
ranging between +9 and -9. Negative values are 
indicative of "under-achievement" whereas positive 
values are indicative of "overachievement 
(Duff and Siegel 1960, p. 44)." 

Initially, 102 entering tenth-grade underachievers 
were identified—students with I.Q.'s of 120 or 
higher (on two intelligence tests—CTMM, 
Pintener or Henmon-Nelson) and ninth year grade 
averages below 80 percent (Goldberg and Asso
ciates 1959, p. 5). 

We may call gifted children (I.Q. 130 or above) 
underachievers when they fall in the middle 
third in scholastic achievement in grades and 
severe underachievers when they fall in the 
lowest third (Gov/an 1957, p. 98) . 

Since the instruments conceived on the basis of the 

assumptions made are considered absolute standards of 

intellectual and developmental levels, other means of 

determining intellectual or developmental standards are 



relegated to secondary positions. Thus, it is the intelli

gence test, for instance, which is used as a criterion 

for categorization. If a child scores high on the 

intelligence test and does poorly in his school work, he 

is classified as an "underachiever." The test performance 

is adjudged the absolute standard rather than his school 

performance. In like manner, if a child does well in 

school but poorly on the intelligence test, he is deemed 

an "overachiever," the test again being adjudged the 

absolute standard. The bias built into the instrument 

is supported by its use. The circular reasoning begs the 

question. Is it possible for the child to "overachieve," 

to achieve more than he is capable of achieving? 

Over the years much evidence has been amassed 

which indicates the futility of using intelligence tests 
1 

as absolute standards of intellectual capacity. Per

formance on these measures tends to change as educational 

procedures or environment change. An individual's score 

1. Among them are included studies by Burks 
(1928), Klineberg (1931, 1935a, 1935b, 1944, 1963), 
Sherman and Key (1932), Wheeler (1932, 1942), Leahy 
(1935), Newman, Freeman and Holzinger (1937), Woodworth 
(1941), McNemar (1942), Havighurst and Janke (1944), 
Davis (1951), Eels, et. al. (1951), Lee (1951), Boger 
(1952), McCandless (1952), Clarke and Clarke (1953), 
Haggard (1954) , North (1956), Dennis and Najarian (1957), 
Anastasi (1958), Burt (1958), Sontag, Baker, and Nelson 
(1958), Dreger and Miller (1960), Nisbet (1961), 
Silverstein (1962), Semler and Iscoe (1963), Bloom 
(1964), Pettigrew (1964), Vernon (1965). 



on such an instrument thereby appears to be at least 

partially a factor of environment and is therefore 

modifiable if directed procedures for modification are 

carried out or if an individual is simply moved from 

one environment to another. This evidence, though not 

negating the basic assumptions inherent in the position, 

does cast doubt on the authenticity of these instruments 

as a means of establishing educational classification or 

intellectual capacity. 

The concept of the disadvantaged learner which 

emerges from such a framework hinges upon the intellectual 

and developmental deficits which emerge when the dis

advantaged child's performance is compared to the "norm 

group" performance on intellectual and developmental 

tests. An I.Q. score between 75 and 90 on a scale such 

as the Binet and appropriate retardation in comparision 

to developmental norms will generally render the 

diagnostic evaluation of "slow learner" or "mentally 

disadvantaged." Further, the "disadvantaged" child, 

thus categorized, is viewed as a scale model of the 

"normal" child but with deficiencies in rate and degree 

of development. It follows from this position that 

education for this child should differ from the normal 

educational procedure, in like manner, in rate and degree. 

Since, according to the genetic determinist 

position, the "disadvantaged" child, like all children, 



is composed of potentialities antecedent to and independ

ent from life experience (He is possessed of "intrinsic 

drive states" which determine behavior and his capacities 

and aptitudes are fixed genetically.), the function of 

education for the "disadvantaged" is to manipulate the 

objects upon which these drives will fix, pattern the 

behavior which will result toward desired ends, and see 

that developmental potential is reached. 

This view, held by the genetic determinists, 

leads to an educational program dependent upon and 

•inextricably bound to the procedural quantification 

of intellectual and developmental capacity to the 

exclusion of the qualitative aspects of educational 

endeavor. They thus reify intelligence, turning 

the abstraction "intelligence" into a substance having 

independent existence from the idea "intelligence." 

Behavior on a test becomes an indication that "intelli

gence" exists and in what amount it exists. Further, this 

behavior is said to be an expression or sign of "intelli

gence." The circularity of the argument is evident. 

Referential adequacy is lost as no triadic rela

tion is present. For, is "intelligence," so used, a 

symbol or a representation? Of what? If it is not a 

symbol, in what sense does it have meaning? Can it 

possibly be utilized as a means or an end in the edu

cational setting as used by the genetic determinists? 



If not, what guides the conceptions "high intelligence," 

"low intelligence," "bright" or "dull," "slow learner" or 

"disadvantaged" based upon scores on "intelligence" 

tests? The problem becomes the reduction of the meaning 

of "intelligence" to the behavior of the child on some

thing called an "intelligence" test. The logical error is 

compounded, if by dint of the nature of the test those of 

a certain social class are unfamiliar with the material 

presented. The conceptual value bias therein contained 

further renders an "intelligence quotient," so obtained, 

meaningless. 

The assumptions inherent in the procedures of 

classifying the "disadvantaged" predetermine those who 

will be so classified. The educational procedures 

initiated to deal with the "disadvantaged," then, rein

force, the initial assumptions. The assumed limitations 

of academic capacity and the assumption of where strengths 

may be (all outside of academic areas, by the way) direct 

educational procedures which allow only for the realiza

tion of these predetermined "capacities." 

By offering instruction at "their level of 

competency (slow)," the school reciprocally reinforces 

inferiority. By expecting them to be "handy with their 

hands," the school produces individuals "handy with their 

hands" but certainly unable to participate as responsible 



citizens of a democracy. The so-called "practical 

curricula" directs the possible outcomes. These 

outcomes do not include a method of intelligence; rather, 

the quantification of measured capacity dictates 

curriculum. 

Since intellectual capacity is "built in" to the 

child genetically, teaching a method of intelligence is 

not a part of the curriculum. The development of 

intelligence, already limited genetically is not seen as a 

major task of the school, only the "bringing out" of 

what is present inherently. The educational approach 

becomes one of monitoring rather than stimulating 

development. A categorization once made on the basis of 

the instruments utilized is reinforced. Escape from a 

classification, it may be seen, becomes difficult, if not 

impossible. The limitations placed upon developmental 

potential by the instruments of classification are 

enforced by the pedagogical techniques employed. These 

techniques are, by definition, not re-examinable for the 

onus is upon the examinee-learner rather than the 

instruments used or the pedagogical technique employed. 

It is up to the "disadvantaged" child to adjust to his 

categorization, rather than to the school to help him 

escape this category. Assessment rather than the 

reconstruction of experience becomes the primary goal 



of the educational endeavor. The child's "level," once 

assessed, becomes inescapable. 

Such an educational "strategy" is antithetical to 

democratic process. The student in no way participates 

in the judgments made which affect his education and 

future. He lacks the opportunity to set his own limits 

but has them affixed for him. The normative aspects of 

education are smuggled aboard under the guise of 

purposive "needs" and "potentials," scuttling the 

"disadvantaged" learner's educational ship before it can 

get underway. In what sense is growth possible when its 

limits are predetermined? By definition the "dis

advantaged" learner cannot achieve the fullest possible 

growth toward qualitative ideals. Alternatives are not 

only not examined within such a framework; they are non

existent. The genetic determinist framework leaves no 

room for the reconstruction of values or the fostering 

of intelligence as method for the "disadvantaged" learner 

is, by definition, relegated to second class citizenship. 

General Behaviorist Theory 

Contemporary behaviorist theory has its historical 

roots in the work of John B. Watson (1878-1S58) and also 

draws from that of Edward L. Thorndike (1874-1949). 

Included among these who may be termed neobehaviorists are 

A. I. Gages (1890 - ), E. R. Guthrie (1886 - ), Clark L. 



Hull (1884-1952), E. F. Skinner (1904 - ), K. W. Spence 

(1907 - )/ and J. M. Stephens (1901 - ). The work of 

these men contains a wide range but may be classified 

broadly under general behaviorist theory. 

Sophie Bloom (1963) has called for the use of 

general behaviorist theory in the education of the dis

advantaged. Since there are a variety of systems which 

may be categorized under general behaviorist theory, the 

following summary will be limited to the principles of 

those systems to which she alludes. 

Basic to her conception of the learning theory 

most applicable to the education of the disadvantaged are 

the factors of drive, cue, response, and reinforcement. 

Drives are any strong stimuli which call forth a 

response (an action) on the part of the organism. Any 

drive which is not dependent upon learning for its 

appearance is called a primary or innate drive. The 

responses the individual makes to a drive are dependent 

upon the cues (or stimuli) extant. A cue could be the 

class bell, a teacher's question, a stop sign, etc. In 

order for a response to be connected to a given cue, 

however, the response must occur. Prior learning or 

innate factors increase the likelihood of certain 

responses. If the response is not reinforced the next 

most dominant occurs. Reinforcement is any evert 

following a response which strengthens the tendency for 



the response to be repeated. So, for learning to take 

place, a correct response must be made, followed by 

reinforcement. The connection between cue and response 

is thereby conditioned. 

Since any stimulus which is repeatedly connected 

with the satisfaction of a drive can. serve as a rein

forcement, secondary or derived needs may result. 

Secondary needs are learned motivational states which 

are not present at birth but which are consistently 

experienced in conjunction with the reduction of a 

primary need. In this manner, for instance, the child 

develops dependency upon the mother who is consistently 

associated with the reduction of the child's drives. Her 

mere presence will be comforting. She has become a 

secondary reward. 

Learning, then, is a process of conditioning and 

reinforcement. The teacher provides the appropriate 

stimulus and reinforces the correct response. The 

connection which results, the association of response to 

stimulus, is basic to the process called conditioning. 

When the effects of learning in one situation 

transfer to other situations, generalization occurs. The 

more similar the cues present, the more similar will be 

the generalization. 

Learning then becomes a process of habit formation 

"Habit is a stable stimulus-response connection. Much of 



our behavior is made up of simple automatic habits in 

which we respond directly to cues and internal drives 

without taking thought (Baldwin 1961, p. 126)." 

Mediated behavior is also based on habits. 

In thinking cue-producing responses are important. 
Cue-producing responses are those whose main 
function is to lead or mediate for still other 
responses .... Cues of this sort allow 
labeling ana other processes of reasoning. In 
addition to habits and higher mental processes, 
response hierarchies making one cue response 
more available than another also contribute to 
the structure of personality (Ealdwin IS61, pp. 
126-127). 

In the process of educating, the teacher must heed 

to the stimuli he provides, the timing in so doing, and 

the responses evoked. Appropriate reinforcement of the 

desired response must be decided upon, as well as the 

directions in which student behavior modification is to 

proceed. In this manner the teacher can direct the 

development of derived needs and through the process of 

reinforcement, and thereby drive reduction, shape 

motivation and behavior. Through this conditioning 

process the student will gain desired habits and lose 

those which are undesired. 

The process of developing desired habits in the 

learner under general behaviorist theory may be occasioned 

through either classical or instrumental conditioning, 

and that of erasing the undesired through extinction. 



Classical conditioning is exemplified by Pavlov's 

experiments with dogs. Through this process he taught 

dogs to salivate at the ring of a bell. He did this 

through a process of stimulus substitution. Upon the 

presentation of food which evoked the response of 

salivation in his dogs, Pavlov rang a bell. After a 

number of repetitions, the dogs learned to salivate when 

the food was no longer present but was replaced by the 

ringing of the bell. In the process of classical 

conditioning, an unconditioned stimulus (the presentation 

of food) is replaced by a conditioned stimulus (the ring 

of a bell) as a means of evoking the response (salivation). 

The unconditioned response (salivation at the sight or 

smell of food) becomes in this manner a conditioned 

response (salivation at the ringing of a bell). 

The process of classical conditioning is one, 

thereby, through which a stimulus which will evoke an un

conditioned response is offered in conjunction with a new 

stimulus which normally would not evoke this response. 

The new stimulus becomes the conditioned stimulus, 

adequate to call forth the same response, now called the 

conditioned response. 

Instrumental conditioning, on the other hand, is 

based upon the concept of reward or reinforcement. The 

response comes first, either as the result of a 

stimulus or not, and is reinforced through the issuance 



of a reward. B. F. Skinner, for instance, in conditioning 

a .hen to make clockwise turns, rewards the hen with a 

pellet of grain each time she randomly turns to the right. 

After a number of reinforcements, the hen will make 

complete clockwise turns to the exclusion of other move

ments. The response that is made is instrumental in 

producing its reward which becomes a stimulus for further 

like responses and increases the likelihood that such 

responses will occur again. In this manner behavior is 

modified. 

If reinforcement is rescinded, after a period of 

time, the response will no longer occur. This process, 

called extinction,, is true of both classical and instru

mental conditioning. If the rewarding stimulus (food) is 

no longer presented at all in conjunction with bell ringing 

after a number of trials, the conditioned salivating 

response will be extinguished. In like manner, if the hen 

is no longer reinforced for the clockwise turn response, 

after repeated trials, this response will be extinguished, 

though generally the number of trials to accomplish 

extinction is greater than the number of trials needed for 

conditioning. 

After a response has been extinguished, even for 

a long period of time, it may recur, at least briefly. 

This phenomenon is known as spontaneous recovery. 
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If conditioned behavior is rewarded intermittently 

it will withstand extinction. As a matter of fact, if the 

same number of reinforcements are given intermittently as 

are given consecutively, the intermittently rewarded 

response will extinguish at a much slower rate. The 

teacher who wishes a certain behavior to persist without 

reinforcement must, then, reward that behavior inter

mittently for, if continual reward were proffered, the 

desired behavior would extinguish more rapidly in the 

absence of reinforcement. 

According to the general behaviorist view, an 

organism's style of conduct and motivations are dependent 

upon reinforcement of trial and error responses as one 

grows from childhood and beyond. Gratification of 

fundamental organic needs (hunger, thirst, sex, etc.) or 

functional or secondary needs (recognition, security, etc.) 

act as reinforcement for certain activities and thereby 

increase the likelihood that these activities will be 

repeated. Reinforcement based on the satisfaction of 

organic needs is called primary reinforcement, whereas 

reinforcers which have gained their reinforcement status 

through learning are regarded as secondary reinforcers. 

Contemporary proponents of general behaviorist 

theory (called neo-behaviorists) view education in this 

reinforcement-conditioning context. The recognized 

elements of conditioning, secondary conditioning, stimulus 



generalization, habit formation, and so forth, are 

assumed. It is also assumed that organic needs produce 

stimuli which are reduced upon gratification and this 

drive reduction reinforces learned responses to stimulus 

situations. Secondary drives may be developed and 

behavior modified in desired directions. Education is 

primarily behavior modification of a manipulatable 

organism. The teacher's task is to mold desired response 

patterns and bring behavior under stimulus control. To 

this end, the educator must attend to adequate reinforcing 

agents, appropriate cues for the direction of responses, 

and an efficient program of reinforcement. Programmed 

instruction in many forms, including the mechanical, such 

as teaching machines, may serve this end. 

General Behaviorist Theory and the 
Education of the Disadvantaged 

Sophie Bloom (19 63) views the application of the 

above detailed principles as valuable for the education of 

the disadvantaged. In her article, "Improving the 

Education of Culturally Deprived Children: Applying 

Learning Theory to Classroom Instruction," she proposes 

this application in the following manner: 

She states: "A cue is a stimulus, a part of the 

learning situation which leads the learner to respond in 

the desired direction and with the desired response 

(Bloom 1963, p. 484)." Due to the particular learning 
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disabilities characteristic to the disadvantaged, it is 

necessary to make these cues as clear as possible, explicit 

and easily understandable. They should be concrete and 

appeal to as many senses as is possible in order for the 

child to be able to comprehend and personally experience 

the cues. In this manner the likelihood that he will 

respond in the desired direction is enhanced. 

Since words are important cues and the disadvantaged 

child does not understand from 20 to 50 percent of the 

basic words used by his teachers, it is important that the 

•teacher pay special attention to using words which the 

child understands. Further, techniques should be employed 

to make cues in classroom activities "more salient, more 

concrete, more meaningful, and more consonant with the 

known cultural background of the children (Bloom 1963, 

p. 485) 

Among the techniques suggested are included: use 

of the opaque projector to increase the relative size of 

cues thereby making them more salient, identifying words 

with familiar objects or persons, making sure the children 

attend to the visual and auditory cues which are to be 

presented (With primary children this can be accomplished 

by a "Ready, Stop, Listen!" stimulus to which they are 

conditioned to respond, offering cues which provide for 

learning through as many sensory pathways as possible 

(visual, auditory, tactile, olfactory, and kinesthetic), 
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and utilizing cues which directly concern the child himself 

and relate to his experience. 

Equally as important as the cues offered which 

direct the responses made are the reinforcements of 

desired responses. Some guidelines suggested as important 

in securing reinforcement in learning situations include 

(Bloom 1963, p. 486): 

1. In the absence of reward as reinforcement, 
no learning takes place. A child who never feels 
success cannot learn. 

2. Reinforcement is necessary both for the 
learning and the maintenance of a habit. 

3. Mere repetition does not strengthen a habit. 
Repeating an action through drill, in the absence 
of reinforcement, may destroy learning. 

4. In the learning of a new culture, extinction 
of old responses must take place if the old 
responses are to be replaced by new. 

5. A response which is not reinforced becomes 
extinct. A response which is not practiced is 
forgotten. 

6. If learning is to take place, the response 
must occur before it can be reinforced. The most 
frequent danger in group instruction is the lack of 
opportunity for many of the children to participate. 

7. Reinforcement is most necessary at the 
beginning stage of learning. Success is essential 
at the beginning as a basis for motivating further 
learning. 

Reinforcement need not be tangible. The smile, 

the nod, the hand on the shoulder of the child during 

recitation, the acknowledgment of a response with the 



words, "That's right," "Good," "He got it right," and so 

forth, may each be adequate reinforcers. In short, 

teacher approval can be a strong reinforcer for the dis

advantaged child. A sense of recognition, approval of 

peers, feelings of adequacy and enjoyment of the learning 

are all forms of reward. Of course, tangible reinforcers 

can also be provided and should be as apparent to the 

other children as is possible. 

Socially approved behavior can be increased by 

reinforcement. Selection of a "Citizen of the Week" based 

upon previously arrived at qualifications and the posting 

of the pictures of the winner and runneer-ups each week 

reinforce desired behavior. Especially for the younger 

children, having a blackboard space which is used to 

enumerate good deeds by the children and kept in plain 

view and referred to in the presence of visitors is a 

highly adequate means for reinforcing socially approved 

behavior. 

In order to be sure that the child makes responses 

to be reinforced, classroom procedure should be so 

structured that the responses made are overt, are made as 

soon as possible after the stimulus has been given, and if 

the desired response is evoked, that it be rewarded 

promptly. As much physical participation as is practicable 

should be part of response patterns to cues given. 



Bloom concludes that awareness and attention to 

these procedures are essential in the instruction of 

disadvantaged children. 

The provision of cues which are salient and 
concrete, the ensuring of direct participation 
in the learning situation by every child, and 
the reinforcement of correct or desired 
responses will go far toward improving the 
instruction of those children whose success 
in school activities is crucial both to them 
and to our society (Bloom 1963, p. 489). 

General Behaviorist Theory; A Critical Review 

In contrast to the genetic determinist position, 

general behaviorist theory attempts parsimony. General 

behaviorist theory in education purports to limit 

assumptions to a minimum and, thereby, meet demands that 

the assumptions of a theory be fewest in number for 

adequacy. 

General behaviorists endeavor toward objectivity 

as an expressed purpose of their system. From their 

studies of behavior they attempt to predict future 

behavior and, in this manner, gradually enlarge the scope 

of the theory. Objective techniques are employed, for 

the most part, in both research and its interpretation. 

This theory is based upon the reinforcement 

theory of conditioning. To the extent that this context 

is maintained, "needs" and "motives" are viewed as derived 

from conditions to which the organism is subjected. The 



responses, elicited by stimuli, which are reinforced are 

learned. This simplicistic view of "needs" may be 

contrasted with the teleological view of the genetic 

determinists. The contradiction in systems breaks down, 

however, when general behaviorist theory is unable to 

explain certain phenomena within this context, whether it 

be due to inadequate tools for identification or a faulty 

set of criteria, and it becomes reductionistic to the 

extent of assuming "basic drives" which produce stimuli 

and, therefore, lend themselves to an explanation of 

certain behavior. 

The major primary needs or drives are so 
ubiquitous that they require little more than to 
be mentioned. They include the need for foods 
of various sorts (hunger) , the need for wetter 
(thirst), the need for air, the need to avoid 
tissue injury (pain), the need to maintain an 
optimal temperature, the need to defecate, the 
need to micturate, the need for rest (after 
protracted exertion), the need for sleep (after 
protracted wakefulness), and the need for activity 
(after protracted inaction). The drives concerned 
with the maintenance of the species are those 
which lead to sexual intercourse and the need 
presented by nest building and care of the young 
(Hull 1943, pp. 59-60). 

In these nebulae, general behaviorist theory 

resembles other less rigorous systems in method, if not 

in language. For the most part, however, the position 

attempts to maintain rigor, parsimony, and scientific 

objectivism. In so doing, general behaviorist explanation 

often resembles physiological constructs, which is, 



perhaps, unfortunate in a system purporting to be 

educational or psychological in nature, but which does 

place it near the opposite end of the theoretical pole in 

relation to more metaphysically oriented positions. 

If we eliminate the assumptions mentioned, we are 

left with a strict reinforcement theory of conditioning. 

Stimuli call forth responses which, when reinforced, 

become learned. A stimulus consistently associated with 

the reduction of a learned drive may gradually come to 

serve as a reinforcement, becoming a "secondary reward" 

and thereby extending the process by which further 

learning is achieved. Development of habit and the 

derivation of needs are explained in the conditioning 

context. In this sense the theory is purely mechanistic. 

As behavior is learned, and dependent upon the conditions 

under which it is learned, a maturational process is not 

considered, as is true with certain other systems which 

exhibit intricate patterns of behavior dependent upon 

maturational levels and stages. 

In the absence of uninvestigatable assumptions, 

the general behaviorist theory states that the child's 

learning and development are dependent upon the conditions 

to which he is subjected. To the extent that these 

conditions are observable, they are shareable, as are 

the outcomes of the organisms' subjection to these 

conditions. It must be noted, however, that general 



behaviorist theory does not always remain within this 

context. When assuming "basic drives," for instance, 

the position offers symbols lacking referential adequacy. 

Hull makes this assumption when he postulates unlearned 

stimulus-response connections: 

Organisms at birth possess a hierarchy of need-
terminating responses that are aroused under 
conditions of stimulation and drive. The 
responses activated by stimulation under 
conditions of need are not a random selection 
of the organisms' responses, but are those 
most likely to terminate the need (Hull, 
paraphrased in Hilgard 1956, p. 127). 

The assumptions made are offered as explanatory 

constructs, but do not provide shareable referents for 

investigation and, thereby, remain questionable in the 

formulation of a workable theory. Insofar as this occurs, 

we move outside the realm of scientific inquiry and into 

that of metaphysics. 

On the other hand, there remains a large portion 

of behaviorist theory which attempts to maintain 

referential adequacy to the extent of reducing the system 

to physiology. Responses are viewed physiologically, as 

muscle contractions for example. 

the equipment evolved for the execution 
of movement is comparatively without variety. It 
consists of only one type of organ—the muscle. 
There is plenty of variety in the behavior of 
organisms, but the variety arises mostly from 
the location and attachments of the several 
muscles and the permutations and combinations 
of their joint action rather than from their 



essential structure. From the point of view of 
behavioral adaptation, the characteristic 
function of muscle is contraction. By "contrac
tion" is meant longitudinal shortening which, 
of course, necessarily means transverse 
thickening (Hull 1943, p. 50). 

But, 

the error of materialism is that it confuses 
the dependence of biological, social, and psycho
logical phenomena with the unreality of such 
phenomena. To say they cannot exist unless 
physical conditions exist and that yet the latter 
may exist independently does not mean that they 
are "nothing but" physical. There cannot be 
thought without a brain, but from this truth the 
identity of the two does not follow .... To 
conclude from the fact that A may occur without 
B but that B occurs only in connection with A, 
that B is "nothing but" A or that B as such is 
"illusory" is to commit what has come to be known 
as the reductive fallacy: B is "reduced to" A 
(Randall and Buchler 1961, pp. 198-199). 

As this fallacy creeps into behavioristic 

conception, the scope of the theory is limited and becomes 

restricted. The possibilities for sufficient generali-

zability for dealing with what comes into the scope of 

education is diminished. An object of science is, of 

course, parsimony, but parsimony in deduction rather than 

induction, at least in the sense meant here of not 

limiting educational theory by using the methods and 

terminology of physiology. Precision is not gained by 

jumping discourses. This is the case because judgments 

concerning the modification of behavior are attributable 

to a particular universe of discourse. It is within a 

specific generic context or theoretical framework that 



method gains meaning. Inquiry is dependent upon the 

framework utilized for its direction and evaluation. When 

discourses are jumped, precision is lost, for the values 

inherent within the alternative frameworks are likely to 

be at least competing if not mutually contradictory. 

The warrant for a particular kind of judgment is imbedded 

in the universe of discourse utilized and is not trans

ferable to other contexts. A judgment made from one 

universe of discourse is applicable to that framework. 

The judgments made from alternative systems must, there

fore, be evaluated differently, as the frameworks 

utilized provide the criteria for assessment. The utili

zation of language from alternative universes of discourse 

without locating the referential properties involved is 

imprecise and vague. Verbalism rather than meaning is the 

result. 

The concept of the disadvantaged learner which 

emerges from the general behavioristic framework is that 

of an organism with reduced capacities to respond as a 

result of environmental deprivation. The educational 

strategy aimed at the correction of this deficit remains 

dependent upon the concepts, drive, cue, response, and 

reinforcement. The drives deemed "basic" within the 

behavioristic context are present but the deprivation 

undergone necessitates the utilization of concrete cues, 

ones which are within the experience of the disadvantaged 



child and with which he may become physically involved. 

The cues are chosen on the basis of their likelihood for 

eliciting desired responses with a minimum of intervening 

intermediate responses. The desired responses are 

rewarded promptly through the application of the appropri

ate reinforcing agents. Desired social and learning 

behavior is thereby conditioned. 

The success of behavior modification through 

conditioning procedures, especially at subhuman levels, 

has been rather conclusively established experimentally 

•and there is some evidence which indicates that it may 

be successful in modifying some forms of human behavior. 

There is some evidence that the so-called "brainwashing" 

techniques utilized in Korean POW camps were educational 

programs based at least partially on behaviorist 

principles. The success of these measures and the purity 

of technique utilized remains difficult to assess, how

ever. Reports of successful behavior modification within 

the therapeutic setting have occurred frequently. Schools 

using programmed instruction, teaching machines, and 

pedagogical techniques based on behavioristic principles 

have claimed that desired ends have been achieved in so 

doing, although these have most likely been only a part of 

the total curriculum. 

The question of whether general behaviorist 

theory can or does successfully modify the behavior of 



the disadvantaged learner is not so much at issue, however, 

as whether the general behavioristic strategy should be 

used for this purpose within the democratic context. An 

examination of the structure of the theory related to 

the task of directing programs for the development of 

citizens capable of responsible participation in "a 

democratic society leaves serious reservations in this 

regard. 

The concepts employed are simplicistic, whereas 

education as a normative process chooses among alternative 

means-endings on the basis of their consequences. If 

education is to be a normative endeavor, and, according to 

John L. Childs, "the term moral refers to both the ends and 

the means of this organized effort of the school to guide 

the process by which the young achieve the forms of their 

being, their thinking, and their doing" (Childs 1950, p. 5) 

and the basic value in the democratic way of life is the 

method of intelligence (Hook 1940, p. 295), the ultimate 

commitment of the school in a democracy must be the 

fostering of this method by which democracy survives and 

grows. It follows, then, that a means of evaluating an 

educational strategy for the disadvantaged learner on the 

basis of its consequences concerning the adequacy of that 

strategy to the task of directing a program for the devel

opment of citizens capable of responsible participation 



in a democratic society would be the capacity of that 

strategy for the production of intelligence. 

Dewey has said: 

Intelligence is critical method applied to goods 
of belief, appreciation and conduct, so as to 
construct freer and more secure goods, turning 
assent and assertion into free communication 
of shareable meanings, turning feeling into 
ordered and liberal sense, turning reaction 
into response (Dewey in Ratner (ed.) 1939, 
p. 273) . . . 

Nathaniel Champlin concludes that, 

for Dewey intelligence is a procedure, activity 
or function rather than some thing located 
inside some other thing. .It is behavior which 
is directed by purposes, ends, or goals 
(Champlin 1960, p. 34). 

In no sense does behavioristically oriented teach-
I 

ing lead to this conception of intelligence. It is anti

thetical to same. The purposes, ends, or goals of the 

process are in no manner a function of the disadvantaged 

learner. His goals are structured for him with no 

participation on his part. In fact the learning strategy 

for the disadvantaged child proposed by Bloom lends itself 

more readily to totalitarian or aristocratic systems than 

to the democratic framework. What is "socially approved 

behavior" and what criteria are involved in the selection 

of a "citizen of the week" are dependent upon values, the 

formation of which are beyond the participation of the 

students. The decision-making process is not part of the 

curriculum; rather the disadvantaged child is a passive 
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organism subject to the pedagogical whims of "the 

establishment." In no way does the child actively parti

cipate in the judgments made which affect the governing 

of his life at any level. When this is the case, is there 

any reason to suspect that the child will not be 

indifferent about the decision-making process? 

Reinforcing agents are a major concern in the 

behavioristic conception of education for the disadvantaged 

as a means of rewarding "desired" behavior. "Desired" 

behavior is a function of the dictates of the teachers 

and administrators. Choices among alternative courses of 

action are outside the realm of the students who are 

passive receptors of cues to which they may respond, the 

"acceptable" response being rewarded. Is there room for 

the creative, the innovative in this pattern? Not if it 

falls outside the context of "desired" or "socially 

approved" behavior. The stagnation of the "learning" 

strategy is appalling when viewed in this light. The out

comes of this strategy may indeed be the production of an 

excellent "well disciplined" army, one that responds 

promptly to whatever command, or a body of consumers of 

which advertising managers dream who, upon the appropriate 

cue, respond in the desired fashion; but is this the 

citizenry upon which a growing, vital, free, open, 

democratic society is built, or are they the dry rot of 

its decay? 



When the learning strategy is built upon the 

framework that says reinforcement means reward for 

response, does "learning" accrue any meaning? Dewey 

states: "Rewards . . . are at best artificial aims to 

strive for; they accustom children to expect to get some

thing besides the value of the product for work they do 

(Dewey and Dewey 1915, p. 297)." 

In a very real sense the disadvantaged learner, 

when undergoing an educational program so structured, is 

enslaved by the system, a pawn in the hands of the 

decision makers. He is not free to nor taught to parti

cipate in the judgments concerning the controls to which 

he is subjected. To the degree that this procedure is 

enforced, the disadvantaged student's status as a non-

parti-cipating member of a social structure stacked 

against him is sustained. If, after Hook, "the effective 

working of a democracy demands the presence of . . . the 

active participation of the governed in the process of 

government (1940, p. 287). . . .," where does the dis

advantaged child get this opportunity? 

In the behavioristic system for the education of 

the disadvantaged experience is programmed and carefully 

monitored to the exclusion of independent exercise on 

the part of the learner. If, however, an open, free 

society in which these children may become full-fledged 

members is to become a reality, they must come to possess 



a freedom of mind enabling them to. take independent and 

responsible action in the development of the democratic 

system itself. Dewey (1910, pp. 64-77) states: 

Freedom of mind means mental power capable of 
independent exercise, emancipated from the 
leading strings of others, not mere unhindered 
external operation .... Genuine freedom 
. . . is intellectual, it rests in the trained 
power of thought, in ability to "turn things 
over," to look at matters deliberately, to judge 
whether the amount and kind of evidence requisite 
for decision is at hand, and if not, to tell 
where and how, to seek such evidence. If a man's 
actions are not guided by thoughtful conclusions, 
then they are guided by inconsiderate impulse, 
unbalanced appetite, caprice, or the circumstances 
of the moment. To cultivate unhindered, un-
reflective external activity is to foster 
enslavement, for it leaves the person at the 
mercy of appetite, sense, and circumstance. 

And importantly: 

Children in school must be allowed freedom so 
that they will know what its use means when they 
become the controlling body, and they must be 
allowed to develop active qualities of initiative, 
independence, and resourcefulness, before the 
abuses and failures of democracy will disappear 
(Dewey and Dewey 1915, p. 298). 

It is submitted that due to the absence of the 

sort of freedom to which Dewey alludes, the behavioristic 

system presented fails to train the "power of thought," 

but rather is more likely to produce an automaton at the 

mercy of whim, appetite, sense, and circumstance. When 

the factors of control are no longer present, when the 

disadvantaged learner is set loose outside of the 

programmed conditioning process and enters a naturalistic 



setting, his educational background ill prepares him for 

responsible participation in the democratic process. A 

democracy which depends more than any other form, of 

government upon an intellectually disciplined and en

lightened citizenry for its life and growth is the 

loser, if educational programs for the express purpose of 

removing disadvantaged members of its society from the 

ranks of those unable to participate in the life of the 

culture, instead of so doing, reinforce the inferiority 

upon which the classification "disadvantaged" rests. 

The person emerging from an educational program 

so structured has little opportunity for the development 

of a method by which he may choose responsibly among 

alternative courses of action, the method of intelligence, 

of critical scientific inquiry. The behavioristic 

learning strategy is not structured to the end of 

producing the intellectually disciplined person. 

The intellectually disciplined person . . . may 
be defined ... as one who has the habit of 
formulating problems on the one side, seizing 
upon the salient points . . . and then on the 
other side of attacking intelligently all the 
available material to fit the facts, statements, 
and so on, which are relevant to the problem 
(Dewey 1899, in Archambault (ed.) 1966b, p. 366). 

The behavioristic framework reviewed, then, must 

be rejected as an educational theory concerning the 

instruction of the disadvantaged inadequate to the task of 



directing programs for the development of citizens capable 

of responsible participation in a democratic society. 

Eclectic Interactionism 

There are a number' of positions evidenced in the 

research on the many aspects of "cultural deprivation" and 

in proposals which, though encompassing some of the 

principles of a number of the systems for education of the 

disadvantaged summarized, cannot be legitimately subsumed 

within any one of these but have certain elements in 

common and thereby share a similar research orientation 

and manner of looking at the problem. This eclectic 

position is characteristic of the majority of the 

published literature on the topic and may be termed 

eclectic interactionism. 

The element common to these positions lies in the 

general precept that behavior is a function of the inter

action of organism and environment (Sells 1963). An indi

vidual grows from a biological newborn to a biosocial 

adult through this process of interaction. Although this 

element is common to interactionist positions, there is 

diversity of opinion regarding the relative impact of the 

organic as opposed to the social in this process. To 

generalize and oversimplify, however, it may be said that 

the biological organism interacts with enculturated 

persons, most immediately his parents and siblings 
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(biosocial organisms), which begins the process of bio-

socializing the infant. Further, interaction with other 

social agents, members and institutions of society, 

furthers this process. In this manner the person incorpo

rates a system of meanings, and an emergent personality 

results (Spiro 1951) . 

On the one hand, some interactionists feel that 

the biological organism sets very definite limits upon 

the outcomes of this interaction, while on the other, in 

which the social aspects of human life are considered 

pivotal, the biological factors are perceived as 

important in the individual's growth only insofar as 

others react to them, for, in this manner does the 

growing person build his attitudes and expectations. This 

latter position holds that the growth and learning of 

biologically well-favored as well as ill-favored individuals 

depends upon the significance of the individual's biology 

in relation to the social atmosphere with which he 

interacts. 

Interactionists therefore regard the social 

environment for learning, race, and social class as they 

affect a person's ability to learn, and the social context 

of language and cognitive factors as areas of prime concern 



for education. The latter area is referred to by Norman 

Cameron (1947, p. 45) when he states: 

A child's formal schooling waits upon his 
acquisition of adequate conventional language 
behavior, since language and its derivatives are 
the chief instruments for molding him into 
conformity with his culture. In the typical 
American classroom situation, a child begins many 
years of a kind of training that has this unique 
quality: That it is more or less divorced from 
any immediate usefulness, indeed from any immediate 
possibility of application. He learns things out 
of their context, about people who are dead, about 
functions he rarely thinks of performing himself, 
and places he never expects to see. He is 
initiated into the cabalistic mysteries of the 
symbolic arts .... Under the social pressures 
of classroom and home, he builds up a background, 
mostly verbal and pictorial, for his adult life in 
the community. Through the childhood and 
adolescent years he slowly acquires vast, con
glomerate systems of substitutive behavior in these 
terms. If, as an adult, he develops a behavior 
disorder these symbolic systems are sure to enter 
into and complicate its symptomatology and some
times to influence its course and outcome. 

Eclectic interactionism also holds that develop

ment proceeds in stages. The developmental framework most 

often alluded to, though not exclusively, is that of Piaget 

In essence, the eclectic interactionist position 

attempts to select the best principles from a variety of 

systems consonant with the view that behavior is a function 

of the interaction of an organism with its environment, 

thereby maintaining a breadth of scope which does not limit 

the study of behavior to a single direction but, rather, 

attacks the problem from a number of angles. 



Eclectic Interactionism and the Education 
of the Disadvantaged 

For the most part the general eclectic inter-

actionist stand has been utilized in a variety of de

scriptive and experimental research procedures concerning 

the disadvantaged child. Research pertaining to the 

disadvantaged child with theoretical foundations in the 

eclectic interactionist position has included studies of 

language, concept development, perceptual habits, academic 

habits, juvenile delinquency, emotional development, 

intellectual development, environmental influence, and the 

teaching-learning process. This research has left us with 

a storehouse of descriptive material on the disadvantaged 

learner. For the most part, however, prescriptive material 

and attempts at developing models of education for the 

disadvantaged have been limited to but a few theorists. 

Martin Deutsch and his associates at the Institute 

for Developmental Studies at New York University have 

conducted a large amount of this research and have 

developed principles of early childhood enrichment based 

upon their findings. He and his wife, Cynthia P. Deutsch, 

outline the theoretical framework and assumptions for 

their studies in their book, The Disadvantaged Child 

(Deutsch and Associates 1967, pp. 379-387) as follows: 

They assume the central place of environment as a 

determinant factor in the development of cognitive skills 



and the functional use of intellectual capabilities, with 

biological factors most influential at the highest and 

lowest levels of intellectual functioning. This develop

ment is "a result of either the interaction between the 

neural substrate and the environmental stimuli, or as a 

result of the impact of the external stimuli on the 

neural substrate (Deutsch and Associates 1967, p. 380)." 

The amount of influence environment exerts on 

particular functions is relative to the developmental 

stage of the given function, the optimal time for 

greatest influence being the period of most rapid growth 

and consolidation of the neural substrate which subsumes 

the particular function or soon thereafter. Further, 

"the kinds of stimuli which influence development in one 

area may not do so—or may do so to a lesser degree—in 

another area (Deutsch and Associates 1967, p. 380)." 

The lower class environment affords fewer, less 

well timed, or less adequate stimuli than do middle or 

upper class environments for optimum cognitive stimulation. 

The stages of development follow a consistent 

order. Those offered by Piaget seem most promising but 

more research is needed in this area. Nonetheless, it is 

assumed that certain abilities are basic to the develop

ment of others. 
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Further assumptions pertaining to the education of 

the disadvantaged, based on these prescripts, include 

that the conduct of this education is dependent upon 

the identification of the stimulation lacks in 
the environment; the diagnosis of the areas of 
retardation in cognitive development of the 
children, the prescription of particular stimuli' 
strategies, and techniques for their presentation 
in order to accelerate the development of the 
retarded functions, and the evaluations of the 
efficiency of the techniques used (Deutsch and 
Associates 1967, p. 381). 

To identify stimulation lacks in the environment 

of the disadvantaged child studies of the slum environ

ment, family structure, child-rearing practices, and home 

atmosphere should be conducted concurrent with the 

diagnosis of verbal and intellectual abilities of the 

children. 

Since there is heterogeneity of stimulation lacks 

and abilities within a social class, diagnostic tools for 

analyses of areas of retardation in particular children and 

in groups of children should also be employed. Standardized 

I.Q. tests, the Illinois Test of Psycholinguistic Abilities, 

Piagetian techniques, the Kendler and Osier concept-

formation paradigms, the Continuous Performance Test, the 

Wepmen Test of Auditory Discrimination, and the like may 

be employed for this purpose. 

The following step, after identification of the 

functions retarded, is curriculum formation. Enrichment 



should include experiences consonant with the child's 

level of development, cognitive organization, and 

knowledge. Consideration of the body of theory and 

evidence on generalization of response and transfer of 

training should be heeded in providing experiences and 

stimuli appropriate to the level of generality of the 

skill to be stimulated and developed. In order for the 

experiences provided to be meaningful, furthermore, they 

must be structured and labeled in terms of the child's 

prior experience and understanding with the aspects 

relevant for the knowledge to be conveyed or the function 

stimulated pointed up. 

The learning environment 

would include sensorimotor stimulation, 
opportunities for making perceptual descrimi-
nations, interacting with a verbally adequate 
adult, receiving some individual attention, 
linking words and objects and meaningfully 
relating them in stories or to varying experiential 
contexts, being assisted in experiencing positive 
self-identifications, being encouraged toward task 
perseverance, and being helped to receive both 
tangible and verbal rewards for relatively competent 
performance. Such an environment includes 
stimulation which would be demanding of responses 
consistent with achieved developmental capabilities, 
and which would have sufficient and continual 
feedback from adults (Deutsch and Associates 1967, 
pp. 384-385) . 

Evaluation of the effects of curriculum techniques 

can proceed through the use of achievement measures, 

retesting on particular experimental procedures, analyses 

of skill interaction patterns, and further long term 
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assessment over a period of years. Restandardization of 

old tests on the disadvantaged population should undergo 

experimentation. 

Results stemming from the application of such 

procedures indicate that I.Q., achievement levels, and 

various verbal functions can be enhanced, but that 

increases in content do not necessarily indicate improve

ment in the more abstract and conceptual functions. 

J. McVicker Hunt (1961; 1964a; 1964b) has written 

extensively on intellectual development of children from 

an interactionist view and has also applied his view to 

the education of the disadvantaged. He too is influenced 

by the concept of stages in intellectual development as 

promulgated by Piaget. Piaget's concept that language 

skill is dependent upon the development of central processes 

representing objects and events through several experiences 

with those objects and events leads Hunt to conclude that 

an enrichment program for the disadvantaged youngster must 

include opportunities for encountering a wide variety of 

objects and circumstances as well as opportunities for 

imitating a wide variety of models of action and motor 

language. He suggests, however, that the materials and 

models prescribed for this purpose should match with what 

the child already has in his storage and to this end 

recommends a re-examination of the methods of Maria 

Montessori which are based upon intrinsic motivation (the 



spontaneous interest of children in learning), fostering 

that interest, the training of sensory processes, free 

exploration of that which is of interest to the child and 

which thereby matches his stage of development, and 

grouping across age lines (She grouped three to six year 

olds together.) which provides a wide variety of models 

for imitation. 

Most interactionists agree that educating the 

disadvantaged child is a challenge which must be met and 

concur with Frank Reissman when he states that to this 

end, "We should remodel the school to suit [their] styles 

and meet their needs (Reissman 1963, p. 7)." 

The Experience Expansion Technique 

Resting upon an interactionist framework and 

grounded in the belief that environment is the prime 

formulator of behavior, the experience expansion technique 

for educating the disadvantaged is a position utilized by 

a large number of educational programs. Experience 

expansion as an educational strategy for the remediation 

of cultural disadvantage is basic to many "head start" 

type programs, especially those which are of limited 

duration, whether it be for a summer or a somewhat longer 

time period. This approach is also utilized as a means 

of enrichment by the public schools. 



The essential difference, it is felt, between 

children from the lower socio-economic strata and their 

more fortunate counterparts lies in the experiential lacks 

of the lower class children. The environment of social 

and economic deprivation does not provide the experiences 

necessary for these children to compete on equal footing 

with their more advantaged classmates. Upon entering 

school they are already academically retarded, often two 

or more years behind those of higher socio-economic class 

backgrounds. If, however, it is possible to intervene as 

early in the child's life as is feasible and provide the 

experiences which the child of the ghetto or of the rural 

poor lacks, this profile of deprivation may be reversed. 

By extending the range of the disadvantaged child's 

experiences, by enriching his life with trips, toys, films, 

objects of all sorts, and adequate adult models, all of 

which are certainly lacking in any profusion, if present 

at all, in his own surroundings, the debilitating effects 

of his substandard environment may be overcome. 

Proponents of the experience expansion position 

feel that richness of resources is central to learning 

(Frazier 1964, p. 525). 

They need all kinds of encounters with the 
unfamiliar. If they're city children, they need 
to be taken to the country to see where milk 
comes from and how fields are plowed. If they 
live in the country, they should be taken to the 
city to ride up and down on an escalator or visit 



the zoo and feed peanuts to the monkeys. At school, 
the environment may be deliberately enriched for 
these children. Books of all kinds; pictures, 
films, and film strips; persons who can serve as 
resources and perhaps as models; a great range of 
concrete materials for manipulation—variety and 
abundance in all of these are to be valued 
(Frazier 1964, p. 524). 

Trips to the post office, fire department, train 

station, dairy, a bottling plant, or potato chip factory, 

or simply a walk through town or country can open up 

untold worlds to these children. Books, magazines, 

pictures, audio-visual materials and other instructional 

materials and resources will also provide enriching 

experiences. This is not only true in an academic sense 

for "classroom experiences, together with instructional 

materials and resources, have a significant bearing on 

the ego-development and self-concept of the student, 

affecting his motivation and attitudes (Passow 1967, 

p. 101)." 

In sum, deprivation is a consequence of an 

environmental vapidity, an object world vacuity, and may 

be reversed by replacing for this dearth of experiential 

opportunity an educational environment enriched by the 

objects of experience theretofore lacking. 

Eclectic Interactionism: A Critical Review 

The eclectic interactionist position attempts to 

borrow the "best" from a variety of systems, and, thereby, 



garner a view of the education of the disadvantaged child 

in broad social perspectives. . Some statements which 

indicate this eclectic disposition are as follows: 

Possibly most important would be the greater 
utilization by educators in both curriculum 
development and teacher training of the new and 
enormous knowledge, techniques, and researches 
in the social and behavioral sciences. Similarly, 
social and behavioral scientists have in the 
school a wonderful laboratory to study the 
interpenetration and interaction of fundamental 
social, cognitive, psychological and develop
mental processes (Deutsch and Associates 1967, 
pp. 56-57). 

Just as medicine is the application of physiology, 
biochemistry, and similar sciences to human 
problems, so too could education be the applica
tion of the human sciences. As medicine 
discovers principles and laws that are continually 
being circulated back to its basic sciences, so 
could education not only evaluate and validate 
the principles which it derives from the human 
sciences, but also could lead toward the genesis 
of methods of influencing and accelerating 
individual growth (Deutsch and Associates 1967, 
p. 61) . 

. . . . there is an important role here for the 
social scientist and particularly the social 
psychologist and the cultural anthropologist, who 
could study extensively the dynamic relationships 
between environmental and social circumstances 
and personality and intellectual performance 
(Deutsch and Associates 1967, p. 131). 

Here is where it is necessary for specialists in 
disciplines such as anthropology, sociology, and 
social psychology to be actively involved in 
evaluating and guiding this process. These 
specialists can not only help to devise specific 
methods and techniques, but they can give inservice 
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training to teachers and administrators aimed at 
helping them to understand the problems of 
sociocultural dissonance (Deutsch and Associates 
1967, p. 286). 

In this attempt at eclectic breadth the weaknesses 

of the other systems are carried in smorgasbord fashion to 

the eclectic position. Furthermore, continuity is lost, 

as discourses and methodological procedures are not 

additive. To base an educational program upon this 

amalgamation is, in fact, disastrous for the practices 

employed emanate from alternative discourses often 

utilizing competing methodologies and coming to mutually 

contradictory conclusions. 
( 

Saunders comments upon the distinctive nature of 

competing categories, and, thereby, the fallacy of 

eclecticism when he states: 

While categories determine in some major sense 
which conclusions are possible when used in 
inquiry, it is equally the case that the 
epistemic claims of the competing systematic 
formulations direct the possible meanings which 
can emerge from the diverse treatment of the 
categories, i.e., "private mental states" could 
not emerge from a behavioristic category of 
"mind" (Saunders 1963, p. 55). 

The eclectic interactionist mixes categories. In 

so-doing, the result becomes confusion rather than breadth 

of scope. It becomes evident in reviewing the alternative 

theoretical bases for the education of the disadvantaged 

that they provide essentially different ways of 

conceptualizing the problem. The ontological commitment 



inherent in a position which purports to borrow from 

different categories is, thus, to a view of the dis

advantaged child as composed of "parts," each of which 

may be viewed from a particular discourse and then 

added to get the "total picture." Education to meet the 

"needs" of this child becomes an attack upon each of 

these "parts" in order to bring each up to par. The 

problems with this concept are akin to the ones to 

which Gallie alludes in the following statement: 

All our previous talk of alternative world-
pictures has been a sheer mistake. The different 
sciences, it may be said, do not make up or in 
any way contribute to—still less do they 
presuppose—a total world-picture. The only 
proper description of a given science is in terms 
of its characteristic experiments and theorems; 
these represent the systematic development of 
certain lines of human interest which are, 
essentially, as selective as the simplest of our 
perceptions and reactions. Consequently it is 
impossible as it were to add the results of some 
branch of physics to those of some branch of 
biology—or a fortiori to those of some branch 
of economics or sociology: the different items 
just won't add up. Moreover, the same argument 
goes to show that no total world-picture or 
picture of reality can underlie, or be pre
supposed by the discoveries of the different 
sciences. Quite apart from the fact that we 
could no more devise or use a picture of reality 
as a whole, the very idea of such a picture rests 
on an initial misapprehension; viz. that the 
different sciences provide us with pictures of 
different parts of reality. What they in fact 
do (the present objection maintains) is to give 
us the power to predict in different ways suited 
to fundamentally different types of situation: 
i.e. the different sciences are their respective 
experiments and theorems. Vague talk of alternative 
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world-pictures springs from a failure to recognize 
this fact and succeeds only in obscuring it 
(Gallie 1952, pp. 235-236). 

In the case of the eclectic interactionist position 

f-no clarity is gained through amalgamation as referential 

adequacy is lost in the process. Referents are not 

established when terms and interpretants are "borrowed" 

from a variety of discourses without explicitly formu

lating principles of inclusion. Rather, a logical 

generic fallacy results. As a framework for research or 

educational procedure the eclectic interactionist system 

does not appear to offer adequate means of symbolic 

control due to the fallacies which dominate the position. 

Guidelines become vague at best as means of verification 

of findings and procedures are bereft of symbolic, 

systematic direction when ends cannot be symbolically 

framed in terms of their means due to the very nature of 

the system utilized. The confusion of categories, the 

generic fallacy, and the loss of referential adequacy 

render the language of the eclectic interactionist 

position meaningless and, in so doing, blocks possibilities 

for adequate means of control and direction of means-ends 

connections. The outcomes of a research or, in particular, 

an educational program, so based, are, thereby, beyond 

the adequate management of those attempting direction of 

the procedure. 



The concept of the disadvantaged child which 

emerges from the eclectic interactionist position is 

that of an individual with depressed verbal and intel

lectual abilities as a result of stimulation lacks in the 

slum environment, family situation, child-rearing 

practices, and the general home atmosphere to whi-ch the 

child is subjected. This view leads to the efficacy of 

a variety of studies emphasizing each of these areas as 

a means of "identifying" these stimulation lacks. 

This encompasses such molar data as the 
traditional information on the social structure 
of the family, communication, economic 
circumstances, the educational histories of 
the family members, their child-rearing 
practices, dominance-passivity patterns, sex 
role determinations, and the like. The 
attempt also has been made to analyze the 
activity structure of the home, the quality 
of interaction between adults and children, 
and the whole matrix of behavioral expecta
tions, in terms of both immediate behavior 
and long-range educational and general goal 
aspirations (Deutsch 1965, p. 79). 

One of the problems with such a view is that, in that the 

theoretical framework purporting to direct studies of 

the problem is so vague as to be practically meaningless 

as a means of adequate control, the value biases which 

direct the procedures are smuggled aboard and may even 

be beyond the awareness of the investigators. The 

criteria for "stimulation lacks" then become a subjective 

function of the individual investigator rather than a 

product of an objective, open, and testable science. 
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The problem of unstated value bias, or unawareness 

of same, is compounded by the utilization of diagnostic 

instruments in smorgasbord fashion which stem from a 

variety of competing frameworks. 

Let us proceed to the diagnosis of the areas of 
retardation in particular children and in groups 
of children. This diagnosis involves application 
of a number of techniques, more or less well 
suited to the purpose, and broad-scale normative 
studies of cognitive abilities of children at 
various ages. Standardized tests have been used 
largely for holistic measures such as I.Q., 
though use has also been made of subtest pattern
ing on such tests as the Illinois Test of 
Psycholinguistic Abilities. Specific measures 
of particular functions have also been 
employed Among the measures used in 
this category are modifications of some of 
Piaget's techniques, the Kendler and Osier 
concept-formation paradigms, the Continuous 
Performance Test, The Wepman Test of Auditory 
Discrimenation and some specially constructed 
auditory discrimnation measures, and the like 
(Deutsch and Associates 1967). 

No consistent or coherent diagnostic picture is drawn 

through the use of I.Q. and psycholinguistic tests 

stemming from a genetic determinist position, tests of 

cognitive ability based in Piagetian concepts, and others 

from other theoretical bases, for the results, in the 

manner previously discussed, are not additive. No 

"total diagnostic picture" is forthcoming from such 

procedures. 

If eclectic investigatory and diagnostic procedures 

for the evaluation of the disadvantaged are inadequate, so 

is an eclectic educational strategy for his modification. 
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The inability to control categorization in no manner 

enhances an educational procedure which cannot adequately 

control or direct systematically the outcomes of the 

process. Eclectic educational procedures belie adequate 

control because the means of control, a systematic, 

referentially adequate symbolic structure, of mea-ns-ends 

connections, is not present. Ends become accidental 

rather than directed, forged, or molded. A curriculum 

formulated upon such procedures will necessarily be broad 

in scope. The shotgun approach utilized may lead to 

hoped for consequences in some cases but a lot of shot 

will be wasted in the process, while procedures, and 

their outcomes, remain vague as eclecticism and precision 

are not handmaidens. 

The evaluatory process promulgated by eclectic 

interactionists carries with it the pitfalls of the 

diagnostic strategy and is further clouded by the 

possibility that, in teaching for a test, no real progress 

is made except for the possibility for an increase in 

score on that test. This has been borne out in research 

which indicates that, though test scores may rise, the 

more abstract and conceptual functions are not necessarily 

enhanced (Deutsch and Associates 1967, p. 386). 

Although the strategies involved in the education 

of the disadvantaged learner from an eclectic inter-

actionist position are diverse, there is essential 
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agreement with Reissman that "we should remodel the 

school to suit [their] styles and meet their needs 

(Reissman 1963, p. 7)." It is assumed that they are not 

implying that the school should become "disadvantaged" 

also. For, does the school meet "needs" or does it, in 

fact, construct them? Is it not fallacious to talk about 

meeting the "needs" of the "culturally deprived" as 

though they were inherent in the nature of the child? As 

Nathaniel L. Champlin puts it: "We smuggle in a philosophic 

outlook or we bootleg a value theory when we impute wants, 

needs, drives, inherent potentialities of innate 

faculties to . . . behavior (Champlin 1956, p. 470)." 

This is certainly true if we think of a "need" as an end 

product of a means-end formulation within a value frame

work, for the framework which is utilized will direct 

the means employed or employable thereby formulating, 

molding, and forging the outcome of the means-ends 

operation. It is therefore evident that a "need" gains 

meaning only insofar as it is recognized as a dependent 

variable, an outcome dependent upon certain kinds of 

manipulations directed by theory. The theory utilized 

is the pattern through which a "need" may be discerned. 

Theories are man made, therefore "needs" are man made. 

Rather than concern ourselves with antecedent potenti

alities when the operation is of prime concern, the 

educator should develop a framework from which the 
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educational "needs" of the disadvantaged may be discerned 

and values articulated in contrast. This framework may 

then serve as a guide for educational programs for the 

disadvantaged. The educational concern, thus directed, 

becomes modification of those so designated. The 

diagnosis and the direction modification takes are 

dependent upon our conception of the educational meaning 

of "disadvantaged" however. This conception then 

provides the framework from which we may discern the 

"needs" of those so designated. 

Since from the standpoint of those doing the 

valuing the disadvantaged are limited experientially, 

many educators see this as central to the problem. They 

therefore espouse the expansion of the child's experiences 

as a means for reversing the profile of deprivation. 

This experience expansion technique is central to many 

educational programs framed in interactionist terms. 

Certainly the child of poverty has experiences 

which are quite different from those of his middle class 

counterpart, and in many cases is deprived of the range 

of childhood experiences which are considered "run of the 

mill" by middle class standards. A case in point would 

be the experience of a Project Head Start employee who, 

after taking a group of five and six-year-olds on a field 

trip, stopped at the local drugstore to purchase icecream 

cones for the youngsters. One little boy who was to enter 
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the first grade the following month had to be told quite lit

erally what to do with the cone. This was beyond his realm 

of experience (Project Head Start, Silver City, New Mexico). 

Do we, however, by merely broadening the child's 

experiences effect a meaningful change in that individual, 

a change that might facilitate an escape from this 

category? Do we educate? 

If, as George H. Mead (1917, p. 196) has stated, 

"our perceptual world is always more crowded and confused 

than the ideal contents by which the reality of its 

meaning is to be tested," when does an experience accrue 

meaning? . Is the problem simply to broaden the experiences 

of the disadvantaged learner or to provide for meaning in 

experience? For, 

experiences may be so disconnected from one 
another that, while each is agreeable or even 
exciting in itself, they are not linked 
cumulatively to one another. Energy is then 
dissipated and a person becomes scatterbrained. 
Each experience may be lively, vivid, and 
"interesting" and yet their disconnectedness 
may artificially generate dispersive, disinte
grated, centrifugal habits. The consequences 
of formation of such habits is inability to 
control future experiences (Dewey in Ratner (ed.) 
1939, p. 14). 

The disadvantaged child has had "experiences" but, 

as Dewey states, feels unable to control future experiences. 

Will the educator change this profile by offering more 

object-experiences, or should he be concerned with the 

quality of experience which is proffered? And if we are 



to be concerned with a qualitative educational experience 

for those deemed deprived in this area, how is one 

produced? 

Sidney Hook indicates that a valid educational 

experience is one "to which an individual reacts with an 

informed awareness of the problems and challenge of his 

environment (Hook in Archambault (ed.) 1966a, p. 132)," 

for in this way a power to control is achieved. 

Justus Buchler also implies that the concept of 

control is central to meaningful experience and adds 

that a particular sort of involvement is necessary for 

control to be possible. "Experience is an order and a 

movement, the movement providing elasticity to the order 

and the order providing substance to the movement. The 

order comprises an organism uniquely interrelated with a 

mass of complexes (Buchler 1955, p. 157)." 

In order for the disadvantaged individual to 

accrue educational benefit from his "experiences" it 

follows that he must become involved in them and feel able 

to control them. However, in order for involvement and 

control to be possible, mediation of a certain type is 

necessary. If mediation is to be possible, the indi

vidual's perspective must be so structured that the 

experience may be rendered meaningful by him. Studies of 

the disadvantaged suggest that this ability to mediate 

experience may be lacking as it is indicated that the 



disadvantaged person is a product of experience of a 

certain limited type who does not feel that he may direct 

the course of subsequent experience to his own ends. An 

individual so structured has internalized a value pattern 

and displays a perceptual set which does not allow for 

the reorganization and reconstruction of experience.' 

Therefore, by merely providing more experiences for the 

disadvantaged child without equipping him for the 

mediation of these experiences, the educator, in effect, 

offers unreachable goals and produces a rather hopeless 

kind of frustration. He structures a conflict situation 

but supplies no means for the dissolution of this 

conflict. 

If education is "that reconstruction or reorgani

zation of experience which adds to the meaning of 

experience, and which increases ability to direct the 

course of subsequent experience (Dewey 1916, pp. 89-90)," 

we reciprocally reinforce academic inferiority in this 

situation. The educator does not educate and the 

disadvantaged child becomes more convinced of his 

inability to learn. Although his "experiences" may be 

broadened, his ability to gain meaning from experience 

is stunted because he lacks a method for perceiving the 

connections between the activity he has undergone and 

its results. 
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An experience has pattern and structure because 
it is not just doing and undergoing in alter
nation, but consists of them in relationship 
. . . . The action and its consequences must be 
joined in perception. This relationship is what 
gives meaning; to grasp it is the objective of 
all intelligence (Dewey 1934, p. 44). 

To have the ability to perceive the connections, 

the relationships in experience, to be aware of alterna

tives and capable of judging among them, to be able to 

become involved in situations and feel capable of control 

over his environment, that he may in some meaningful 

sense direct the outcomes of his experience, are the 

characteristics which the individual should display 

before he will be capable of accruing meaning from 

experience. The educator must then find the means by 

which this may be made possible if he is to effect a 

modification of the disadvantaged child which will afford 

him the opportunity to escape this category. 

If it is the question of the meaning in experience 

rather than the breadth of experience to which we must 

direct ourselves, the theoretical framework from which we 

proceed must deal primarily with the process of mediation 

employed by the individual designated as disadvantaged, 

how this process differs from those not so designated, and 

the manner in which modification to the desired process 

may be effected. The criteria for diagnosis of the dis

advantaged learning style should emerge in the process. 

The "needs" of the disadvantaged child may then be 
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discerned depending upon the manner in which his learning 

style differs from the valuing style. The consequences 

of the child's deprivation may be judged and appropriate 

measures of modification taken in an effort to meet the 

"needs" of the disadvantaged child as we construct them. 

The possibilities for democratic outcome^ as a 

consequence of eclectic interactionist and experience 

expansion procedures appear to be haphazard at best. No 

systematic direction is made in this regard, although the 

value biases which may intrude may be designed in an 
/ 

attempt to "make" the disadvantaged learner "middle class" 

at least to the extent that the administrators of the 

educational endeavor "have" "middle class values." To 

the end that educational theory concerning the instruction 

of the disadvantaged be adequate to the task of directing 

programs for the development of citizens capable of 

responsible participation in a democratic society, however, 

a systematic and directed effort must be put forth in 

this regard. There is no evidence to indicate that 

eclectic interactionism or experience expansion could 

direct such an effort. Their inadequacies in theoretical 

structure belie this possibility. 



CHAPTER 3 

COGNITIVE APPROACHES TO THE EDUCATION OF THE 
DISADVANTAGED: A SUMMARY AND CRITICAL 
ANALYSIS OF PIAGETIAN, SELF-CONCEPT 

AND COGNITIVE THEORY. 

Piagetian Theory 

Hanne D. Sonquist and Constance K. Kamii (1967) 

recommend utilization of some Piagetian concepts in 

educating the disadvantaged. They see his developmental 

approach to the child as affording guidelines for an 

educational program, although Piaget does not address 

himself to the educational problem as such. 

Piaget viev/s development as partially determined 

maturationally, partially a result of interaction between 

the individual and his environment, partially a factor of 

learning through precept and example, and partially through 

a process he terms equilibration. 

Hereditarily influenced maturational structures 

adapt to and modify the environment through interaction. 

The biological structure and the demands the environment 

places upon it are therefore interdependent. A social 

order results from this interrelatedness. Behavioral 

schemas (the reactions of the organism to environmental 

stimuli) are equally dependent upon the biological 

113 
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structure as upon the environment, and, in fact, the 

manner in which life is organized is too. For example, 

because we grasp in a certain manner, the social structure 

is so organized to demand grasping in that manner; because 

we walk, it demands walking, and so forth. This is 

equally true for cognitive schemas as for sensorimotor 

schemas, the internalized process of thought as well as 

overt activity. The schema utilized at a given matura-

tional level is a unitary process but has continuity 

with a later stage. Development proceeds through a process 

of adaptations. Behavioral schemas accommodate to 

environmental stimuli and the stimuli are assimilated by 

the schema. (Piaget 1963). At the cognitive level, ideas 

are organized and conflict patterned out. This is the 

process of equilibration. 

Piaget is concerned with the investigation of in

telligence. All his experiments "... are designed to 

lay bare the child's progress toward an understanding of 

the abstract structures underlying human knowledge (Almy 

1966, p. 19)." His goal is to discover the structure and 

nature of intelligence, and to understand the way it 

developes in definite qualitative stages as a human being 

receives and copes with information from his environment. 

He views all life as engaged in biological 

functioning, struggling to exist. According to Piaget 

biological functioning in any organism is dependent upon 



two things—the structure or organization of that 

organism, and its ability for adaptation to the environ

ment. Man is an organism, but he possesses one extension 

of biological functioning found nowhere else, the 

ability to carry out logical thought. Piaget calls this 

intelligence, an extension of biological functioning 

which uses its same tools—structure and adaptation 

(Flavell 1963, p. 43). 

This, then, is the core of Piaget's theory. As 

a means for dealing with his environment, man has 

inherited intelligence, the capacity for cognitive 

thought, which functions through the process of adaptation 

and developes a specific structure by passing through 

qualitative stages (Flavell 1963, p. 43). 

The functional invariant of intelligence is 

adaptation. As a process it may lead to a different 

specific cognitive structure in every individual, but it 

is invariably the means an organism uses to deal with new 

information from its environment. Adaptation is defined 

as assimilation and accomodation. Assimilation occurs 

when a child changes, manipulates, or experiences 

elements in his environment so they become part of his 

thought. Accomodation occurs when he adjusts to this new 

information by incorporating it into his cognitive 

structure (Almy 1966, pp. 21-22). 
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Inherent in the idea of assimilation is the 

concept of an operation. For Piaget, the only way a child 

gains understanding of anything is through modifying, 

transforming, or acting upon it, and he calls this 

process an operation. When the child understands this 

action, or interiorizes it, he understands the object 

(Almy 1966, pp. 21-22). Operations have specific 

properties which become clear to the child as he passes 

through the various stages of cognitive development. 

Both assimilation and accommodation are constant 

processes. When the child responds to each new bit of 

information with a balance of assimilation and accommoda

tion, equilibrium has been achieved. For Piaget, such 

equilibrium is man's normal cognitive goal, since it 

implies that he is dealing with maximum efficiency with 

even the most complex situations (Flavell 1963, pp. 

65-66). 

But equilibrium does not always exist. In play 

and imitation there is no balance, because assimilation 

predominates during play, and accommodation predominates 

during imitation (Flavell 1963, p. 66). There also 

exists in infants and young children a state of 

egocentrism where the infant has no way of realizing 

that he sees the world exclusively from his own point of 

view. As he becomes more experienced, he realizes that 

he has identity within the world, he can differentiate 



between assimilation and accommodation, and the two 

processes begin to enhance each other and produce 

adaptation (Flavell 1963, p. 61). 

The process of assimilation generates schemas, 

the structural units of Piagetian theory. He calls them 

"the sequential moments of crystallization" (Flavell 

1963, pp. 54-55) when all related information about a 

core concept merges into a tightly interconnected 

framework for further thought. 

Once formed schemas apply themselves constantly 

to new aspects in the environment, thus they are never 

permanently fixed. Instead, they are the shape of the 

whole business Piaget is trying to identify—the struc

tures which direct thought, thus assimilating new 

material, accommodating that material by changing them

selves, and growing in this way so that new assimilation 

is possible. 

Schemas have the developmental characteristics of 

generalizing assimilation, or extending their application 

recognitory assimilation, or increasing selectivity; and 

the ability to form complex and interlocking relationship 

with each other (Flavell 1963, pp. 57-58). 

As the infant builds more and more schemas he 

enters into the qualitative developmental periods which 

are an important part of this theory of intellectual 



growth. In fact, much of Piaget's experimental work has 

been devoted to delineation and observation of these 

periods. 

The term period applies to a major developmental 

span, and the term stage to smaller subdivisions within 

periods (Flavell 1963, pp. 85-86). All periods and 

stages have certain properties. The first is invariant 

order or sequence--for Piaget, A must always come before 

B. While all of the data collected concerning develop

mental sequence contains the age of the subject, Piaget 

cautions against drawing age/stage associations beyond 

a general level, for many variables can affect the age at 

which each stage appears, even though the order remains 

constant. The second property is hierarchy of relation 

between stages. Material from early stages becomes part 

of later stages, making possible a totality which Piaget 

calls "structure d'ensemble", or groupings of schemas 

(Flavell 1963, p. 21). 

The third property of stages, a very important 

one, is that of substages. These include a period of 

preparation, when the child is experimenting with new 

information, and a period of achievement or equilibrium, 

when the child has both assimilated and accommodated the 

new information. In this light, intellectual growth is 

seen as continual movement from structural disequilibrium 

to structural equilibrium (Flavell 1963, p. 21) . 
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The concept of vertical and horizontal decalage is 

the final property of developmental stages. Decalage 

literally means unwedging or uncoupling, and in this sense 

implies that cognitive developments which are similar 

and should occur together may not. Vertical decalage occurs 

when a child uses the same concept on different planes 

of thought, for example, both sensorimotor and preopera

tional thought. Horizontal decalage occurs when a child 

can apply a certain schema to problem X, but cannot 

transfer it to problem Y until several months later 

(Flavell 1963, pp. 21-23). 

There are several factors involved in the develop

mental transition any given child experiences as he grows 

from period to period. These factors help determine how 

quickly and smoothly such transition will occur. They 

include maturation, or the increasing ability of the 

nervous system for differentiation; experience, or ex

posure to the physical world; social transmission, or 

experience with others, especially through education; and 

the child's ability to achieve equilibration, which 

enables him to be nearly self-regulating in his learning 

(Almy 1966, p. 20). 

Piaget has delineated four major developmental 

periods in the growth of intelligence.in children. They 

are the periods of sensorimotor thought, preoperational 

representation, concrete operations, and formal operations. 
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Piaget (1954, 1962, 1963) conceives the sensori

motor period to cover the first two years of life. The 

infant begins by dealing with the world simply through 

reflex action, and is not capable of self-world differ

entiation. By the end of the period he has acquired 

great knowledge which consists of a coherent organization 

of sensorimotor actions for dealing with objects 

encountered in his environment. The organization of 

this knowledge is that of finding the most practical 

motor adjustment, and there is. little symbolic representa

tion (Almy 1966, p. 17). It is during this period that 

sensorimotor schemas develop. The adaptations which 

occur are motor rather than cognitive. This is the first 

step in a cumulatively developing process and thereby is 

the foundation upon which later periods are built. 

During the sensorimotor period of development the 

child becomes able to coordinate motor activities. In 

Piagetian terms he develops internally controlled schemas 

for responding to the environment. These schemas operate 

efficiently, are flexible and generalizable. The ability 

to manipulate objects, increased mobility, and an increase 

in general motor control are products of this process. 

It is during the sensorimotor period that the 

child develops the object concept. When an object is out 

of the child's perceptual field, according to Piaget, he 

retains the concept that it still exists. He will search 



for it if so motivated. Further, he will search in a 

manner as to indicate rudimentary concepts of space and 

time based upon sensory data. 

At this stage of development the child is, as well 

becoming able to utilize cause and effect relationships 

in such activities as hitting a rattle and rolling a ball. 

The activities in which the child engages, the 

accommodation to new data, and assimilation are often 

self-perpetuated through the process of circular reaction. 

Engaging in an activity such as thumb sucking is reward

ing in and of itself and is therefore repeated. Engage

ment in the activity acts as motivation for engaging 

further in the activity. 

The repetition of each schema enables behavior 

patterns to be mastered and reproduced. Piaget calls this 

reproductive assimilation. However, as the child inter

acts with more and more environmental stimuli, the 

behavior patterns are generalized to fit new situations. 

This is generalizing assimilation. Somewhat different 

schemas are called forth by different stimuli, however, 

and when the child recognizes this and reacts accordingly, 

he displays recognitory assimilation. Further, the child 

becomes capable of coordinating and assimilating schemas 

through interaction and then, by separating the sensori

motor schema from the stimuli which elicited it, differ

entiating the structure of the schema. 
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The sensorimotor period of development is followed 

by the preoperational period which extends from age two 

years to age seven years. Conceptual schema, outgrowths 

of sensorimotor schema, begin to develop during this 

period and they become operational (They become abstract 

and acquire the property of being combined with other 

operations, in particular in the form of groups [trans

lator's note in Piaget 1962]). However, equilibration 

does not develop fully, and the child's concepts are 

often self-contradictory. 

The child's perceptual ability develops at this 

time but is independent from the development of his 

conceptual ability. Often his sensorimotor and perceptual 

abilities stand him in better stead than his conceptual 

talents in problem solving during this stage of 

development. 

Piaget (1962) sees the child's imitation and play 

as representative of the growth of symbolic schemas. A 

symbolic schema is utilized when the symbol is successfully 

disconnected from its object by the child. This is 

accomplished in play when the child pretends. For instance, 

the child pretends that she is a church by standing stock 

still and making ringing sounds. She engages in symbolic 

behavior representing something she is not. Whenever the 

child uses one thing to represent another, a symbolic 

schema is at work. These schemas may be verbal or nonverbal. 
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Those that are verbalized may be modified through inter

action with others. Nonverbal schemas appear in dreams, 

play, art, and the like. 

Paralleling development of symbolic schemas are 

internal mental representations (mental images) which may 

be so classified when the child separates the internal 

image from the perceptual object which it represents. 

Verbal symbols are learned and are examples of 

conceptual schemas when the child uses them as repre

sentations and descriptions. The use of the symbol 

correctly does not necessarily imply that the child is 

classifying, however. He generally will not recognize 

an object as a member of a class but will regard each as 

unique until a later stage of development. The child, 

during this stage, also displays invariances in thought 

processes. He has difficulty applying information from 

past experiences when making decisions in the present. 

He has difficulty therefore integrating data confronted 

at one point in time with that of another. The child's 

thought during this period is further characterized by 

egocentrism. He is the center of the universe. His 

point of view is the only point of view. 

During the latter part of the preoperational period, 

after four years of age, the child begins to gain facility 

in problem solving but not due to clearly articulated 

conceptual schemas. According to Piaget, the child at this 
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stage, develops intuitive understanding of some problems. 

The growth achieved during this period is primarily a move 

from a narrow, or centered focus, to a broader, decentered 

focus. With decentering comes the organization of concepts. 

It is during the period of concrete operations, 

from age seven years to eleven years, that increasing 

stability of thought processes occurs. Concepts of logic, 

of time, space, and number are incorporated, but the 

manipulation of these concrete operations is still quite 

difficult. Scientific methodology is, therefore, still 

not employed or understood at this level. 

The logical growth of the child which occurs at 

this stage (Inhelder and Piaget 1958, 1964) is exemplified 

by his increasing ability to combine elements into 

groupings. First the child becomes able to group elements 

which are exactly alike. This grouping is basic to others 

which may follow, including: the ability to include a class 

of elements in a more general class which contains it; the 

ability to divide and subdivide classes into parts; the 

ability to multiply these divisions and understand the 

classes that emerge (based on more than.one criterion); 

the ability to recognize classes that emerge from multipli

cation of divisions when the criteria for one class relate 

to different criteria in another class; the ability to 

form asymmetrical relationships additively in which each 

set is larger, greater, or more inclusive than the next 
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below it; the ability to form symmetrical relationships; 

the ability to organize elements asymmetrically based upon 

two criteria at the same time; and the ability to 

organize and combine symmetrical and asymmetrical relation

ships . 

The understanding of relationships, and the ability 

to group, lead to the ability to utilize scientific 

methodology during the period of formal operations which 

begins at age eleven years. The mere recognition of 

relationships grows into the ability to conceive of 

relationships, form hypotheses and test them, thereby 

facilitating growth in the logical processes. The ability 

for truly abstract thinking is developed. The adolsecent 

understands concrete operations and their property of 

reversability. Now he can deal with both reality and pure 

possibility, his thinking is no longer bound to direct 

experience (Flavell 1963, p. 86). 

Piagetian Theory and the Education of 
the Disadvantaged 

Hanne D. Sonquist and Constance K. Kamii (1967) 

have applied some Piagetian concepts to a preschool program 

of compensatory education for the disadvantaged. They 

say that since traditional programs are not effective in 

dealing with the disadvantaged child at this level due to 

his unique cognitive deficits, Piagetian theory, which 

states that each stage of cognitive growth is dependent 
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upon the one which precedes it, should be applied in such 

a manner that the cognitive development of the dis

advantaged child will be stressed. 

The preschool program may be utilized as a means 

of facilitating the transition from the sensorimotor 

stages to conceptual stages of intellectual development 

by emphasizing symbolization and the mastery of elementary 

types of relationships, thereby moving the child from 

the concrete to the representational, enabling him to 

perceive relationships among objects and events. This 

can be accomplished by using traditional materials in 

different ways and for different purposes, the goal being 

the acquisition of heretofore undeveloped cognitive 

skills basic to further cognitive growth, and making 

optimum use of materials and time. To this end careful 

step-by-step programming is recommended. 

Symbolization at three levels should be practiced: 

the "index," "symbol," and "sign." The "index" represents 

parts of an object or something linked closely to it by a 

causal relationship, the "symbol," something which repre

sents (stands for) an object, and the "sign" a word or 

mathematical sign which represents (stands for) an object. 

The most fundamental principle to be emphasized 
with regard to representation is that, if the 
child is to have vivid mental images, he must 
first gain a thorough familiarity with objects 
themselves. One of the most important 
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functions of preschool then, is to provide many 
opportunities for the child to use and manipu
late a variety of real objects (Sonquist and 
Kamii 1967, p. 233). 

At the "index" level Sonquist and Kamii (1967) 

suggest that this may be accomplished through the "mystery 

bag game" in which the child identifies an object by 

feeling it with his hand while the object is in a bag. 

Guessing what an object is through sound or smell alone 

is a way of having the child build the whole on the basis 

of limited sensory data. Tasks at this level can be made 

increasingly more difficult and movement from sensori

motor to verbal responses encouraged. 

At the "symbol" level tasks can include: using 

the body to represent objects (imitation); using utterances 

to characterize objects (onomatopoeia); recognizing 

pictures as representing real objects; and making repre

sentations in two and three dimensions. 

For development at the "sign" level all the fore

going activities should be accompanied by language. The 

preverbal symbolic experiences enable the child to create 

mental images when he hears the teacher's words. As the 

program proceeds the "sign" will call forth the mental 

image in the absence of the object. Every effort should 

be made to teach language forms for the adequate expression 

of mental images. 



Concurrently with practice in symbolization 

mastery of elementary types of' relationships should be 

promoted. The logico-mathematical relationships of 

grouping and ordering as well as spatio-temporal relation

ships may be practiced. 

The grouping (pre-classification) relationship can 

be taught by requiring the children to group things 

together that are the same and separate them from things 

from which they are different at clean-up time, classify

ing objects by their attributes (size, shape, color, etc.) 

introduction to the concepts "some" and "all," and 

practice in class inclusion (dogs and cats belong to the 

inclusive category "animals," etc.). Each successive 

task represents a more advanced stage of grouping. At 

even higher levels, as the child becomes able to do those 

preceding tasks, are added the grouping of symbols, such 

as pictures which proceed from simple dichotomies to dis

criminations based on more and differing criteria. 

The ordering (pre-seriation) relationship which 

involves ordering items asymmetrically may be begun by 

ordering objects of grossly different size into "large 

and small" categories and continued until finer discrimina 

tions, an increasing number of categories, and more 

abstract concepts may be employed. 

The systematic teaching of spatio-temporal rela

tionships can follow. Spatial concepts of "on," "over," 
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and "under" can be taught through play using the body or 

toys. From this point it is possible to move to spatial 

understanding without actual manipulation of the objects 

and, furhter, to the recognition of spatial relationships 

from pictures. Temporal relationships can be emphasized 

by adherence to a daily schedule, outdoor-time following 

play-time, which is followed by snack-time, etc. Causal 

and sequential relationships should also be emphasized 

repeatedly throughout the day. 

The integration of symbolization and elementary 

types of relationships is almost accomplished auto

matically due to their interrelatedness. It can be 

planned, however, by direct teaching or "discovery" 

methods (either by manipulating the environment to induce 

the child to "discover," or to make it inevitable that 

he "discover"). Sonquist and Kamii recommend the use 

of socio-dramatic play as a means to this integration and 

an opportunity for each type of teaching. The interaction 

and role playing among children can be structured by 

programming the play environment in such a way that 

practice at all levels of symbolization and practice in 

the mastery of elementary types of relationships are 

inevitable. Careful observation of socio-dramatic play 

affords the teacher with much diagnostic information 

regarding the cognitive growth of each child, as well. 
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By insuring the mastery of prerequisites, the 

program moving slowly from the sensorimotor level into the 

teaching of symbolization and relationships, the com

pensatory program may "help the disadvantaged child to 

succeed in school, fulfill himself and find a meaningful 

place in our society (Sonquist and Kamii 1967, p. 246)." 

Piagetian Theory: A Critical Review 

Piagetian theory is similar in some respects to 

the genetic determinist position in that it views growth 

as partially a function of hereditarily influenced 

maturational structures. Piaget has also been claimed by 

some behavioristically oriented theorists because he sees 

cognitive operations as evolving as a consequence of the 

organism's responses to stimuli, the responses being 

internalized. His system, although containing these 

elements, is a separate position claiming a logic of its 

own. 

Basically, the portions of his theory which have 

been applied to the education of the disadvantaged state 

that there are four periods of intellectual development. 

They include the period of sensorimotor intelligence (the 

first two years of life), the preoperational period (two 

to seven years of age), the period of concrete operations 

(seven to eleven years of age), and the period of formal 

operations (eleven years of age through adolescence). 
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The growth of intelligence is an evolutionary process of 

continual reconstruction of existing cognitive structures. 

The structures of one stage are prerequisite to the 

attainment of the structures of the following stage. 

Piagetian theory is interactionist in nature to 

the extent that it attempts to identify the structures 

of each stage and show how the adaptations of these 

structures to the environment and to each other, as well 

as the manner in which environmental modification as an 

outcome of this process, takes place. 

The assumptions inherent in this view of growth 

contain a teleological commitment, elements of an 

argument from design, and the concept of evolutionary change. 

The conception of human behavior fostered within 

the piagetian framework is one of a regulated and 

equilibrated system, of growth as a process of intelligent 

adaptation, each adaptation a function of the total 

system. In this manner teleological adaptation evolves 

according to a causal pattern. 

Piaget states, 

It is obvious .... that certain hereditary 
factors condition intellectual development. But 
that can be interpreted in two ways ..... The 
hereditary factors of the first group are 
structural and are connected with the constitution 
of our nervous system and of our sensory organs . . 
. . . . These characteristics of the first type, 
while supplying the intelligence with useful 
structures, are thus essentially limiting, in 
contradistinction to the factors of the second 



group In this second type it is probably 
a question of a hereditary transmission of the 
function itself and not of the transmission of a 
certain structure this invariant will 
orient the whole of the successive structures 
which the mind will then work out in its contact 
with reality. It will thus play the role that 
philosophies assigned to the a priori; that is to 
say, it will impose on the structures certain 
necessary and irreducible conditions .... whereas 
if the functional invariant of thought is at work 
in the most primitive stages, it is only little 
by little that it impresses itself on consciousness 
due to the elaboration of structures which are 
increasingly adapted to the function itself. This 
a priori only appears in the form of essential 
structure at the end of the evolution of concepts 
and not at there beginning (Piaget 1963, pp. 1-3). 

The problems of a teleological, a causal, rather 

than a consequence oriented commitment have been discussed 

The suggestion of natural design does not enhance the 

position. The presumption is that order, adaptiveness, 

and interrelatedness are functions of intelligent 

direction. The "natural order" of things is thereby 

placed outside of man. The demands of parsimony as a test 

of theoretical adequacy are not met in such a system for 

the suggestion of design clouds the issue and complicates 

description. The evolutionary view of growth, when 

purpose is imputed to the process, does not gain precision 

in practice. It adds nothing to the means of description. 

The purpose manifested in evolution, whether 
in adaptation, specialization, or biological 
progress, is only an apparent purpose. It is 
just as much a product of blind forces as is 
the falling of a stone to earth or the ebb and 
flow of the tides. It is we who have read 



purpose into evolution, as earlier men projected 
will and emotion into inorganic phenomena like 
storm or earthquake. If we wish to work towards 
a purpose for the future of man, we must formulate 
that purpose ourselves. Purposes in life are 
made, not found (Huxley 1943, pp. 576-577). 

The problem is further compounded by attempting to 

transform a developmental theory into an educational 

theory. This, of course, is not the fault of the develop

mental theory itself, but the conversion of the descrip

tive to the prescriptive may nonetheless be implied in 

the nature of the description. Kamii and Radin prescribe, 

An alternative approach (to compensatory education) 
is to delineate the long-term cognitive goals 
of education and insure that the elementary levels 
are mastered during the preschool years. A 
curriculum based on such an approach would 
consist of a series of objectives which are 
prerequisites for subsequent learning. The 
theory of Jean Piaget appears particularly use
ful for the building of such a curriculum because 
it is the only coherent body of knowledge in 
existence which deals with the evolution of 
intelligence from infancy to adolescence along 
a variety of school-related demensions (Kamii 
and Radin 1967, p. 315). 

The manner in which children are described to develop 

becomes the manner in which children are valued to develop 

The normative is smuggled aboard in the transmutation. 

This is partially the case because the assumptions basic 

to the position are not stated. They simply inhere. 

Further, they lack referential adequacy. Assumptions 

made which are not, at least in principle, capable of 

investigation are not pragmatically sound. 
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The value bias which intrudes directs the possible 

inquiry and its results. Explanatory hypotheses which 

attempt to establish connections between behavior and its 

consequences are bound to the assumptions which direct the 

investigation. In this manner the assumptions inherent 

control the conclusions possible concerning the character

istics of the behavior of the organism studied. In fact, 

then, behavior is prescribed rather than described. 

Furthermore, a study purporting to be descriptive 

rather than prescriptive should, at least, meet demands 

of empirical science such as adequate sampling, experi

mental control, reliability, statistical significance, 

intersituational generality, and so on. This is not to 

say that by employing these techniques the hypotheses 

which emerge might not fall into the same pitfalls, none

theless; but by so doing, some of the demands of objective, 

open science are met to the extent that these procedures 

can be repeated by others and, thereby, tests of the 

validity of hypotheses may be conducted. Piagetian 

constructs are, however, lacking in all of the above 

mentioned variables. The collection of data for 

Piagetian theory has been carried out by Piaget and his 

colleagues at the J. J. Rousseau Institute. There 

appears to have been no effort to effect statistically 

adequate sampling procedures. The data reported, and 

much data collected, sources say, have not been reported, 



all support his hypotheses (see Baldwin 1968). However, 

where his studies have been duplicated, supportive data 

are not always forthcoming (see Isaacs 1966). 

Piaget's own experimental work, while extremely 

extensive, has been with a limited sampling of subjects. 

The conclusions on sensorimotor development were drawn 

exclusively from Piaget's observations of his own three 

children in their infancy. Experiments dealing with the 

remaining three stages of development have all been 

conducted at the J. J. Rousseau Institute in Geneva, 

Switzerland, and this imposes certain obvious limitations 

on the possibility of having a sampling which is truly 

representational of all children. It is natural, then, 

to question the validity of Piaget's results merely on 

the basis of his limited sample, as many psychologists 

throughout the world have done. Many of these psycholo

gists are presently applying Piagetian models to their 

own situations, under better conditions of random 

selection, to see if they obtain similar results. 

Piaget's experimental method itself is unique. 

He calls it a "clinical method", and it is an adaptation 

of the clinical method of psychotherapy to experimental 

questioning. The experimenter stimulates the child with 

a task to which he must respond. From then on there is 

no set course the experiment must take. The adult varies 

his further questioning in light of each child's responses 
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For Piaget, this is the only way to give each child 

freedom to reveal his cognitive structure as it really is, 

by exploring the diversity of his behaviors in a stimulus-

response-stimulus-response sequence (Flavell 1963, p. 28) . 

Obviously this method of experimentation does not assume 

a single right answer. Its focus is to discover how'a 

child thinks, and then test the stability of his cognitive 

structure by confronting it with several situations (Almy 

1966, p. 134). 

Because this method is so open ended, data is 

recorded in anecdotal rather than statistical form, in 

this manner: 

from an experiment concerning animism... 
VEL (8%): Is the sun alive?—Yes.—Why?—It gives 
light.—Is a candle alive?—No.—Why not?—Yes, 
because it gives light. It is alive when it is 
giving light, but it isn't alive when it isn't 
giving light.—Is a bicycle alive?—No, when it 
doesn't go it isn't alive. When it goes it is 
alive.—Is a mountain alive?—No.—Why not?— 
Because it doesn't do anything(!) (Piaget 1929, 
p. 196).... 

This method and its recorded data have been 

questioned in several ways. First, it seems that the 

experiments are set up to demonstrate Piaget's theory 

rather than test it. Since the experimenter is obviously 

looking for structure, and he shapes the course of each 

experiment, the results are bound to fit the theory. Here 

again, researchers outside the Rousseau Institute are 

beginning to try comparing the results of Piaget's 
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experiments with other, more controlled methods of testing 

and measuring intellectual development to see if any 

correlation exists. 

Second, it seems the anecdotal method of data 

recording is too dependent upon the cognitive structure of 

the experimenter, in that his verbal record of the results 

will be colored by his perceptions and his values. For 

that matter, the child's responses in the experiment 

could be excessively influenced by the beliefs of the 

administrator, who may unconsciously direct how the subject 

responds. Piaget realizes this, and trains his people to 

try to avoid influencing a child's thought. The reliability 

of his data is, then, in serious question as is the 

generalizability of his findings. Thus, the initial 

criticisms at one level, which would render the theory 

inadequate in meeting certain theoretical criteria, are 

compounded at the practical level, failing to meet 

criteria here as well. 

Piagetian theory purports to predict and describe 

the direction of growth but the assumptions examined 

appear to undergird the view, nonetheless. Much of 

Piagetian theory adheres to biological conceptions of 

evolutionary development. Insofar as many of the con

structs hypothesized do not meet referential adequacy and 

are therefore dependent upon "insight" rather than 

scientific verification, they are not of the substance 



upon which educational programs should be built. Further

more, the "logic" of- Piagetian concepts so based, such as 

the interrelatedness of anatomical function as both 

preceding and depending upon human social order is 

suspect. 

Piaget declares, 

The principal "categories" which intelligence uses 
to adapt to the external world--space and time, 
causality and substance, classification and 
number, etc.—each of these corresponds to an 
aspect of reality, just as each organ of the body 
is related to a special quality of the environ
ment but, besides their adaptation to things, 
they are involved in each other to such a degree 
that it is impossible to isolate them logically. 
The "accord of thought with things" and the 
"accord of thought with itself" expresses this 
dual functional invariant of adaptation and 
organization. These two aspects of thought are 
indissociable: It is by adapting to things that 
thought organizes itself and it is by organizing 
itself that it structures things (Piaget 1963, 
p. 8) . 

However, 

The question why a given anatomical structure is 
associated with specific functions may be irre
solvable, not because it is beyond our capacities 
to answer it, but simply because the question in 
the sense in which it is intended asks for what 
is logically impossible. In short, anatomical 
structure does not logically determine function, 
though as a matter of contingent fact the 
specific anatomical structure possessed by an 
organism does set bounds to the kinds of activities 
in which the organisms can engage. And conversely., 
the pattern of behavior exhibited by an organism 
does not logically imply a unique anatomical 
structure, though in point of fact an organism 
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manifests specific modes of activity only when 
its parts possess a determinate anatomical 
structure of a definite kind (Nagel, 1961, p. 428). 

Logical demands must be met for theoretical 

adequacy. If, however, a theory smuggles in the teleo-

logical and the argument from design, it limits the 

direction of inquiry to that presupposed by its assump

tions. By so doing a "logical" direction is imputed to 

growth. The "direction" of growth is, then, toward an 

imputed "goal." When "growth" proceeds in this manner, 

it is taking its "natural" course. But, Saunders states: 

An end . . . can be an end only when it 
is formulated in terms of the means to its 
achievement. An end is a constituent of method. 

To propose that something has an end is 
to anticipate or expect that end to be repre
sentation—symbols. Means to ends orderings 
are symbolic where the future is an expectation— 
an end-in-view—a representation in the present 
(Saunders 1964a, pp. 49-50). 

When Piagetian theory imputes a "natural" direction 

of growth toward assumed "goals," intelligence or control 

is removed from the hands of man. If man does not 

direct the process, what does? Further, when biological 

explanation is given for reputedly psychological 

phenomena, the utilization of competing conceptual frame

works renders the language used inadequate referentially. 

The conception of the disadvantaged learner 

which emerges from Piagetian theory is that of an 

individual whose environmental deprivation has hindered 



140 

advancement through the periods of development "normal" 

for his age group. Thus, education for the disadvantaged 

"must build a solid foundation for further development by 

going back to the sensory-motor period, and making certain 

that intermediate stages are not skipped or only partially 

achieved (Kamii and Radin 1967, p. 315)." The faith'in 

the Piagetian system of development is explicit. This is 

the manner in which children do grow, the manner in which 

they should grow, the manner in which they must grow. 

The teleological commitment, the argument from desjfgn, 

and the concept of evolutionary change are all carried 

over in the model of education for the disadvantaged. 

The logical problems are not lost in the process. 

A further commitment inherent in an educational 

program based upon Piagetian concepts is ontological in 

nature. This commitment is to a stable world, fashioned 

outside of the individual and independent from his 

perception of it, a lawful system, existing in and of 

itself, independent from man's existence, composed of 

material things. 

Kamii and Radin make this assumption when they 

state, 

In learning the relationships among objects, the 
child moves from a level where he can see only 
unrelated individual objects, to a level where 
he can abstract the relationships that exist among 



141 

objects (Kamii and Radin 1967, p. 316) [italics 
mine]. 

According to Piaget, the child conceptualizes these 

assumptions. The compensatory educational endeavor is, at 

least partially, to see that the child conceptualizes 

these assumptions. Education, then, is oriented toward 

the "discovery" of these "natural" laws. In order to do 

so the disadvantaged child must become an active partici

pant in his "enriched" environment, so that he may 

"discover" the principles which inhere in this conception 

of "reality." The learning process, therefore, is 

composed of much manipulation and handling of objects in 

order to gain "mental images" of these objects. Reception 

learning has little place in a Piagetian model of 

compensatory education for the disadvantaged due to the 

conception of "reality" inherent to the system. Out of 

this view grows the assumption that experience must 

precede conceptualization, and, therefore, the disadvan

taged child, who has been experientially deprived, must 

be offered directed learning experiences which compensate 

for this deprivation and, further, by emphasizing the 

"natural" steps of growth, returning to the sensorimotor 

period, for instance, and making sure that intermediate 

stages are not skipped or only partially achieved, that 

"normal" development and cognitive growth may be achieved. 
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It is interesting to note that the model of edu

cation for the disadvantaged proposed by Sonquist, Kamii, 

and Radin amounts primarily to teaching a system of logic 

to those deemed disadvantaged. This appears to be a 

reasonable means to the end of cognitive reconstruction. 

The problem lies in the concept that this system of logic 

inheres in the "nature of things" rather than it being an 

outcome of the construction of man and dependent upon the 

assumptions concerning the "nature" of the universe made 

by man. The teacher, thereby, points something out to the 

disadvantaged child about the "nature of things" to which 

he has not heretofore been directed because of the 

paucity of his environment. In this manner instruction 

meets the "needs" of the disadvantaged learner. 

It may be noted that the place of language in the 

system is largely referential to the end of producing 

"mental images" of objects in the environment. This 

follows from the original ontological commitment. But, 

any word or phrase has the meaning which it 
has only as a member of a constellation of 
related meanings. Words as representatives are 
part of an inclusive code. . . . The ideal of 
scientific-language is construction of a system 
in which meanings are related to one another in 
inference and discourse and where the symbols 
are such as to indicate the relation (Dewey 
1938, pp. 49-51). 

The expressed purpose of the Piagetian model of 

education for the disadvantaged is to enable the child so 



designated to move through the stages of intellectual 

growth which, under .optimum circumstances, would 

"normally" evolve. This evolutionary process, the system 

suggests, is from the concrete to the abstract. But, if 

the language problem involved in this movement is not 

simply learning the meaning of words in isolation but the 

quality of activity which stems consequentially from 

their use, the language of the disadvantaged child may 

belie its use in the intelligent control of activity when 

no means of symbolic control are instituted. 

The Piagetian system demands an historical view 

of conceptualization, thus: 

EXPERIENCE ) MENTAL IMAGE ) CONCEPTUALIZATION 
(Signs) 

As far as this view is maintained, control of the process 

lies beyond the individual. His cognitive growth possi

bilities are at the mercy of his "experiences." If an 

end of education is, however, the capacity for the 

reconstruction and control of experience, is it necessary 

for conceptualization to always lie at the end of the 



process? Or, can the ends be represented in their means? 

In this manner, are not the means of control present in 

the operation? If so, cognitive growth is a function of 

achieving more and more symbolic control. The achievement 

of more and more symbolic control becomes a haphazard 

process if the historical approach to conceptualization 

inheres in the teaching-learning strategy, as experience 

necessarily precedes conceptualization within this frame

work. The school as purveyor of more and more educational 

object-experiences as a means of producing more and more 

conceptualization must certainly reach a saturation 

point. If, however, conceptualization may precede or 

proceed beyond, or in the absence of, object-experience 

the process is never terminal, even in principle. The 

concept of the historical development of conceptualization 

or evolutionary stages of cognitive development becomes 

not simply a questionable guideline for an educational 

program for the disadvantaged but unworkable if education 

Thus: 

SIGNS 
(Concepts as Method) 

MEANS 
(Concepts as More Signs) 

ENDS 
(More Concepts as More 
Signs as More Method) 
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is to be anything more than a terminal process for the 

disadvantaged. The supposition that a major goal of 

education for the disadvantaged is cognitive expansion 

differentiates the Piagetian framework from other teaching-

learning strategies in substance, however. The concept 

appears workable up to the point that historical "and 

evolutionary concepts limit its dimensions. 

Another problem with the Piagetian model of edu

cation for the disadvantaged is that no criterion for 

establishing the category "disadvantaged" is provided. 

The teleological fallacy is committed when the "needs" of 

the disadvantaged are assumed while no means of diagnosis 

are provided. Uhile it is implied that the disadvantaged 

child has not adequately passed through the "normal" 

developmental s.tages, no method of definition or classifi

cation is offered. 

Some of the problems of adequacy of this educational 

model concerning its task of developing citizens capable 

of responsible participation in a democratic society are 

held in common with the previous positions discussed. 

Similar to the other models it smuggles aboard its value 

biases while the children have no opportunity for the 

examination or reconstruction of these values. A system 

of logic is taught implicitly with no explicit partici

pation by the students in the means-ends of the logical 

system proffered. 
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Education becomes essentially a terminal process 

when no method is provided for the dissolution of problems 

or the examination of alternatives or when the methods 

offered are vague, lacking precision. Further, hope for 

responsible participation in the democratic process is 

lost if events are viewed as beyond man's control and 

direction, if the historical evolution of man is not a 

function of his own design. 

The outcomes of the Piagetian model of education 

pertaining to the production of citizens capable of 

responsible participation in a democracy appear to be 

haphazard at best, although the system does not demolish 

the possibilities to the extent that the foregoing 

positions do because cognitive expansion, once initiated 

within this framework, may get out of control to the end 

that the educated may begin to double-think the process, 

thereby planting the seed of reconstruction. The failure 

of the system is, however, that this process is not, in 

the first place, a function of the teaching-learning 

strategy for the disadvantaged. For, "the product of the 

best education should know about and be able to operational-

ize ideas concerned with the perception, reconstruction, 

and judgment of systematic alternatives available for 

. . . education in a democracy (Saunders 1964b, p. 11). 
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Self-Concept Theory 

Another interactionist approach having its roots 

in a field view of personality and which is claimed to be 

based on the writings of George Herbert Mead and Charles 

Horton Cooley, a social-psychological approach, is called 

self-concept theory. Some contemporary proponents of 

self-concept theory include John W. Kinch, Wilbur B. 

Brookover, and J. Milton Yenger. It has been applied to 

the education of the disadvantaged by Eldon E. Snyder. 

In his article, "A Formalized Theory of the Self-

concept," John W. Kinch (1963) outlines the theory as 

follows: 

The self-concept is that organization of qualities 
that the individual attributes to himself (Kinch 
1963, p. 48). 

This includes both attributes that the individual perceives 

himself as having and roles that he sees himself in. This 

conception that the individual has of himself emerges from 

social interaction (his perception of the manner in which 

others respond to him) and thereby functions to direct his 

behavior. These perceptions, under most conditions, 

reflect the actual responses of others toward him. Kinch 

states: "The way an individual perceives the response of 

others toward him will influence his behavior for if his 

perception determines his self-concept and his self-concept 

guides his behavior, then his perceptions will determine 

his behavior (Kinch 1963, p. 482)." Further, since these 
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perceptions reflect the actual responses of others toward 

the individual, these actual responses will affect the 

behavior of the individual. "The actual responses of others 

to the individual will be important in determining how the 

individual will perceive himself; this perception will 

influence his self-conception which, in turn, will guide 

his behavior (Kinch 1963, p. 482)." 

The theory, further, is circular in that the 

behavior of the individual, dependent upon his perceptions 

of the actual responses of others toward him, influences 

these responses in the same manner. 

The conditions which influence the accuracy of an 

individual's perceptions of the responses of others 

toward him include his familiarity with the others and the 

situation, the visibility of the situation (the familiarity 

the individual has with the structure of the situation, the 

norms of behavior applicable, his role, and the role of 

others in it), his past experiences in social interactions 

and other factors which influence his perception such as 

his physical condition and immediate past. 

Kinch feels that the formalized theory of the self-

concept, because it is systematized and can be stated in 

four postulates which can support sixteen propositions by 
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deduction, is the most parsimonious available. The four 

postulates (Kinch 19.63, p. 482) are: 

1. The individual's self-concept is based on his 
perception of the way others are responding to him. 

2. The individual's self-concept functions to 
direct his behavior. 

3. The individual's perception of the responses 
of others toward him reflects the actual responses of 
others toward him. 

4. The way the individual perceives the responses 
of others toward him will influence his behavior. 

Two propositions may be deduced from these four. 
From one and three: 

5. The actual responses of others to the individual 
will determine the way he sees himself (his self-concept). 

From five and two, or three and four: 
6. The actual responses of others toward the 

individual will effect the behavior of the individual. 

Kinch claims sixteen interrelated propositions 

could be derived in this manner. 

Self-Concept Theory and the Education 
of the .Disadvantaged 

It follows that in the school situation self-

concept and academic achievement are related. 

When applied to the specific school learning 
situation, a relevant aspect of self-concept is 
the person's conception of his own ability to 
learn the accepted types of academic behavior; 
performance in terms of school achievement is 
the relevant behavior influenced. The student 
role is composed of several sub-roles including 
one involving academic achievement; the student 
self-concept similarly is a complex of several 
segments including self-concept of ability 
(Brookover, et. al., 1964). 

Self-concept theory in education indicates that 

there will be a positive relationship between an indi

vidual's self-concept of his ability and his actual 
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performance. In other words, a difference in performance 

of two individuals of the same measured intelligence will 

vary according to the difference in their respective self-

concepts of ability. The individual will have a general 

self-concept of ability and, further, specific self-

concepts related to subject matter areas which ar.e 

predictors of the individual's success in these areas. 

It also follows that the individual's general self-concept 

of his ability as well as specific self-concepts related 

to subject matter areas are dependent upon the actual or 

perceived responses of significant others (teachers, 

parents, best friends, etc.) to him regarding evaluations 

of his ability. Also changes in self-concept will be 

accompanied by changes in performance and, therefore, the 

responses of significant others which have determined his 

self-concept of ability, if changed, will affect the 

performance of the individual. 

According to Eldon E. Snyder, the implications of 

self-concept theory for the education of the disadvantaged 

are immeasureable for "by modifying the situation the 

individual's self-concept can be modified (Snyder 1965, 

p. 243)." 

For greatest growth, for the achievement of "the 

ultimate in individual potential," the classroom should be 

unrestrictive with students treated as real persons worthy 

of respect in their own right. 



Students must be encouraged to "do and undergo." 
They must be willing to let go of the certainties 
and comforts of conforming rules, and step into 
the untried and unexplored areas of the frontier, 
with only the guidance of basic democratic 
principles .... The classroom teacher should 
be capable of "assuming the role of the other" and 
thus call forth the potentialities of each student 
as might be developed through the polarity of 
the individual interacting with the classroom group 
(Snyder 1961, p. 179). 

Since the individual's behavior patterns are 

reflections of the expectations of significant others in 

the interactive process (they are adaptations), the self-

concept is continually emerging, a process as well as a 

product. Modification of the self-concept through the 

influence of significant others always remains a possi

bility. For the disadvantaged child, 

the self-concept approach . . . suggests that 
the [disorderly problem] behavior of this child 
reflects the way he "defines the situation." Thus, 
if we can help the child to "redefine the 
situation" we can expect a change in behavior. In 
other words the teacher needs to "take the role of 
the other" (e.g. a lower class Negro boy) and try 
to see the school situation as he sees it. This 
point of view carries with it the optimism of 
potential behavior improvement (Snyder 1965, p. 244). 

The teacher and other significant persons in the 

child's school environment should respond to him in ways 

which would enhance his self-concept. This is especially 

true of his conception of his academic ability which 

largely determines his over-all behavior in the school 

setting. The manner of response to the child should be 
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determined by the directions in which modification is 

desired. 

Before classifying, typing, labeling, and 
grouping students, teachers should try to antici
pate the consequences to the student's self-image. 
How will the student "see" himself as a result of 
such a grouping and how will this affect his school 
behavior? Since students develop their images of 
.school as a result of the expectations of significant 
others, it follows that a student tends to act in 
school as he is expected to act . . . Every 
child needs some degree of success in school 
. . . If this success is not forthcoming . . . 
we can expect the child to become successful in 
a socially unacceptable way (Snyder 1965, p. 245). 

Self-Concept Theory: A Critical Review 

Self-concept theory purports to offer a means by 

which judgments concerning the educational "needs" of the 

disadvantaged child may be made. The basis for these 

judgments lies in the disadvantaged child's "self-concept," 

his conception of his own ability to learn, which, since 

significant others in his environment possess a negative 

view in this regard, is negative, and influences the 

manner in which he defines the school situation. 

Within this framework an individual's "self-concept" 

is defined as that organization of qualities that he 

attributes to himself (Kinch 1963, p. 481). It is upon 

this classification that self-concept theory proceeds. 

However, is this construction adequate to the task of 

providing a foundation upon which a theoretical structure 

may be built? According to Champlin, one criterion of 
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adequacy bearing upon education theory is that it must be 

precise rather than vague and ambiguous if the profession 

is to build common understandings, public responsibility, 

and provide for cooperative efforts to achieve common 

ends (Champlin 1961). It appears that the construction 

does not meet this criterion of adequacy as it is' 

unnecessarily vague. In its breadth the definition loses 

all semblance of precision. It is not pragmatically sound 

as it is difficult to imagine what evidence would render 

this definition as true or false. The conditions of this 

categorization are not adequately presented. If evidence 

cannot be brought to bear on this construction concerning 

its truth or falsity, in what sense is it an adequate 

theoretical structure? Can a shareable interpretent emerge 

from-the construction: "organization of qualities that the 

individual attributes to himself?" Is it possible to 

determine the rational purport of this expression in 

terms of its consequences? If, as the present objection 

maintains, the answers to these questions are "No," the 

construction offered is not capable of experimental 

verification; it does not meet the triadic demands upon 

language for adequacy; it offers verbalism rather than 

meaning. No precise interpretants are offered for the 

terms "organization," and "qualities," If, then, "an 

organization of qualities" can mean anything, it resists 

categorization and limits further inquiry. To say that 
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this "organization" includes "the attributes that the 

individual perceives himself as having and roles that he 

sees himself in" does not rigorously delimit the con

struction, but, rather, broadens it beyond meaning. The 

borders of the concept are hazy, providing no means of 

accurate classification. Although it may be possible to 

agree upon the particulars to which the abstractions may 

be reduced, in the absence of these particulars no meaning 

may be gleaned, as the terms do little more than casually 

intimate possible guidelines, if that, rather than specify 

a framework. 

The danger of reification is inherent -in such an 

unnecessarily vague construction for the "self-concept" 

may be supposed to actually exist. The structure "self-

concept" begins* to take on a reality apart from the 

abstraction if this occurs. Studies of the "self-concept" 

result which are so structured as to assume that there is 

something called a "self-concept" apart from a convenient 

construction. The assumption which enters subtly and 

seductively is that something called a "self-concept" 

exists in some sort of Platonic heaven and "real" 

characteristics inhere in it. 

This reification, thing-ization, of preferred 
constructions is a fallacy when it leads to 
mistakes in argument. Philosophers may do as 
they choose in deciding what things are "real" 
and what things are not. But when they carry 



over reifications into other fields, then they 
are asking for unnecessary trouble. The history 
of science, of affairs, even of mathematics has 
been troubled for generations uncounted by demands 
for "real definitions," assertions that something 
is because it must be, denegations of whole areas 
of inquiry as unreal and wicked (Fearnside and 
Holther 1959, p. 42). 

The meaning of the construction "self-concept" 

thereby becomes a function of the values of the user. 

It is not a construction which lends itself easily to 

open, scientific inquiry, at least to the extent that it 

does not specifically direct reduction of the abstraction 

to the elements which might give it meaning to the end of 

clarity so that, in their application, others utilizing 

the method of science could achieve similar results. In 

the absence of these clear applications, however, the 

terms offered remain unnecessarily vague as their range 

is in no way delimited. 

It is stated that an individual's "self-concept" 

is relative to his perceptions of the responses of others 

toward him, and, further, that his perceptions of these 

responses reflect the actual responses of others toward 

him. This sort of relativism eludes demands of 

objectivity when it does not direct us to something 

publicly locatable, for, if one's "self-concept" is 

dependent upon his perceptions and his perceptions are 

dependent upon his "self-concept" where are the criteria 

to distinguish the one from the other? Further, what 
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criteria can be established to determine if an individual's 

perceptions are "accurate" (reflecting the "actual" 

responses of others)? How can any determination be made 

about "actual" responses if they are a function of an 

individual's "self-concept?" Can "actual" responses 

"exist" in such a framework? And, who is to make this 

judgment if each man's perceptions are idiosyncratic? 

The framework for "self-concept" theory is 

unnecessarily vague as a result of the circularity of 

the definitions offered. The defining terms, as has been 

indicated, do not meet demands for referential adequacy. 

Further, the nature of the definitions preclude the 

possibility of evidence which may contradict the directing 

suppositions. For instance, Brookover, Thomas, and 

Paterson (1964) imply that "self-concept" of scholastic 

ability is a determinate factor in the actual performance 

in the academic role and that "self-concept" is, in turn, 

an outcome of the perceived evaluations that significant 

others hold of the student. Evidence for these conclusions 

include correlations of "self-concept," as measured by 

a "Self-concept of Ability Scale," with grade point 

average of .42 for 513 seventh grade boys and .39 for 537 

seventh grade girls, and of "self-concept" with I.Q. of 

.17 for each group. The third variable was controlled in 

each case. The sample of 1,0 50, from which Negroes 

were excluded, showed ranges from .43 to .63 on correlations 
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among general "self-concept" of ability, "self-concept" of 

ability in specific subjects, and seventh year grades in 

four subjects. Further supporting evidence cited included 

a range of .47 to .55 on correlations between the 

student's self-concept of his general ability and the 

images that he preceived his mother, father, teacher, and 

peers to hold of his ability. In specific subjects that 

correlation ranged from .15 to .38. 

Without criticizing the instruments employed, it 

may be seen that such "evidence" could as easily have 

been utilized in "support" of equally plausible, competing 

hypotheses if another framework had been operative. For 

instance, it was found that correlations between I.Q. 

score and grade point average were higher than between 

"self-concept" and grade point average. The nature of 

the inquiry, due to its theoretical bias, could only 

reach the conclusions to which it was directed, however. 

The circularity of the theoretical stance determines a 

relationship between "self-concept" and the other 

variables. The argument begs the question. The assump

tions made preclude contradiction. By definition "self-

concept," an individual's perception of the way others are 

responding to him, and their "actual responses" toward him 

are equated. Within this framework, it is not possible 

to find evidence to contradict what is already assumed. 

If inquiry were related to other suppositions, however, 
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such as "prior performance determines self-concept of 

ability in the absence of responses of significant others," 

the same data would be supportive. The logical antinomy 

is operative. Further, it could be concluded that a 

child's I.Q. determines his grade point average, or that 

a child's performance determines the manner in which 

others perceive him, or a child's ability level determines 

his "self-concept" (whatever this may be), or that a 

child's perception of the way "significant others" 

perceive him is determined by his I.Q. or his grade point 

average, etc., etc., ad nauseum. How useful is such a 

construction? 

The concept of the disadvantaged which emerges 

from this framework is that of an individual who maintains 

a negative "self-concept" of his academic ability. The 

model of education for the disadvantaged is, then, 

primarily based upon a strategy so structured as to 

modify the student's 11 self-concept" from this negative 

view to a more positive one. The teacher's role is to 

"assume the role of the other (the student)" and help him 

"redefine the situation." How the teacher is to go about 

this task remains rather vague. It may be asked how the 

teacher comes to "assume the role of the other" if the 

other's "role" is a function of his idiosyncratic perceptual 

schema as is that of the teacher? Within this framework, 

a major task might be infringing upon his "world," much 



159 

less assuming his "role," "feeling" as he "feels," 

"seeing" as he "sees." 

This appears to be a rather limited and narrow 

approach to the education of the disadvantaged learner. 

Even if you were to maintain the framework of "self-

concept" theory, the "significant others" in the child's 

perceptual field outside the school situation would 

continue their influence. According to Snyder (1961) 

"self-concept" modification may proceed not only by 

"assuming the role of the other," but by treating students 

as "real persons." What he means by this statement is a 

bit difficult to imagine. What is or is not a "real 

person," and how should one be treated? "Students must 

be encouraged to 'do and undergo' ," he says. "Unneces

sarily vague," you say? The looseness of the conceptual 

frame belies its use as a control. In what direction 

should or could education proceed on this basis? If the 

constructions upon which the concept "self-concept" are 

so utterly ambiguous as to be meaningless, it is impossible 

for it to be a basis for any educational program, much 

less one for the disadvantaged. If "doing and undergoing" 

is a means to the production of a more positive "self-

concept" which in turn will produce a degree of "success" 

which the child "needs," it would be helpful to know the 

meaning of any of these terms. Their meanings do not 

accrue within the context of "self-concept" theory. 
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Outcomes, democratic or otherwise, are not predictable 

within such a "framework." 

Cognitive Theory 

The cognitive model for education of the dis

advantaged stems from a view of the learning process pro

mulgated by Kurt Lewin. It has been most vigorously 

applied to educating the disadvantaged learner by David P. 

Ausubel and Jerome S. Bruner, although a number of indi

viduals have contributed to and utilized cognitive theory 

in formulating general principles of learning. Among this 

number are included: Roger G. Barker, Ernest E. Bayles, 

Morris L. Bigge, Arthur W. Combs, R. M. Gagne, Donald 

Snygg, Edward C. Tolman, and Herbert F. Wright. 

Cognitive theory is an interactionist type position 

in which learning is seen as an ongoing process whereby an 

individual's cognitive structure (his perception of him

self and/in his environment) undergoes reshaping, re

structuring and change through the acquisition of new 

insights, as well as the development and metamorphosis of 

old ones. It is within this process that a person derives 

meaning which is 

not an implicit response but a clearly articu
lated and precisely differentiated conscious 
experience that emerges when potentially 
meaningful signs, symbols, concepts, or propositions 
are related to and incorporated within a given 
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individual's cognitive structure on a 
•nonarbitrary and substantive basis (Anderson 
and Ausubel 1965, p. 8). 

The meaning derived is, however, relative to the 

cognitive structure brought to bear in experience upon the 

environment. In a classroom of thirty pupils and a teacher 

the environment may not be the same for any of the thirty-

one people present as the cognitive structure of each may 

be unique. Meaning is therefore dependent upon an indi

vidual's interpretation of experience. His interpretation 

is dependent upon, his psychological environment (how he 

perceives his world) which includes his biological 

organism, his needs, abilities, goals, forces driving 

him toward his goals, and barriers inhibiting progress 

toward them (called vectors), as well as the total context 

(persons, objects, his own biological organism, etc.) of 

his exogenous environment at a given time. Biological 

organism is mentioned as both a factor of the person and 

his environment as the individual identifies his biological 

organism with self, but also may view it as a framework, 

the possibilities of which he must explore. It thereby may 

be viewed as an inhibiting and/or liberating factor. 

Meaning, furthermore, emerges through intelligent behavior 

which, for the cognitive theorist, is goal-directed 

behavior. The solution of.problems within one's environ

ment is viewed in the present, although the present 
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cognitive structure is dependent upon concepts internalized 

at an earlier time. 

The human nervous system as a data-processing 
and storing mechanism is regarded as so 
constructed that new ideas and information can 
be meaningfully learned and retained only to the 
extent that appropriately relevant and typically 
more inclusive concepts or propositions are a-lready 
available to serve a subsuming role or provide 
ideational anchorage. Subsumption thus accounts 
for the acquisition of new meanings (the accretion 
of knowledge); for the extended retention span of 
meaningfully learned materials; for the very 
psychological organization of knowledge as a 
hierarchical structure in which the most inclusive 
concepts occupy a position at the apex of the 
structure and subsume progressively more highly 
differentiated subconcepts and factual data; and 
for the eventual occurrence of forgetting 
(Anderson and Ausubel 1965, p. 8). 

All that affects an individual, his psychological and 

social-physical environments, is called his life space by 

cognitive theorists. The nucleus of the field'is the 

person, or self. Through learning the self undergoes 

reconstruction. This reconstruction is ongoing and not 

limited to any age level, although change in cognitive 

structure may become more difficult after long-term 

patterns have been established. Furthermore, the self may 

change as the life space changes. In different situations, 

on the ball field, in the classroom, at the fraternity 

house, different selves may emerge, although with the 

normal individual, there is a continuity from one situation 

to another. 
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Learning is viewed as a perceptual phenomenon by 

the cognitive theorist. It is not necessarily an observable 

phenomenon as it involves a change in cognitive structure 

which is verbal and symbolic. The biological organism may 

appear passive while learning behavior is actually being 

accomplished. 

Simply because in reception (expository) learning 
the content of what is to be learned is presented 
rather than discovered, we can not assume that it 
is a purely passive phenomenon. It is still 
necessary for the learner to relate the new 
material to relevant, established ideas in his own 
cognitive structure; to apprehend in what ways it 
is similar to, and different from, related concepts 
and propositions; to translate it into a personal 
frame of reference consonant with his idio
syncratic experience and vocabularly; and often to 
formulate what is for him a completely new idea 
requiring much reorganization of existing knowledge 
(Anderson and Ausubel 1965, p. 9). 

Learning, then, becomes the collection of additional 

meanings. Some cognitive theorists, notably Jerome S. 

Bruner, feel that the best method for the accrual of new 

insights is the problem-solving approach through which the 

learner "discovers" meaning. It is felt that the learner, 

in order to internalize knowledge, must independently 

"discover" the major content of material. David P. 

Ausubel agrees that this method has some unique advantages 

but dismisses it as overly time-consuming as a sole 

learning strategy. He sees reception learning in which 

material is presented to the learner in final form and he 
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internalizes it, as a superior method while recognizing 

the importance of linguistic factors in this approach. 

In most instances of concept attainment after 
early childhood . . . the criterial attributes 
of concepts are not discovered inductively but 
are presented to learners definitionally. But 
since conventional word meanings correspond to 
a cultural consensus regarding the generic 
cognitive content that particular words evoke 
in the minds of individual members of the culture, 
they presuppose the occurrence of these processes 
in the historical evolution of the language. 
Hence, when an individual acquires a given concept 
as a consequence of didactic exposition, he 
implicitly accepts the semantic implications that 
the concept's evolutionary history as a product 
of these processes has for its meaning to him. 
Furthermore, even the definitional acquisition of 
a generic meaning involves such active cognitive 
operations as relating the new concept to 
relevant established ideas in cognitive structure, 
apprehending in what ways it is similar to, and 
different from, related concepts, translating it 
into a personal frame of reference consonant with 
the learner's idiosyncratic experience and vocabulary, 
and often formulating what is for him a completely 
new idea requiring much reorganization of existing 
knowledge (Anderson and Ausubel 1965, pp. 71-72). 

The learner, then, undergoes cognitive restructuring. 

However, of the utmost importance for the end product is 

the cognitive structure originally brought to bear upon 

subject matter. The learning process is, thereby, 

cognitive in nature and it is to cognitive structure that 

the teacher must look and attempt to manipulate and control. 

As the learner's cognitive structure changes so does his 

life space. When viewed through this framework, education 

becomes the broadening of life spaces. Through inter

action with his environment the learner restructures 
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himself and his environment psychologically. If the 

learner's activities, are goal-directed and not random, 

insightful learning can take place, cognitive restructur

ing occurs, and a widening life space results. 

According to Morris L. Bigge (Bigge 1964, pp. 224-

228), "Changes in cognitive structure include at least 

three types, namely, differentiation, generalization, and 

restrueturization of regions of a life space (Bigge 

1964, p. 224)." He goes on to explain that through differ

entiation the psychological meaning of an object or 

activity becomes cognitively structured and more specific. 

The individual, thereby, is able "to discern more and more 

specific aspects of oneself and one's environment (Bigge 

1964, p. 225)." As an individual grows he becomes 

increasingly able to differentiate time perspective, 

"reality from irreality," as well as the myriad aspects of 

his environment. Bigge states that through generalization 

one becomes able to subsume a number of particular objects 

or functions under a single heading, and through restructuri-

zation, "he learns what actions lead to what results 

(Bigge 1964, p. 227)." He thereby may behave intelligently 

his response to his environment dependent upon judgments 

based on the possible consequences of activity and the 

control thereof. 

The cognitive theorist feels that the teacher must 

attempt to see the world through the eyes of the learner he 
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is trying to teach, thereby enabling himself to understand 

the student's "needs" which are, after all, dependent upon 

his (the student's) perception of his environment. He then 

may be able to lead the student through the problem-solving 

process, the grasping of insights, and the development of 

creativity. The teacher cannot "give" insights or 

creativity but through "reflective teaching" may help the 

students acquire them. 

Most cognitive theorists feel, with the exception 

of Ausubel noted earlier, that problem centered teaching 

and the "discovery" method are the best means for achieving 

the desired ends. Rote memorization and expository learning 

are, for the most part, not utilized or utilized only as 

an adjunct to the teaching-learning process. 

Cognitive Theory and the Education 
of the Disadvantaged 

The cognitive model for the education of the dis

advantaged is based upon a framework which views the 

human as goal-directed, interacting with a psychological 

environment. That is, knowledge is dependent upon the 

psychological frame brought to bear upon a problem. What is 

"true" or "real" is dependent upon human interpretation. 

Furthermore, the interpretations made by different 

individuals of the "same" environment will differ as do the 

cognitive structures brought to bear upon that environment 

and the purpose of the viewer. 



It is through the purposive interaction of the 

person and his environment that meaning accrues. Through 

this relationship the individual undergoes cognitive 

restructuring. His psychological environment changes. He 

has an "experience." 

The concept of purpose undergirds the lea'rning 

process for the cognitive theorist. Movement toward a 

goal is bound to the learning experience. It is through 

this movement that an individual comes to understand 

something, to gain insight into a situation. These 

insights gained may then be used as controls for further 

experience. The validity of the insight which is a psycho 

logical phenomenon and thereby dependent upon the 

perceptions, the cognitive structure of the individual, 

will-shape their usefulness for guiding further activity. 

The development of insight becomes a goal of 

teaching. The grasp of pattern principles and generali

zations is deemed superior to rote learning. This grasp 

may occur within the learner without overt behavior to 

indicate this fact. It is a perceptual rather than a 

behavioral phenomenon. 

When the generalization or pattern is grasped, 

transfer of learning may occur. It will only occur, 

however, when the individual sees common features in 

different situations and realizes that the generalization 

is applicable in these different situations. The attempt 
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to transfer learning must be purposive. The learner 

should seek relationships from situation to situation. 

The teacher, therefore, should offer opportunities for 

the application of learning to a variety of situations, 

for the apperception of relationships and the development 

of insight. Bruner states: "When the generic has been 

grasped, it is then that we are able to recognize the new 

problems we encounter as examplars of old principles we 

have mastered (Anderson and Ausubel 1965, p. 76)." 

Ausubel who has been most active in the application 

of cognitive principles to the education of the disadvan

taged differs somewhat from most other cognitive theorists 

in this regard, primarily because he sees transfer as an 

ideational phenomenon and therefore does not emphasize the 

problem-solving function in transfer of learning. He 

states: "Verbal reception learning is not necessarily 

rote in character and can be meaningful without prior 

nonverbal or problem-solving experience (Anderson and 

Ausubel 1965, p. 89)." The deliberate attempt to influence 

cognitive structure in this manner lies at the heart of 

the educative process (Anderson and Ausubel 1S65, p. 103) . 

For Ausubel this is achieved in the following 

manner: 

The acquisition of adequate cognitive 
structure, in turn, has been shown to depend upon 
two factors: (a) using for organizational and 
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integrative purposes those substantive concepts 
and principles in a given discipline that have 
the widest explanatory power, inclusiveness, 
generalizability, and relatibility to the subject 
matter content of that discipline; and (b) 
employing those methods of presenting and ordering 
the sequence of subject matter that best enhance 
the clarity, stability, and integratedness of 
cognitive structure for purposes of new learning 
and problem solving (Anderson and Ausubel 1965, 
p. 108). 

The application of (Cognitive theory to the edu

cation of the disadvantaged learner is based upon the 

concept of cognitive structure since, for Ausubel, the 

problem of thought is "a problem of explaining how existing 

propositional units in his cognitive structure are 

consciously reorganized and recombined as complexly articu

lated, conscious experiences to meet the ideational demands 

of a new means-end relationship (Anderson and Ausubel 

1965, p. 7)." 

Jerome S. Bruner states that an environment of the 

type within which the socio-economically disadvantaged 

person finds himself 

produces an adult organism with reduced 
abilities to discriminate, with stunted 
strategies for coping with roundabout solutions, 
with less taste for exploratory behavior, and 
with a notably reduced tendency to draw inferences 
that serve to cement the disparate events of its 
environment (Anderson and Ausubel 1965, p. 76). . . . 

Ausubel concludes: 

The effects of this restricted environment 
include poor perceptual discrimination skills, 
inability to use adults as sources of information, 
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correction, and reality testing, and as instru
ments for satisfying curiosity, an impoverished 
language-symbolic system, and a paucity of 
information, concepts, and relational propositions 
(Ausubel 1965, p. 10). 

He sees the abstract dimensions of verbal function

ing as being a primary area of retardation for the disad

vantaged child, exhibiting itself in his use of concrete, 

expressive, and informal language, impoverished mainly in 

its formal, abstract, and syntactical aspects (Ausubel 1965, 

p. 10). This retardation is cumulative and partially irre

versible , early deprivation limiting cognitive growth and 

impairing the possibilities for future development (Ausubel 

in Passow, Goldberg, and Tannenbaum (eds.) 1967). However, 

if an optimum environment is offered, even after depriva

tion has occurred, and is geared to the needs of the 

disadvantaged learner, his level of readiness, cognitive 

sophistication, and intellectual skills, an extent of 

remediation may result (Ausubel in Passow, et. al. (eds.) 

1967, p. 312). According to Ausubel, an educational 

program for the disadvantaged learner should include 

an enriched preschool program which attacks perceptual 

and linguistic retardation. Emphasis would be placed 

on reading and talking to the children to offer ade

quate syntactical models, correct pronunciation, 

develop listening, memory, and attentivity skills, and 

provide reading readiness. Also included should be 

reading and writing instruction. A long range program 
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would include adult educational experiences to raise the 

cultural and intellectual level of the home (Ausubel in 

Passow et. al. (eds.) 1967, p. 315). 

On all levels more concrete empirical props should 

be utilized to provide means of transition from the 

concrete to the abstract. 

General unreadiness for school learning among 
culturally disadvantaged children largely reflects 
their slower and less complete transition from 
concrete to abstract modes of thought during the 
junior and senior high school years. Thus, in 
the presentation of abstract ideas and relational 
propositions, it is important for instructional 
materials and audiovisual aids to provide more 
concrete empirical props and opportunities for 
direct physical manipulation of objects and 
situations than would be considered desirable in 
a more typical classroom (Ausubel 1965, p. 12). 

Among the props which might provide the means of 

transition to more abstract levels of functions Ausubel 

includes: cuisenaire rods, the abacus, schematic models 

and diagrams, and role playing. Techniques for this 

purpose would include: the application of science and 

mathematics to common problems in the immediate environ

ment, the sequential arrangement of subject matter, self-

pacing, frequent testing, and feedback (Ausubel 1965, p. 12). 

The use of these props is for the purpose of 

facilitating the change from concrete to abstract. The 

individual must, therefore, be weaned from dependence on 

these props (Ausubel in Passow, et. al. (eds.) 1967, 

p. 316). 
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Also, on all levels of education for the dis

advantaged, language arts should be stressed. Proper 

syntax in speech and writing should receive repetitive 

practice with much feedback (Ausubel in Passow, et. al. 

(eds.) 1967, p. 316). 

An effective and appropriate teaching strategy 
for the culturally deprived child must therefore 
emphasize these three considerations: (a) the 
selection of initial learning material geared to 
the learner's existing state of readiness; 
(b) mastery and consolidation of all ongoing learning 
tasks before new tasks are introduced, so as to 
provide the necessary foundation for successful 
sequential learning and to prevent unreadiness 
for future learning tasks;' and (c) the use of 
structural learning materials optimally organized 
to facilitate efficient sequential learning 
(Ausubel 1963, p. 455). 

All subject matter beyond the disadvantaged 

learner's present level of cognitive sophistication should 

be eliminated. Mastery of present levels must be 

achieved before new material is introduced. This may be 

achieved by overlearning through adequately spaced 

repetitions, reviews, and practice, frequent testing and 

feedback, as well as self-pacing (Ausubel in Passow, 

et. al. (eds.) 1967, p. 318). 

The use of auto-instructional materials of the 

Pressey type (Pressey 1962, 1963), which are organized 

sequentially, become progressively more differentiated in 

generality and inclusiveness, with the similarities and 

differences between present and previous learning tasks 



clearly pointed out, and follow textbook or oral didactic 

formats with frequent self-scoring and feedback giving 

tests, is recommended (Ausubel in Passow,1 et. al. (eds.) 

1967, p. 319). 

The teacher in this program must be dedicated, 

confident, and personally involved in the teaching 

function. For the purposes of producing cognitive drive, 

or intrinsic motivation, the teacher should communicate 

a sense of excitement about his subject. He should offer 

a personality with which the children can identify. To 

this end more male teachers should be employed in 

educating the disadvantaged, classes should be smaller, 

and the same teacher should stay with the same group of 

children over a period of years (Ausubel in Passow, et. al 

(eds.) 1967, p.. 320). 

Ausubel concludes: 

Other types of compensatory educational arrange
ments that have been suggested for the culturally 
deprived child include particularly intensive 
remedial work in reading, academic coaching, an 
extended school day and school week, free summer 
school, the postponement of formal instruction 
in the first grade for pupils who have not had 
preschool and kindergarten training, and a five 
year high school and college program for the 
academically slow developing individual. For 
high school students whose orientations are 
definitely vocational, realistic prevocational 
courses should be provided in the eleventh and 
twelfth grades, integrated in some instances 
with work experience and apprenticeship 
programs (Ausubel in Passow, et. al. (eds.) 
1967, p. 320). 
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As far as motivation to learn, Ausubel favors 

intrinsic to extrinsic appeals. He sees them as longer 

lasting and more appropriate for the disadvantaged 

learner. It is not necessary to first establish moti

vation extrinsically and then teach but, rather, by 

offering as effective instruction as is possible,, the 

pupil will learn in spite of initial lack of motivation 

and will be further motivated by the satisfaction of 

learning itself (Ausubel in Passow, et. al. (eds.) 1967, 

pp. 321-322). 

Cognitive Theory: A Critical Review 

Cognitive theory like self-concept theory is a 

field approach to the education of the disadvantaged which 

is also based upon a view of the individual as maintaining 

a perceptual field dependent upon social interaction. 

Cognitive structure is the term utilized to refer to a 

person's idiosyncratic perception of himself and his 

environment. The cognitive structure is, then, at once 

a product of social interaction and producer of a psycho

logical environment. This is a much more broadly based 

view than "self-concept" theory, as included in this 

construction is the entire range of linguistic-conceptual 

processes. The educational strategies of the two views 

thereby differ in their range, "self-concept" theory 

seeing the problem as one in which the disadvantaged 



child's picture of his academic ability is restructured 

through a therapeutic process of favorable treatment in 

the scholastic arena, and cognitive theory seeing the 

problem as an educational effort to effect real and 

meaningful changes in the child's conceptual and 

linguistic patterns. 

The view put forward by cognitive theory does 

eliminate many of the problems which limit the effective

ness of the foregoing positions reviewed. It is not 

troubled to the extent that the genetic determinist and 

Piagetian systems are by teleological fallacies and 

ontological commitments which place control of man's 

destiny beyond man. It views the individual as an active 

participant in the learning process, structuring and 

restructuring experience, in contrast to the passive 

picture of the educatee which behaviorist theory presents. 

Further, cognitive theory, for the most part, attempts to 

maintain its framework by developing conceptions of the 

human and the learning process within the symbolic 

confines of its own discourse, which is in stark contrast 

to the eclectic interactionist position which abounds 

with generic fallacies and categorical confusions. 

Although it appears to be tied to "self-concept" theory 

in its field approach to the problem, cognitive theory 

provides a much more rigorous system of definitions and 
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classifications, eliminating much of the confusion of 

the former system. 

The ontological commitment inherent in cognitive 

theory is to a "reality" which is in constant flux and 

creation, dependent upon the interpretations of man, a 

product of his methods and purposes. The meanings which 

develop as a result of man's interaction with his 

environment are a factor of the individual's unique 

cognitive structure and the manner in which it is recon

structed in the process. An individual's environment, 

therefore, is largely psychological, what he perceives as 

environment dependent upon his purposes, its meaning to 

him. The nature of experience, thereby, is dependent upon 

the perceptions the individual makes of his environment, 

the meanings brought to bear upon the interaction. 

This relativistic approach appears sound in many 

respects, up to the point, however, at which it may be 

said that communication among those with different 

experiential backgrounds is impossible as a factor of 

their idiosyncratic cognitive structures. As is true 

with "self-concept" theory, the teaching learning process, 

within this framework is one in which the teacher should 

attempt to see the world through the eyes of the learner 

in order to understand his "needs." 
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Since a psychological environment, strictly speaking, 
is a momentary situation involving a specific person, 
such an environment and the person involved are 
constantly changing as the person actively lives in 
relationship to that environment. What appears to 
an observer to constitute John's environment may 
include many elements not actually in John's 
psychological environment, and the observed environ
ment may exclude some elements which, for John, 
psychologically are in it. For her to understand 
John, the teacher must study John in his own 
environment (John's psychological environment), not 
the physical environment. 

Thus, to be objective in dealing with the child, the 
teacher must be subjective. She must see the world 
as John sees it. In order to predict John's behavior 
accurately, the teacher must understand the inter
active nature of John's life space—his person and 
his environment—and she must be able to predict 
(anticipate) the boy's future life spaces (Bigge 
1964, pp. 200-201). 

Within the framework offered, how might this be 

possible? Is it not more probable that the teacher, 

hopefully having a more broadly based "cognitive structure," 

more fully developed as it were, would construct or 

reconstruct "needs" rather than in some mystical sense 

"discover" the child's "needs" by "seeing" the world the 

way he does? If the nature of the child's experience is 

so totally dependent upon his unique purposes, it would 

seem that an educational goal might be not so much the 

"discovering" of the child's idiosyncratic motivational 

set but rather providing a framework through which the 

child may become able to make judgments on the basis of a 

common, shareable method. It seems that the shared or 

communicated experience would be an educational goal. 
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this question, leaving the impression that a situation or 

idea, the examination of evidence pertaining to it, and 

resultant opinion are functions of subjective rather than 

shareable judgment. The question remains: Is the edu

cational role one whereby "needs" and "purposes" are 

"discovered" or constructed? Is there not a difference 

between informed and shareable judgment on the one hand 

and subjective judgment on the other, and within the 

framework, when is the former possible? 

Cognitive theory does offer a system within 

which cognitive structure may undergo change. The 

subjective nature of the experience, however, renders 

the change possible largely as a function of the 

psychology of the learner rather than of a directed and 

predictable outcome of an educational strategy. Thus, 

the acquisition of "insights" becomes a goal of education 

within the cognitive theory context. 

Insight, concisely defined, is a basic sense 
of, or feeling for, relationships. Although 
there is nothing about the term "insight" 
which requires it to be right in any absolutistic 
sense, it is a grasp of a thing which often goes 
deeper than words. Thus, it is a realizing sense 
of a matter. insight into a matter is its 
meaning. Meaning, so used, denotes that to which 
a matter or idea points or what it signifies. 
The insights of a person are not equated with his 
consciousness or awareness or his ability to 
describe them verbally; their essence in a sense 
of, or feeling for, pattern in a life situation 
(Bigge 1964, p. 177). 
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Evidently "insight" is an indefinable quality 

which casually points toward "meaning." Since this 

"goes deeper than words," meaning becomes something 

beyond communication in any educational sense. It is a 

product of the individual reflecting upon his unique 

"life-space" rather than a function of a directed learning 

experience. The question might become: whose "insights" • 

are most adequate? How would judgments be made if each 

has the "right to his own insight?" To teach for the 

acquisition of "insights," it would appear, might be a 

rather tricky phenomenon. Might not the "insights" the 

teacher "produces" in the learner destroy him? 

In talk of "restructuring regions of life space" 

and "broadening cognitive structure," the danger of 

reification by some cognitive theorists becomes a 

distinct possibility. As "life space" is looked upon as 

a "place" in which the person resides, "containing" his 

psychological environment and the "self" is a container 

for "abilities" and "needs" (see Bigge 1964, p. 198), 

rather than a "way of talking" about learning or growth; 

these constructs may begin to be viewed as real and 

manipulative entities. If the characteristics of these 

"entities"- are considered as more "real" than other 

characteristics which may be imagined, an unprovable, 

referentially inadequate assumption is the result. 



Further, to the extent that these constructions 

lack precision, they are unnecessarily vague. Just what 

criteria are utilized for classifying "life space," 

"cognitive structure," or "psychological environment," 

for instance? What categorizations separate these 

constructions from what they are not? This is not to 

say that the borders are not present, simply that they 

are vague. The theory is, of course, an ambitious one, 

and its exhaustive nature, thereby, renders precision 

more difficult than in more limited views of human 

learning. It nonetheless remains that precision is 

difficult when referential adequacy is in question. 

The view of the disadvantaged learner which 

emerges from cognitive theory is that of an individual 

with a restricted cognitive structure which hinders 

perception and includes an impoverished language 

symbolic system and a dearth of information, concepts, 

and relational propositions as a result of environmental 

deprivation. Education for the disadvantaged, thereby, 

according to the cognitive theorists who have dealt with 

the problem, centers upon movement from the concrete to 

the abstract dimensions of linguistic and conceptual 

abilities. Although Ausubel appears at times to imply 

otherwise, an assumption inherently connected to the 

educational strategy is that experience must precede 

conceptualization (Ausubel 1965, p. 12). Therefore, 



concrete empirical props for direct manipulation are 

essential to the model of education for the disadvantaged 

stemming from cognitive theory. Unlike experience expan

sion techniques, however, a directed effort, somewhat 

similar to Piagetian strategy, is promulgated to effect 

mediational abilities. However, the cognitive theorists 

feel that the past experiences of the disadvantaged child 

limits, to an extent, the possibilities for growth. Again 

similar to Piagetian based education for the disadvantaged 

it is, thereby, seen as a function of the educational 

program to provide step-by-step, level-by-level, mastery 

of learning tasks. A hierarchy of learning tasks is 

assumed, mastery at one level preceding possibilities 

for mastery at the next, and so on. 

This view seems to imply that escape from the 

disadvantaged learner category becomes a progressively 

more difficult task as the individual grows older. It 

appears almost impossible to escape, for, the older one 

gets, the further back the educational program must start, 

until, at a given age, the mastery of all foregoing learn

ing tasks becomes a hopelessly cumbersome project. 

Perhaps this is an overly pessimistic orientation, 

for, if, as cognitive theorists intimate, reconstruction 

and reorganization of experience is a function of 

expanded conceptual-linguistic frameworks, may it not be 

possible to forego the level-by-level task oriented 



learning strategy for one which jumps these levels by 

forcing a generic conceptual framework upon the learner? 

Ausubel's concept of the effectiveness of oral-didactic 

expository learning seems to provide a warrant of 

efficacy for this view, although he does not consistently 

carry through and bring this concept to bear upon the 

education of the disadvantaged. It is to his credit that, 

in isolation from the problem-solving approach or 

"discovery" techniques promulgated by other cognitive 

theorists, he has presented the kernel of an idea which 

may have a wide range of applicability, if the teleo-

logical assumption that levels of learning tasks follow 

a "natural" hierarchical pattern is eliminated. 

Insofar as democratic process is maintained and 

alternatives investigated, cognitive theory does provide 

a framework which maintains possibilities for developing 

citizens capable of responsible participation in a 

democratic society. However, when the subjective view 

of cognitive structure and life space intrude, these 

possibilities break down as no method of shareable 

intelligence, the grist for the democratic mill, is 

forthcoming. 



CHAPTER 4 

TOWARD A RECONSTRUCTED VIEW OF THE 
EDUCATION OF THE DISADVANTAGED: 

A CONCEPTUAL APPROACH 

The foregoing critical analysis of alternative 

conceptions for the education of the disadvantaged indicates 

that, although there are some common elements among the 

theories examined, they are essentially different positions 

having non-conjoinable discourses, and, barring the fallacy 

of eclecticism, cannot be integrated into a coherent whole. 

The logical fallacies maintained within the alternative 

frameworks and failures to meet the theoretical criteria 

provided, in varying degrees, render the positions inadequate 

structurally. The models of education offered for the educa

tion of the disadvantaged appear also to lack suitability to 

the end of the development of citizens capable of responsible 

participation in a democratic society. The cognitive 

position which makes certain original claims concerning 

the nature of the learning process offers most potential 

in this regard, but falls short where this goal is not 

actively incorporated into the educational strategy for the 

disadvantaged learner. The possibilities to this end are 

limited within the other frameworks reviewed. From the 

teleological commitments of the genetic determinist and 
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Piagetian positions, and to the extent that these 

systems are incorporated by the eclectic interactionist, 

to the restricted view of man which emerges from the 

behaviorist position, it may be seen that the possible 

product of an educational enterprise based within 

these frameworks is limited by the assumptions maintained, 

for what the human is held to be, in some meaningful 

sense, determines what he may be. This fact holds vast 

implications for education, for how we view man is 

inextricably bound to how we educate him. Any assumptions 

as to the nature of the disadvantaged learner made by the 

theories examined will help determine the possible product 

of that educational system. As these assumptions are 

not made explicit, a value bias is smuggled into the 

educational picture because the pedagogical techniques 

deemed employable—the means, methods, and desired ends 

of the educational endeavor—are dependent upon the 

criteria for selecting these techniques which emerge from 

alternative value frameworks. We have found that the 

assumptions concerning the nature of the disadvantaged 

learner, his thought processes, and the nature of thought 

in general provide a foundation upon which the approach 

to his education rests. 

The chart included in this chapter (Fig. 6) 

summarizes the major assumptions implied by the alternative 

theories investigated, the view of the disadvantaged 



Theoretical Outline of the Major 
Positions Assumptions 

Genetic Capacity of human is genetically 
Determinism determined 

Developmental rate is patterned 
genetically 

Development is a lawful, 
orderly process 

Intellectual capacity is 
measurable 

General Basic or primary drives provide 
Behaviorist initial stimuli to which the 
Theory organism responds in an effort 

to satisfy the need and reduce 
the drive 

Secondary drives may be 
learned through a conditioning 
process by consistently being 
experienced with the reduc
tion of a primary need 

Learning is a process of con
ditioning and reinforcement 

A cue is a stimulus, a part of the 
learning situation which 
leads the learner to respond in 
the desired direction with the 
desired response 

Reinforcement is necessary 
both for the learning and the 
maintenance of a habit 

Major 
Criticisms 

Teleological 
Fallacy 

Argument from 
Design 

Mechanistic, 
Reductionistic 

Circular 
Reasoning, 
Reification 

Reductionistic, 
Referentially 
inadequate 

Mechanistic 

Mechanistic, 
Simplicistic 
Science 

Simplicistic 
Science 

Eclectic 
Interactionism 

Behavior is a function of the 
interaction of organism and 
environment 

View of the 
Disadvantaged 
Learner 

The disadvantaged 
learner is essentially 
like other children 
but shows learning 
deficiencies in rate 
and degree 

Conception of 
Education for the 
Disadvantaged 

Special education at 
their level of com
petency and at a slow 
pace which will enable 
them to achieve 

Potential for 
Democratic 
Outcomes 

Negative — Such an 
approach "teaches" 
children to be "slow" 

An organism with Conditioning of man- Negative — Fits 
reduced capacities ipulatable organism more readily into 
to respond as a result in desired directions a totalitarian or 
of environmental aristocratic frame 
deprivation 

An individual with Through the application Haphazard — offers 
depressed verbal and in- of behavioral and social no consistent 
tellectual abilities as a science research approach and there-



A cue is a stimulus, a part of the 
learning situation which 
leads the learner to respond in 
the desired direction with the 
desired response 

Reinforcement is necessary 
both for the learning and the 
maintenance of a habit 

science 

Simplicistic 
Science 

Eclectic Behavior is a function of the 
Interactionism interaction of organism and 

environment 

Development proceeds in stages 

Selects the best principles from 
a variety of behavioral and 
social sciences consonant with 
the interactionist viewpoint 

Learning is a process of ex
perience expansion 

An individual with 
depressed verbal and in
tellectual abilities as a 

result of stimulation 
lacks in the slum en
vironment, family situ-

Categoricai Con- ation>and the Seneral 
fusion, Refercn- h°me atmosphere to 
tially inadequate, whidJthe cMd is sub" 
Generic Fallacy Jec 

Neglects prob
lem of meaning 

Telcological 
Fallacy 
Eclectic Fallacy 

Piagetian Development is a function of Teleological 
Theory hereditarily influenced mat- Fallacy, Argu-

uration, interaction of organism ment from 
and environment, learning, and Design, Lack 
equilibration of Precision 

Development proceeds in stages: Questionable 
the sensorimotor, the preopera- Reliability of 
tional, the stage of concrete Data 
operations, and the stage of 
formal operations . 

Symbolization develops through Referentially 
the index, symbol, and sign levels inadequate 
of representation 

Conceptual growth proceeds 
through logico-mathematical re
lationships such as grouping and 
ordering and spatio-temporal re
lationships such as spatial and 
temporal reasoning to higher 
order tasks 

An individual whose 
environmental depri
vation has hindered 
advancement through 
the periods of develop
ment "normal" for his 
age group 

Self-Concept The self-concept is that organiza- Lacks precision, An individual who 
Theory tion:o£ qualities that the individual Unnecessarily maintains a negative 

vaoilft RftfftrP.n- MCp1fj*nnrAnt" nf Kic 

Through the application 
of behavioral and social 
science research 

techniques and data,  
identify stimulation 
lacks, utilize a wide 
range of diagnostic 
tools, and initiate com
pensatory instruction 
by providing the stim
uli from which the dis
advantaged child has 
been deprived 

Haphazard — offers 
no consistent 
approach and there

fore no consistent 
criteria upon which 
judgments may be 
based 

The building of a solid 
foundation for further 
development by going 
back to the sensorimotor 
period, and making 
certain that inter
mediate stages are not 
skipped or only 
partially achieved 

Haphazard — the 
assumption that 
reality exists beyond 
the conceptualization 
of the individual pro
vides no means for 
the evaluation and/or 
reconstruction of the 
thought process by 
the learner 

A directed effort to 
modify the students 
"pal f r» 

Haphazard — limited 
scope provides for 



the index, symbol, and sign levels inadequate 
of representation 

Conceptual growth proceeds 
through logico-mathematical re
lationships such as grouping and 
ordering and spatio-temporal re
lationships such as spatial and 
temporal reasoning to higher 
order tasks 

Self-Concept The self-concept is that organiza- Lacks precision, 
Theory tion of qualities that the individual Unnecessarily 

attributes to himself 

The individual's self-concept is 
based on his perception of the 
way others are responding to him 

The individual's self-concept 
functions to direct his behavior 

The individual's perception of the 
responses of others toward him 
reflects the actual responses 
of others toward him 

The way the individual perceives 
the responses of others toward 
him will influence his behavior 

vague, Referen-

An individual who 
maintains a negative 
"self-concept" of his 

tially inadequate academic ability 

Reification 

Logical Antinomy 

Circular Reasoning 

Question 
Begging 

A directed effort to 
modify the students 
"self-concept" from a 
negative to a more 
positive view through 
educational techniques 
which help him "rede
fine the school situation'' 

Haphazard — limited 
scope provides for 
limited outcomes 

Cognitive 
Theory 

An individual's cognitive Reification 
structure (his perception of 
himself and/in his environment) 
undergoes reshaping, restructuring, 
and change through the acquisi
tion of new insights, as well as the 
development and metamorphosis 
of old ones 

An individual's interpretation Possibilities 
of experience is dependent upon for shareable 
his psychological environment experience or 
which includes his biological judgment are 
organism, liis needs, abilities, haphazard 
goals, forces driving him toward 
his goals, and barriers inhibit
ing progress toward them (called 
vectors), as well as the total 
context (persons, objects, his own 
organism, etc.) of his exogenous 

An individual with a 
restricted cognitive 
structure which hinders 
perception and includes 
an impoverished language 
symbolic system and a 
dearth of information, 
concepts, and relational 
propositions as a result 
of environmental 
deprivation 

A directed effort to 
move the disadvantaged 
from the concrete to the 
abstract dimensions of 
linguistic and conceptual 
abilities thereby initiat
ing cognitive expansion 

Fair to Good when 
directed procedures 
toward this goal are 
maintained 



responses of others toward him 
reflects the actual responses 
of others toward him 

The way the individual perceives Question 
the responses of others toward Begging 
him will influence his behavior 

Cognitive An individual's cognitive Reification 
Theory structure (his perception of 

himself and/in his environment) 
undergoes reshaping, restructuring, 
and change through the acquisi
tion of new insights, as well as the 
development and metamorphosis 
of old ones 

An individual's interpretation Possibilities 
of experience is dependent upon for shareable 
his psychological environment experience or 
which includes liis biological judgment are 
organism, liis needs, abilities, haphazard 
goals, forces driving him toward 
his goals, and barriers inhibit
ing progress toward them (called 
vectors), as well as the total 
context (persons, objects, his own 
organism, etc.) of his exogenous 
environment at a given time 

Learning is a perceptual phenom- Lacks precision, 
enon involving changes in the unnecessarily 
cognitive structure which are vague 
verbal and symbolic and may 
be meaningful and insightful 
when it is goal-directed 

An individual with a 
restricted cognitive 
structure which hinders 
perception and includes 
an impoverished language 
symbolic system and a 
dearth of information, 
concepts, and relational 
propositions as a result 
of environmental 
deprivation 

A directed effort to 
move the disadvantaged 
from the concrete to the 
abstract dimensions of 
linguistic and conceptual 
abilities thereby initiat
ing cognitive expansion 

Fair to Good when 
directed procedures 
toward this goal are 
maintained 

Fig. 6. Summary of Theoretical 
Positions and Major Criticisms 00 

Ln 
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learner which emerges from these assumptions and the 

definitional criteria made possible by their utilization, 

as well as the substantive educational strategy employed 

or deemed employable on the basis of these assumptions 

and criteria. These assumptions, the major theoretical 

criticisms of the positions, and the analysis in terms 

of the potential of the alternative educational strategies 

for the production of democratic outcomes, all discussed 

at length in chapters two and three, and evaluated 

through the analytic framework developed in the first 

chapter, are outlined. 

As has been indicated by the critical review of 

the alternative theoretical formulations for the education 

of the disadvantaged learner, the major assumptions made 

but often not articulated by the systems examined are 

ontological in nature, committing the positions to a 

reality existant and'ordered beyond the manipulation of man, 

though "discoverable" by him. Value and knowledge claims 

are, then, directed by the ontological system maintained. 

Are educational strategies stemming from systems 

which conceive the world ontologically in this manner 

epistemologically adequate? The present objection main

tains that to the extent that the ontology of a system of 

educational theory exhibits teleologically based assump

tions, placing the structure of knowledge beyond the 

creation of man, it fails to provide man with the means 
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of control of his education, his future. Such systems 

provide educational strategies whose cultural contexts are 

toward the past or present rather than the future and 

are, thereby, factors in the institutionalization of 

cultural lag. 

If education is a normative process, it must make 

judgments among alternative possibilities in light of their 

consequences within a social framework and, therefore, the 

critical examination of alternative ways of teaching-learn

ing, the criteria upon which these ways of teaching-

learning are based, and the assumptions which direct the 

criteria and substantive models of teaching-learning, 

through an evaluatory conceptual framework, is a dis

tinctively educational endeavor. If the evaluatory 

conceptual framework makes particular structural and 

social demands not met by the alternatives examined, as 

is the case here, and the evaluatory framework is at all 

valid within the context of the educational and social 

structure for which it is meant, the following task must, 

necessarily, be retroductive in nature, the issuing of 

reconstructed assumptions, criteria, and substantive altern

atives which will meet the demands placed upon the 

structure of educational theory. 
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Part I — Goal Orientation 

The challenge which the critical analysis of the 

structure of educational theory concerning the instruction 

of the disadvantaged learner affords, to the extent that 

this theory is found inadequate to the task of directing 

programs for the development of citizens capable of 

responsible participation in a democratic society, is the 

formulation of an alternative theory and its educational 

model which will be structurally sound on the basis of 

the criteria of adequacy established and adequate to this 

task. Such a formulation is the goal of the remaining 

pages of this work. 

Part II — Assumptions 

With this goal in mind an initial step.should be 

an explicit rendering of the value bases upon which such 

a theoretical formulation rests. 

Foundational to a theoretical strategy concerning 

the education of the disadvantaged learner is the problem 

of meaning. It is here assumed that no matter how the 

world may be structured in and of itself, its meaning is 

dependent upon and relative to the conceptualization of 

man, and, to the extent that man's concepts change, he 

creates a new "reality." Man's concepts, further, are 

dependent upon and inextricably bound to the conceptual 

tools and methods he utilizes in the creation of his world. 
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The conceptual organizational principles he devises and 

the category habits he employs direct the relationships 

perceivable, the inferences made possible, and the 

reflective style employable. In short, the possible 

meanings which might accrue through man's interaction with 

sense-data are dependent upon the conceptual style 

utilized by man. In this sense, conceptualization 

precedes meaningful experience. 

It is further assumed that directing man's concep

tualizations are patterns of values which man creates in a 

social context as a means of guiding human behavior. The 

manner in which man values his fellow man directs the 

manner in which he educates him. Within a framework which 

views man as the creator of value man himself must then be 

perceived as the value and valuing entity. The human may 

then be viewed a valuable entity capable of valuing to the 

extent that he possesses a conceptual style structured 

for valuing. It is assumed that this structure should be 

one which is systematically organized to this end, capable 

of inquiry, contextual categorization of alternative 

symbolic and sense data, abstraction, transfer of generic 

thought rules, and perception of relationships through 

the application of principles for this process. In short, 

he should be capable of legislative meaning (Saunders [1969, 

p. 115] defines the legislative level of meaning in this 

manner: "The legislative level is a choosing at the 
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most inclusive level of a value and structure which 

determines the pervasive which is to be used to integrate 

and give meaning to all other steps in the sequence"). 

If this level can be defined in a referentially 

adequate way, it can be taught. Conceptual style, then is 

teachable to the extent that the criteria for definition 

remains clear. Conceptual style, further should be 

measurable as long as the criteria for measurement are 

also clear. If conceptual style is measurable,diagnosis 

pertaining to its adequacy to given ends is possible. If 

diagnosis is possible, remediation is probable. Conceptual 

style, if diagnosed as inadequate on the basis of clear 

criteria for its measurement, is capable of remediation 

through a teaching-learning process. 

The conceptual style (or method of intelligence) 

to be taught has itself a value foundation upon v/hich the 

goals of the system are based. The method-means-ends of 

the system are, then, inextricably bound to the values 

which obtain and these values-method-means-ends should 

always remain open to inquiry for a commitment to the 

re-institution of the process and the reconstruction of 

the values directing it should be pivotal to inquiry. 

If a value system directs the generic thought 

process, the open democratic system, a philosophicojuristic 

structure, affording man the opportunity for participation 

in the formation of the values v/hich govern his existence 
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and, as such, providing a value model through which man 

may achieve open and free inquiry is deemed most appropriate 

to the end of human growth. The valued ends for education 

would then include non-terminal growth, a commitment to 

open and ongoing inquiry into alternatives, to doubting, 

questioning, and reconstructing values, and the utiliza

tion and continual reconstruction of a judgmental process 

through which alternative procedures may be evaluated on 

the basis of their consequences for the production of more 

open, free, democratic inquiry. The valued end in terms 

.of human resources is an individual conceptually equipped 

for responsible participation in an open, free, and 

democratic society. 

It would follow, and is thus assumed, that man's 

knowledge is dependent upon the manners in which he 

conceptually organizes symbolic and sense data. It is, 

therefore, contingent upon his conceptualization and is 

relative to the conditions man structures for its interpreta

tion. Knowledge, then, is inextricably bound to method, 

for the sources of knowledge are the organizing and 

relating conceptual principles—the generically framed 

meanings—which man brings to bear upon sense data. These 

organizing and relating conceptual principles are symbolic 

in nature, the form of the symbolic organizers and relata 

establishing the possibilities for further generic 

categorization. 



Part III — Criteria 

With these assumptions in mind we may proceed to 

the structuring of criteria upon which a substantive educa 

tional model may rest. 

Although cognitive theory does not entirely meet 

the standards of adequacy structured for education theory, 

it makes a major contribution to the problems of thought 

and learning when among other things, it descriptively 

locates an area for investigation by defining the 

processes in conceptual and linguistic terms. A cognitive 

theorist states, 

For human beings words and concepts are 
inextricably bound. It is difficult even to 
think about any known concept without the 
immediate intrusion of its verbal associate 
or description. Not only is it the case that 
most conceptual groupings have meaningful 
verbal labels but also some concepts are learned 
and used almost exclusively in a verbal context 
(Anderson and Ausubel 1965, p. 21). 

Some cognitive theorists have also recognized the 

importance of the generic thought process. Bruner says, 

"When the generic has been grasped, it is then that we are 

able to recognize the new problems we encounter as 

exemplars of old principles we have mastered (Anderson and 

Ausubel 1965, p. 76)." By defining the process of thought 

in these generic-cognitive-verbal terms the cognitive 

theorist offers a framework for inquiry concerning the 

teaching-learning situation applicable, not only to those 
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deemed disadvantaged but to all learners. What they 

neglect to do, however, is provide techniques for handling 

the generic process, while, at the same time, offering a 

theory which in structural terms is open to the criticisms 

which have been brought to bear against it in earlier 

chapters. 

What conceptual approaches to the problem of 

thought and learning do offer, which, perhaps, differs 

from other approaches, is the possibility for democratic 

outcomes. If democracy, as defined in the first chapter, 

is a valid social goal toward which to strive, education 

is rightly concerned with the production of citizens 

capable of responsible participation in a democratic 

society. If, further, those engaged in the education of 

individuals within this contextual framework are able to 

define their task in terms of the conceptual patterns 

and tools necessary for democratic outcomes, they should 

be able to teach to the end of producing the conceptual 

styles necessary for optimum performance within a 

democratic setting. 

Sidney Hook writes, 

Roughly speaking, we may say that the pervasive 
ideal of democratic education today is to 
achieve a community of persons who, on the basis 
of reliable knowledge about themselves and the 
world in which they live, can develop freely in 
a free society. We shall therefore call those 
tendencies in education authoritarian which by 
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blocking the roads of inquiry, preventing freedom 
of intelligent choice, by discouraging critical 
participation in the process of learning, obstruct
ing individual growth, by the infusion of dogmas 
of doctrine or program, blind students to relevant 
alternatives and encourage conformity rather than 
diversity; all those methods which fail to 
recognize that the supreme and ultimate authority, 
the final validating source of all other authorities 
in human experience is the self-critical authority 
of critical method (Hook, 1953 p. 125). 

It is assumed, then, that democratic outcomes as 

an educational goal would call for democratic practices 

and a means of evaluating democratic attitudes. What 

student attitudes would a pedagogy wish to produce if its 

goal were the production of citizens capable of responsible 

participation in a democratic society? And, further, once 

this is explicated what pedagogical techniques would be 

likely to produce the desired attitudes? 

It has been stated that pivotal to democratic 

ideology is the concept that each individual should be 

capable of participating in the judgments made which affect 

the governing of his life, and he should be concerned with 

the welfare of his fellow man. He should recognize the in

finite value of individual man as well as the community of 

man. A prime requisite, then, for participation in a demo

cratic society would be an open-ended commitment to the 

individual and social welfare of all other humans. An 

educational system which has democratic goals would then 

hope to produce humans who exhibit a strong sense of 

responsibility toward the welfare of others. Further, if 
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all men are to participate in a human community of judges 

which is capable of controlling its own destiny, a 

democratically oriented citizen should be committed to the 

utilization of a sharable method of co-operation for the 

solution of problems and a faith in the ability of 

collective man to use this in his own best interests: 

to be capable of reason through the application of 

humanistic values. He must then be committed to a 

judgmental system which is open, self-critical, and self-

regenerative; a method of science approach to the 

solution of problems involving human technology, human 

organization, and human values; an approach which holds 

its conclusions as tentative, as conceptual reference 

points for further inquiry with an amendment procedure 

built in. He must have a faith in the ability of collective 

and individual man to utilize self-discipline and intrinsic 

motivation in the control of his behavior to the end of 

personal growth and social welfare. He must be willing, 

therefore, to make judgments among alternative courses of 

action in terms of their probable social consequences. 

In behavioral terms a student might be considered 

capable of responsible participation in a democratic 

society at the level of respect for the individual and 

social welfare of others if he helped his fellow students 

solve intellectual problems when he was able to do so. 

Something of a buddy system might be developed by students 
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so oriented, with those who grasped certain principles 

teaching those having difficulty. Too, on the playground 

or in any other situation these students would come to 

the aid of their fellows in the case of an emergency, an 

accident, or other possible threat to their welfare. 

These behaviors might be evidence that the students had in 

some sense internalized the concepts of respcet for 

fellows on the basis of their shared humanity, a basic 

democratic principle. 

Sayers and Madden (1959, p. 67) indicate: 

Democracy specifically concerns the liberation 
of individuality through activities which the 
individual contributes to the better life of all. 
Here is the cooperative concept of freedom placed 
in relation to the cooperative concept of equality. 
These terms, freedom and equality, are of the same 
relationship between an individual and his fellows. 

If this be the case, behavioral evidence of an 

understanding of this concept might include an individual's 

willingness to share knowledge or material with the rest of 

the class for their total benefit and, further, cooperative 

planning of class activities in which the rights of the 

minority are respected. In other words an individual's 

strong points contribute to the growth of the group as a 

whole. Further, in illustration, the majority of a fourth 

grade class, for instance, who vote for kick ball as a 

recess activity, would respect the rights of the jump rope 

voting minority by providing a means by which they might 



197 

play jump rope or by sharing in the jump rope activity a 

proportionate amount of time. Also, classroom atmosphere 

would be such that the minority would always have the 

opportunity to make their felt needs clear to the 

majority who would pay careful consideration to their desires 

and stated needs when making policy decisions which would 

affect all, for the establishment of freedom for some in 

the democratic context should not imply, within the value 

framework discussed, the abolition of the freedoms of 

others with less power. 

Pivotal to democracy defined behaviorally is the 

method of critical inquiry, a method of intelligence by 

which problems are solved and decisions made which becomes 

the value criterion upon which democratic process rests. 

It is this principle which is foundational to responsible 

participation in the democratic society. Behavioral 

evidence of a democratic conceptual style in the solution 

of problems might include approaches which indicate 

attempts to gather all relevant data concerning any 

question through the exploration of a variety of alternative 

sources of information, the use of this data as a means 

of arriving at logical conclusions to which the investi

gator might not have arrived in its absence, and recogni

tion that in evaluation of data alternate sources and 

alternate means stemming from alternate premises lead to 

alternate conclusions: In sum, the value criteria direct 
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the means employable, which, in turn, direct the possible 

outcomes reachable. Furthermore, foundational to 

this evaluatory step would be an analysis of the possible 

social consequences of alternative conclusions. 

The ability to utilize this method with increasing 

self-direction and self-motivation in the absence' of 

direct guidance from the teacher would indicate a commitment 

to doubting and questioning through the use of sharable 

methods of inquiry, a basic democratic goal, and would be 

behavioral evidence for possible responsible participation 

in a democratic setting at the levels of self-discipline 

and intrinsic motivation. 

If these are among the behavioral criteria for 

possible responsible participation in an open society, upon 

what-conceptual criteria do these behaviors rest? 

An analysis of conceptual structure must precede 

the institution of pedagogical techniques for cognitive 

reconstruction to the end of producing individuals 

conceptually equipped for responsible participation in a 

democratic society and for probable success in the school 

as the student who is able to achieve academically and the 

teachers who honor him may, in fact, have similar patterns 

of thought or conceptual styles. This pattern, evidence 

indicates, is a factor of the socio-cultural backgrounds 

they share. Studies of culture and personality have 

reinforced John Dewey's comment (1916, p. 20) that, "The 



way our group or class does things tends to determine the 

proper objects of attention, and thus to prescribe the 

directions and limits of observation and memory." On the 

other hand, those groups who exhibit a different thought 

pattern and are unable to adopt or adapt to the valued 

style are often downgraded. They are labeled "slow" 

learners, academically retarded, or "culturally deprived." 

The public schools tend to reward those students 

who exhibit abilities in abstract symbolic thought. The 

research cited earlier indicates that there is a wide dis

parity among middle class and "culturally disadvantaged" 

students in these abilities, the "disadvantaged" student 

being less able to utilize the abstract thought levels. 

Unfortunately, although the schools reward the students 

who are conceptually equipped for abstract thought, it 

appears that little is done to the end of teaching those 

not so equipped how to think abstractly. The familiar 

profile of the "disadvantaged" student shows an accelera

tion of retardation through the fourth grade and beyond 

rather than a remediation of his "disadvantagement." 

It appears that it is the individual who has in

ternalized certain organizational principles and who is 

capable of relating these principles to new situations, 

drawing further inferences from new problem solving experi 

ences which may broaden and strengthen the original 

generic conceptual pattern, and reflecting upon this 
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process for further utilization, who is deemed academically 

intelligent. He has developed a valued conceptual style. 

It would then follow that the generic system of 

symbolic thought must be recognized by the individual 

before he may have a meaningful experience. In other words, 

an individual so equipped conceptually is capable- of 

prescribing or forging meaning upon "experience." 

It is the application of the generic principle 

or category habit which renders new experience meaningful. 

The experience is not then merely an isolated phenomena but 

becomes part of a cohesive whole. It accrues meaning 

through mediation and may act as a catalyst for the 

accrual of further meaning. The "successful" student has 

developed certain organizational principles which direct 

this process. He has learned these principles'and how to 

utilize them. According to T. Frank Saunders (1966, p. 122), 

"In the process of thought growth children can be seen to 

proceed from 'survival1 literal conception to general 

description, from classification to categorization, and 

from generalization to relational contextual meaning." 

It is this growth from the literal to the abstract in 

concept formation which differentiates the academically 

"intelligent" individual from those otherwise categorized. 

It is this individual who grasps the generic-relational 

principles more quickly than his peers and puts these 

"thought rules" to use with more facility. 
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It would appear that, if the schools reward those 

students so equipped conceptually, in order to broaden the 

base of possible academic success to all the individuals 

the school serves it ought to teach the thought style it 

values directly rather than hope that it might appear 

indirectly through contact with subject matter or suppose 

that its appearance is fixed by dint of genetic endowment 

in the first place. 

If intelligence either is or has method it should 

be teachable through an explicit rendering of the 

procedures and principles upon which the concept itself 

rests. 

In an attempt to provide a structure which might 

allow for the teaching of conceptual patterns and which 

might make possible, on the part of those who learn them, 

responsible participation in the democratic process, the 

following is offered as a possible model of a conceptual 

structure the upper levels of which would be applicable to 

the thought patterns demanded of participating citizens in 

a democratic society. 

Dr. T. Frank Saunders of the University of 

Arizona, who has made major contributions to the analysis 

of thought and learning, conceptual theory, the problem of 

conceptual style, and the teacK'ing of conceptual patterns 

methodologically through a series of papers he has written 

(1963, 1964b, 1965, 1966, 1968 a, b, c, 1969), many of 
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which have been presented before the Far Western 

Philosophy of Education Society, states 

....what is sensed is what is noticed, and what 
is noticed is what is selected by some prior 
(or synthetic a priori if you will) set of cate
gories for meaning. These categories may be habitual 
or clearly determinate, capricious or methodological. 
But, in any case the contexts employed, the struc
tural forms, determine the characteristics the 
"object" or the "experience" can have. The contexts 
make the objects possible (1969, p. 94). 

It is the depth of implications provided by this 

judgment which should force those interested in the 

teaching-learning situation to pose new assumptions con

cerning the nature of thought itself for it renders 

impotent many prior claims and traditional methodology 

and offers an explanation as to why the models of education 

for the disadvantaged examined are inadequate and programs 

such as Head Start have been deemed failures (see the 

Office of Economic Opportunity study by Westinghouse 

Learning Corporation and Ohio University carried out between 

June, 1968 and March, 1969). 

If, however, we look at the problems of thought 

and learning as conceptual (meaning logico-linguistic struc-

turalizations created or learned by the individual through 

which he forges meaning upon his environment, through which 

he creates his "reality") the importance of external 

content (subject matter, if you will) decreases in im

portance for meaningful learning to occur as it is the 



restructuralization of conceptual style (meaning a 

characteristic habitual and persistent manner of approach

ing problems, classifying objects, using language, viewing 

his "world," etc. which an individual may exhibit) which 

becomes the focus of a teaching-learning strategy 

rendering "experience" meaningful and non-terminal 

growth possible. 

If, as Saunders indicates, there is a continuum of 

possible conceptual patterns from the literal to the 

abstract, a model of conceptual structure might include 

the immediate, mediate, deliberately mediate, valued 

mediate, and retroductively mediate conceptual levels. 

The most literal of the levels would be the immediate, 

each following level through the retroductively mediate 

being more inclusive or more abstract. 

Conceptualization perceived in this manner would 

at the immediate level be totally dependent upon "sense 

data" or "experience" and characterized by a lack of 

deliberation, systematization, or selection, at the 

mediate level by imprecise and non-deliberative but none

theless patterned thought processes which are dependent 

upon "sense data" or "experience," at the deliberately 

mediate level by methodical and selective perception and 

organization of "experience" or "sense data" and the relat 

ing of this meaning or the principles upon which it was 

developed to other "experience" or "sense data" 
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(generic-relational organizational principles are 

deliberately framed and selectively utilized to make 

"experience" meaningful), at the valued mediate level by, 

on the basis of values chosen or created, alternative ways 

of deliberate mediation being related conceptually and 

selected, and at the retroductively mediate level by the 

revisitation of the valued mediate and the posing of new 

value assumptions through which the entire process of 

conceptual restructuralization may be instituted. The 

levels proceed, then, from a total dependence upon 

content to total independence from such content (see 

Fig. 7). 

For example, in terms of problem solving, an 

individual whose characteristic approach was of the Level I -

immediate type would be bound by that which was directly 

sensed. The individual would offer an undifferentiated 

response to events which would occur. Each problem, then, 

would be a "new" one as a system of relating old 

principles to new situations would not be developed. An 

individual's response would then be directly bound to the 

immediate situation in which he finds himself. He is in a 

real sense, thereby, completely controlled by the situation. 

A Level II - Mediate approach to problem solving 

would be exemplified by behavior which would indicate a 

recognition of relationships among events. A Level II 

approach would, however, be non-specialized and imprecise, 
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LEVEL V - RETRODUCTIVELY MEDIATE 

The revisitation of the valued mediate and the posing of new value 
assumptions through which the entire process of conceptual restructuraliza-

tion is instituted. 

LEVEL IV - VALUED MEDIATE 

Alternate ways of deliberate mediation are related contextually and 
are selected on the basis of values chosen or created. 

LEVEL III - DELIBERATELY MEDIATE 

^Generic-relational organizational principles are deliberately 
framed and selectively utilized to make "experience" 

meaningful. 

LEVEL II - MEDIATE 

Patterned thought process. Imprecise and non-
deliberative. "Experience" dependent. 

LEVEL I - IMMEDIATE 

Total dependence upon content— 
non-deliberative, non-systematized, 

non-selective "experience". 

Fig. 7. Conceptual Levels 
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characterized by habitual rather than determinant pro

cedures. Although there may be recognition that an 

outcome rests upon its method, the nature of the relation

ship would not be totally clear and certainly would 

neither be created nor controlled, but rather revealed or 

"discovered" through "experience," by the individual'. 

The problem solving approach would be "experience" 

dependent as the "relationships" perceived are conceived 

as existing "in the natural order of things," and are 

therefore not controlled or created but simply observed. 

Deliberate selection, a determinant and disciplined 

approach, contextualization, and precise use of relational 

principles would be evidenced by an individual whose 

approach to problem solving might be characterized as of 

the Level III - Deliberately Mediate type. Meaning would 

be brought to bear on the problem solving experience 

through the application of generic-relational principles. 

This would be made possible by an understanding of means-

ends relationships—that a practice rests upon criteria 

which have an assumptive base. Thereby there are criteria 

for possible meanings which may be related to other 

meanings through the utilization of inclusive principles. 

It would be recognized that a meaning is dependent upon a 

context and that a context is composed of assumptions and 

criteria upon which meanings rest. In sum, problem 

solving at this level would be enhanced by recognition of 
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direct relationships between the frameworks employed in 

the problem solving process, the criteria utilizable and 

the conclusions possible, that there are alternative 

frameworks and that these frameworks direct alternative 

criteria which direct the possible alternative conclusions 

which might emerge through the problem solving experience. 

Alternative meanings, thereby, are dependent upon the 

conceptual frameworks employed. The generic rule is 

recognized and the process of generalization is practiced. 

It is at the Level IV - Valued Mediate level of 

conceptualization that values are perceived as operative 

and legislative in the problem solving process. At this 

level it is understood that there are alternative ways of 

doing deliberate mediation, that these ways are legislated 

by alternative selected value orientations, and that 

investigatory frameworks and therefore problem solving 

approaches may be chosen, rejected, or created on the 

basis of value assumptions. It is a recognition that 

value assumptions direct the problem solving process, that 

they may be investigated and choices made among the 

alternatives on the basis of value criteria for this 

purpose. It is at this level that the should-ought 

considerations are operative. Valued goals and consequen

tial meaning direct the selection or rejection of 

alternative approaches. 
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The problem solving experience itself is re-insti

tuted at the Level V - Retroductively Mediate level of con

ceptualization. New value assumptions are sought and 

presented which thereby necessitate new methods of inquiry. 

The process of inquiry itself is, then, inquired into and 

re-composed on the basis of the new value questions asked. 

A search for new methods, new processes of judgment, and 

new values in new areas is initiated. 

As one progresses up the scale of conceptual levels 

in the area of problem solving, he proceeds from complete 

lack of control over, and is in complete mercy to, his 

"environment" to levels where he creates and recreates his 

"environment" (see Fig. 8). 

Another area which might be viewed separately for 

purposes of analysis and illustration of conceptual style is 

that of classification, although it must be recognized that 

no claim is being made about the "nature" of thought or "a 

true picture of the structure of the thought process as it 

really is." Rather the attempt is being made to provide 

a structure through which judgments may be systematized, 

categories made explicit, and criteria made clear to the 

end of providing the tools of intelligence (as process) to 

those youngsters deemed academically disadvantaged. Each 

of the so called "areas" of conceptualization alluded to 

should be looked upon as interdependent categories for 

meaning. 
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LEVEL V - RETRODUCTIVELY MEDIATE 

Re-institution of problem solving experience. New value assumptions offered. 
Inquiry into inquiry. 

LEVEL IV - VALUED MEDIATE 

Alternative contexts perceived as value directed. Value assumptions 
utilized for the selection and rejection of contexts. 

Consequentialism. 

LEVEL III - DELIBERATELY MEDIATE 

Means-ends relationship understood. Contexts recognized. 
Generic-relational principles applied. 

LEVEL II - MEDIATE 
Relationships perceived in an habitual rather than 

determinant manner. "Experience" 
dependent — "relationships seen as ex
isting" in the natural order of things." 

No control over "experience." 

LEVEL I - IMMEDIATE 

'Experience" bound. Each 
problem "new". 

Fig. 8. Conceptual Levels -- Problem Solving 
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A classification scheme would at the Level I -

Immediate level of conceptualization be characterized by 

discrete facts or immediate data interpretants. Each object 

would be classified as discrete, separate and unrelated, 

having no meaning beyond itself. For instance " chair]/' 

would be perceived as unrelated to "chai^" or "chai^." 

A Level II - Mediate approach to classification 

would entail a non-deliberate, non-systematized, imprecise, 

but relational categorization of objects. "Chairs" would 

be perceived as related but in a utilitarian rather than 

generic manner. "Chairs are to sit in" would be the 

habitual approach to classification utilized at this level. 

However, at the Level III - Deliberately Mediate 

level of conceptualization the classification would not 

only -be in terms of the relationships among like objects 

but also on the basis of a deliberate contextualization 

and selection. For instance, "chairs" as a category of a 

more inclusive concept "furniture" would be seen as 

related and having sub-categories on the basis of usage or 

purpose (e.g. rocking chair, easy chair, desk chair, lawn 

chair, etc.), style (e.g. Early American, French Provincial, 

etc.), or what have you. 

A Level IV - Valued Mediate classificatory pro

cedure would entail a Level III approach plus the selection 

or rejection of objects or categories on the basis of value 

choices. Favorite "chairs" would be deliberately selected 
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and others rejected on the basis of chosen criteria whether 

it be, for example, on the basis of aesthetics ("that chair 

would look nice in the den" or "we must get type 

of chair for the office"), comfort, or what have you. 

At the Level V - Retroductively Mediate level of 

conceptualization new assumptions would be posed which 

might reconstruct the concept being classified itself. The 

new assumption posed would demand new criteria - a recon

struction of the classification scheme itself. It is at 

this level that anything could become a "chair" or a 

"chair" could become anything, a table or a work of art, or 

what have you. The entire process of classification leaves 

the area of content dependence and enters that which makes 

possible the creation of new content (see Fig. 9). 

Again, for purposes of illustration, an individual's 

characteristic "perceptual set" or "world view," the manner 

in which an individual organizes, structures, and through 

which he interprets his daily life, his total environment, 

which, of course, would pervade the other areas illustrated 

can be defined on the basis of conceptual levels also. 

A "world view" or "perceptual set" at the Level I -

Immediate level of conceptualization would offer no system 

for the organization and interpretation of "experience." 

Life would not be meaningful, controllable or constructable 

if a Level I "perceptual set" were the characteristic 

approach for it would lack pattern. All "experience" 
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XEVEL V - RETRODUCTIVELY MEDIATE 

The posing of new value assumptions which demand a reconstruction of the 
classification scheme itself, (e.g. Concept "chair" reconstructed) 

LEVEL IV - VALUED MEDIATE 

Concept classified contextually and relationally and selections or rejec
tions made on the basis of value criteria also classified. 

(e.g. value criteria utilized to select favorite "chair" or type 
of "chair") 

LEVEL III - DELIBERATELY MEDIATE 

Classification on the basis of generic — relational 
principles deliberately contextualized and 

selected, (e.g. "chair category of "furniture" 
having sub-categories) 

LEVEL II - MEDIATE 

Classification on the basis of non-
deliberative, non-systematized, im

precise, but relational 
categorization of objects, 
(e.g. "chairs are to sit in") 

LEVEL I - IMMEDIATE 

Discrete Facts. Im
mediate data intre-

pretants. (e.g. 
"chair j" 

unrelated to 
"chair2") 

_ Fig. 9. Conceptual Levels —• Classification 
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would "come in a rush, one thing after the other," indis

tinguishable, unrelatable, noncontextualized, immediate 

"experience" dependent. There is no future here, in any 

controlled sense, and very little past. The individual 

is at the mercy of circumstance which is a whimsical 

companion at best for no meaning is relatable from one "new 

experience" to another "new experience", especially when 

"experience" is "blind". In fact "meaning" here is 

"experience" bound. A "survival" approach to life is 

evidenced. A person "exists". He is "done unto". 

A Level II - Mediate "perceptual set" is also 

"experience" bound. "Meaning" is "discovered". This level 

of conceptualization, as the result of interaction of 

organism and environment, affords fractional, imprecise, 

and non-deliberative systems for the organization and 

interpretation of "experience". "Reality" is "out there" 

and the individual "runs up against it" and "learns" from 

it. The world is seen as ontologically independent from 

the individual viewing it. Certain relationships have been 

"discovered" at this level, but the "nature" of the 

relationships are not articulated. The systems utilized at 

this level are merely glimpsed, as they exist in the "nature 

of things" and are neither controlled nor constructed by the 

viewer. The approach is habitual rather than selective. 

At the Level III - Deliberately Mediate level of 

conceptualization concerning "perceptual set" 
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generic-relational systems are deliberately framed and 

selectively utilized as a means of "interpreting" experience. 

Experience becomes meaningful at this level through the 

utilization and articulation of systematic organizational 

principles which bring meaning to bear on experience. The 

systems utilized in perceiving the world are themselves 

looked upon as pre-set, independent of man but discoverable 

by him. These systems are, at this level, used with 

precision. The principles and rules for relating these 

principles in new situations are understood. The means-

methods-ends relationships of systems are recognized. The 

individual can identify their component elements, their 

organization and their connection to the goals or conclu

sions reachable through their use. The systems utilized 

are simplicistic in the value sense. Since they are 

perceived as "laws of nature" they are looked upon as value 

free, as the way "things are." 

However, it is at the Level IV - Valued Mediate 

level of conceptualization that the "perceptual set" of an 

individual does include the question of values. The alterna

tive systems through which.the world is conceived are 

chosen not only as a means of organizing and relating and 

making meaningful environmental data but also on the basis 

of value assumptions upon which these systems rest. The 

selection or rejection of alternative frameworks for view

ing the world, at this level, become dependent upon 
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assumptions concerning the definition of man and his value, 

the nature of society, the nature of the discourse frame

work itself, and what have you, as well as the criteria for 

decision making which are necessitated by these assumptions 

inherent to the system. What is chosen is chosen on the 

basis of what is conceived as "the good". The individual's 

judgmental system is value based and he recognizes the 

instrumental quality of values, judging them on the basis 

of their consequences. He recognizes the legislative 

function of values, the determinant relationship between 

value assumptions and directions of inquiry. 

The Level V - Retroductively Mediate level of 

conceptualization is exemplified by a "perceptual set" 

which allows for the construction and reconstruction of the 

world through the questioning of value assumptions and the 

posing of new ones. The individual operating at this level 

is equipped for the construction of new means-methods-ends, 

for creation through re-evaluation and revisitation of the 

Valued Mediate. At this level values may be perceived as 

means rather than merely ends. An individual so "percep

tually set" is capable, therefore, of legislating meaning, 

restructuring environment, perception, conceptualization, 

world. (see Fig. 10) 

Certainly a pervasive of all the areas of conceptual

ization illustrated would be the area of language usage. 

Saunders has stated, ".... language and conception, in 
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LEVEL V - RETRODUCTIVELY MEDIATE 
The construction and reconstruction of the world through the questioning of 

value assumptions and the posing of new ones. Revisitation of the Valued 
Mediate to the end of creating and recreating meaning. Capacity for 

legislating meaning, restructuring environment, perception, conceptual
ization, world. 

LEVEL IV - VALUED MEDIATE 
Alternative deliberately mediate systems are selected and rejected on 

the basis of their value assumptions. Judgmental system value 
based and consequentially oriented. The instrumental and 

legislative functions of value assumptions are perceived. 

LEVEL III - DELIBERATELY MEDIATE 
Generic-relational systems deliberately framed and 

selectively utilized as a means of "interpreting" ex
perience. Systems utilized seen as ontologically 

independent, simplicistic utilization of systems. 

LEVEL II - MEDIATE 
Interaction of organism and environment 

affords fractional, imprecise, non-
deliberative systems for the organization 

and interpretation of "experience.' 
Habitual approach to an onto

logically independent world. 

LEVEL I - IMMEDIATE 
l No systematic perceptual order

ing of environmental data. 
Immediate "experience" 

dependent. "Survival" 
approach. 

Fig. 10. Conceptual Levels — "Perceptual Set" 
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whatever priority and combination, determine meaning which 

determines perception and finally the character of the 

'real' (1966, p. 122)." Language is a primary factor 

through which an individual mediates his environment. It is 

the symbolic key for the perpetuation of the non-present. 

But at the Level I - Immediate level of conceptualization 

language usage would be characteristically of the "survival" 

type. That is, language is bound to immediate "common 

sense" description. No deliberately formulated language 

system is employed. Rather labels are utilized which may 

only have "meaning" within a particular context at a part

icular time, agreed upon, for the purpose of communication, 

with no demands for precision. This language is immediately 

dependent upon the tangible data of "experience". It is 

context bound and literal. The labels employed, being 

context bound, are only relational in an immediate sense 

and are often not accepted as appropriate outside of this' 

context or by those whose approach to communication is more 

deliberately systematic. It is a language lacking rules 

and therefore system, locked at literal levels, utilizing 

imprecise labeling procedures often non-acceptable within 

other contexts (e.g. the school). Definitions at this level 

would be non-generic, non-relational, discrete, imprecise 

and "experience bound" (e.g. "cat" might be defined in terms 

of a meowing, or biting, or scratching, or furry thing). 
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Language usage at the Level II - Mediate level of 

conceptualization would also be imprecise, nondeliberative 

and "experience" dependent although an habitual and 

patterned definitional style would be evidenced. The user 

of language at this level sees it as relational in a 

"common sensical," non-systematic, non-controllable way. 

Linguistic categorization is habitual, fractionally 

inclusive, and context dependent although, in an unstruc

tured manner, it might be perceived that not only do sense 

data have labels but that labels are related to other 

labels in the absence of sense data. The language usage 

or definitional style employed would then deal only with 

particular spheres of existence, narrow contextual areas, 

(e.g. "cat" might be defined in terms of its relationship to 

others within a. narrowly perceived category — a member of 

furry, scratching, biting, meowing things.) 

Generic - relational language concerns would be evi

denced by an individual at the Level III - Deliberately 

Mediate level of conceptualization in the area of language 

usage. A deliberate, systematic, precise, consistent, 

parsimonious, and rigorously logical approach to definition 

and language usage is characteristic to this level of 

conceptualization as are recognition that symbols may have 

meaning that is existentially as well theoretically refer

ential, that meaning is dependent upon context, that within 

a context there are relationships between meanings and the 



criteria imposed by the context, and that as alternative 

contexts are possible so are alternative meanings (e.g. The 

definition of the term "cat" is dependent upon the context 

utilized. Among contexts providing alternative criteria 

for meaning are that "cat" is a particular sub-category of 

more generic term "mammals" [which itself is a category of 

a more inclusive context], members of the highest class of 

vertebrates, including man and other animals that nourish 

their young with milk, referring to a small, soft-furred 

domestic animal often kept as a pet or for killing mice 

which is related to other "cats" such as the lion, tiger, 

leapord, etc. On the other hand the context "military 

history" provides another meaning. "Cat" here refers to 

an article used in military combat — a movable shelter 

used in beseiging. In still another context "cat" could 

mean a "duke" or "stud", quick witted and ready for action. 

Sentences illustrating the meaning selected by the use of 

the alternative contexts include: The leapord is a "cat" 

which may be dangerous in certain situations.... The "cat" 

was moved adjacent to the castle as bombardment continued.. 

That "cat" is the biggest player in the neighborhood.) 

These contexts are perceived simplicistically as existant 

entities. 

A Level IV - Valued Mediate approach to language 

usage and definition would entail a recognition that the 

criteria for meaning within the alternative contexts 
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possible rest upon assumptive bases which may be value 

oriented and in turn may be evaluated. Further, at this 

level, value language is dealt with in terms of its meaning. 

Criteria of adequacy and theories of meaning emerge from 

this concern which provide frameworks for the selection or 

rejection of language contexts, usage or styles. (e.g. 

Is the term "cat" when used as a value - emotive term 

[which could be the case in the third example above] as 

precise or meaningful as when it is directly and tangibly 

referential [as in the second example]). 

At the Level V - Retroductively Mediate level of 

conceptualization the reconstruction of value criteria in 

language usage and definition becomes a possibility. The 

assumptions upon which language systems rest are re-visited. 

Criteria are constructed and reconstructed. New alterna

tives, new value language with new means or criteria for 

verifiability, new means-methods-end relations are 

developed. (e.g. Based on new alternative value assumptions 

what possible meanings could the term "cat" have?) [see 

Fig. 11]. 

A conceptual structure model (see Fig.12) resulting 

from this imposed formulation would contain each of the 

"areas" illustrated in a non-separable, inextricably bound, 

cohesive, and inter-dependent system for interpreting or 

creating environment. As conceptual levels are attained or 
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. LEVEL V - RETRODUCTIVELY MEDIATE 

The reconstruction of value criteria in language usage through the revisitation of t 

the value-assumptions upon which language systems are based. 

. LEVEL IV - VALUED MEDIATE 

Criteria of adequacy and theories of meaning are developed or 
utilized providing frameworks for the selection or rejection of 

language contexts, usage, or styles. 

LEVEL III - DELIBERATELY MEDIATE 

A generic-relational, deliberate, systematic, precise, con
sistent, parsimonious, and rigorously logical 
approach to definition and language usage based 

upon systems as they "exist". 

_ LEVEL II - MEDIATE 

^Imprecise, non-deliberative, "experience' 
bound habitual patterns of language 

usage and definition. 

. LEVEL I - IMMEDIATE 

'Survival" base non-
deliberative, non-syste
matic, non-patterned 

language usage and 
definition. 

Fig. 11. Conceptual Levels -- Language Usage 
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LANGUAGE USAGE 

'PERCEPTUAL SET 

CLASSIFICATION 

PROBLEM SOLVING 

Level 

Level 

Level 

Level 

Level, 

Fig. 12. Conceptual Structure Model 



reconstructed, the possibility of alternative "realities" 

emerge. 

On the basis of these illustrations of a suggested 

model of conceptual structure it becomes possible to note 

the connections between conceptual style and democratic 

process. The selected principles of democratic theory 

outlined, in order to become operational in a behavioral 

sense, demand as necessary prerequisites conceptual 

approaches to problem solving, classification, and language 

usage of a particular sort. A perceptual set and a thought 

style characterized by Levels III, IV, and V approaches 

become the conceptual criteria for possible democratic 

behaviors. A student armed for responsible participation 

in a democratic society must be conceptually equipped at, 

optimally, the Level V - Retroductively Mediate level of 

conceptualization. Certainly any individual who has not 

reached the Level III - Deliberately Mediate" level of 

conceptualization and therefore the school which has not 

provided the means for its achievement, is more amenable to 

a totalitarian or aristocratic social structure than to one 

which is open, free and democratic. It therefore becomes a 

moral imperative for the schools in a society wishing to be 

not merely nominally but also existentially democratic to 

equip its students conceptually in a manner befitting 

an open society. The accompanying chart (Fig. 13) is 

illustrative, in terms of the conceptual theory presented, 
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Selected Principles 
of 

Democratic Theory 
Illustrative Democratic 

Student Behaviors 
Necessary Conceptual 

Level 

Intrinsic worth of the 
human: open-ended com
mitment to the individual 
and social welfare of all 
humans 

Coming to the aid of fellow 
students inside and outside 
the classroom 

Level IV commitment 
to a "cherished value" 

Participation of all in 
a human community of 
judges 

Cooperative planning of 
class activities 

Level IV commitment to a 
"cherished value" 

Recognition of individual 
and minority group 
rights: cooperative con
cepts of equality and 
freedom 

Cognizance of stated 
individual and minority 
group needs and desires 
Proportionate time spent 
in recognition'of these. 
Provision for their growth 
made possible. 

Level IV commitment to a 
"cherished value" 

Open, flexible, shareable, 
method of science 
approach to problem 
solving with an amendable 
judgmental system built in 
based upon humanistic 
values 

Attempts to gather all 
relevant data. Full ex
ploration of alternatives. 
Use of data in arriving at 
logical conclusions. 
Judging conclusions in 
terms of possible social 
consequences. Reconstruc
tion of judgemental 
system. 

Level III 

Level IV 

Level V 

Capacity of man for 
self-discipline 

Use of method in the 
absence of direct 
guidance of teacher 

Levels III, IV, V 

Capacity of man to be 
purposively motivated 

Commitment to method 
of inquiry, to doubting, 
questioning, evaluating, 
reconstructing 

Levels III, IV, V 

Fig.13. Democratic Theory, 
Student Behaviors and Conceptual Levels 
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of the relationships among the selected principles of 

democratic theory, examples of student behaviors, and the 

necessary levels for their achievement. 

The theories and models of education for the dis

advantaged reviewed, it has been suggested, do not provide 

the means to the end of responsible participation' in a 

democratic society. Among the reasons are emphasis upon 

"experience expansion," "discovery", and "problem - solving" 

pedagogical techniques. 

Aside from the ontological commitments such 

strategies entail, the question of conceptual style is not 

dealt with directly. Inherent to these techniques is the 

placing of "experience" as prior to either behavioral or 

conceptual modification. However, based on the conceptual 

model advanced, it is when one escapes the boundaries of 

"experience" that conceptual growth and then meaningful 

experience becomes possible. For how do "discovery", 

"experience expansion" and "problem solving" techniques 

proceed? 

Charles Sanders Peirce felt that "the action of 

thought is excited by the irritation of doubt, and ceases 

when belief is attained; so that the production of belief is 

the sole function of thought (Buchler 1955, p. 26)." One's 

environment, many appear to feel, must provide a stimulus 

to thought, a curiosity about the phenomena within one's 

range of perception, and it is through the interaction of 
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the individual with a stimulating environment that charac

teristic modes of resolving the confronted perplexities 

evolve. The process of the dissolution of this sort of 

conflict is "problem solving" or "discovery." However, 

Inquiry, in settling the disturbed relation of 
organism-environment does not merely remove 
doubt by recurrence to a prior adaptive 
integration. It institutes new environing 
conditions that occasion new problems 
In short, new ones tend to emerge. There is 
no such thing as a final settlement, because 
every settlement introduces the conditions 
of some degree of a new unsettling (Dewey 
1938, p. 35). 

So, it is hoped that the solution of one problem 

and the attendant skills gained in the process lead to the 

possibility of more complex thought, a more highly developed 

conceptual framework. The individual "sees" his environ

ment -differently ; it becomes a "new" environment with "new" 

possibilities. Nonetheless the pervasive cultural environ

ment, the context within which the individual operates, 

the field within which he is stimulated, will not only 

delimit the stimuli available but will direct the initial 

manner in which problems are attacked and therefore will 

influence the solutions reached. 

"The irritation of doubt", it is felt, instigates 

further "problem solving" as a means of regaining equilibri

um, satisfying homeostatic intellectual principles, and 

removing the irritation, the perplexity. The inquiry 

proceeds through the formulation of possible solutions to 
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the vague situation, reasoning and testing, to an acceptable 

solution, one that will stand up to test. Doubt is re

solved temporarily, but the solution of one problem may 

arouse further "irritations of doubt" about more complex 

matters and, therefore, act as a redirecting pivot, a 

conceptual reference point, to further inquiry in which the 

organizational principles learned during or emerging from 

the prior investigation may be reapplied in a "new" situa

tion. 

But when and for whom are "problem solving" and 

similar approaches successful? VJhen do they provide a 

framework for more advanced inquiry? Does conceptual 

growth from literal to abstract levels occur through the 

utilization of these techniques? 

Those that utilize such techniques claim that 

literal to abstract conceptual growth is possible as the 

process itself demands the utilization of principles which, 

when employed in a problem situation, will help "open" 

formerly "closed" conceptual frameworks. That is, con

ceptual growth occurs. 

But, in order for this process to be possible, 

channels to inquiry must be open in the first place and 

remain open through preceding investigations. Although 

there may be some closure to these channels in reaction to 

the solution of a problem (the tentative return to an 

intellectual equilibrium), this closure will not be as 
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great as the closure which preceded the inquiry in the first 

place and successive applications of the principles learned 

through the process will further open the intellectual 

channels, render them more flexible, and enlarge conceptual 

frameworks. The growth from literal to abstract conceptual 

structure is perceived as analogous to a "closing" to 

"opening" situation in which each "opening" movement 

initiates a change in the amount of "closure" which follows. 

Enlargement of conceptual channels takes place throughout 

the problem solving situation followed by a diminished 

stage of closure in the form of an achievement of intel

lectual homeostasis. This stage of equilibrium renders the 

individual more amenable to initiating inquiry than the 

homeostatic state which preceded the recently concluded 

investigation, .however. His conceptual framework is more 

"open" to further application of the principles utilized 

during the prior "open" stage and the ones learned in the 

process of problem solving. The solution of one problem 

aids in the development of conceptual tools, generic-

relational conceptual formations, or fractionally inclusive 

category habits which make possible further utilization 

and development of these tools (See Fig. 14). 

It is felt that experience is rendered meaningful 

through this process of mediation and in the process the 

individual has gained new meanings. The question yet re

mains, however, as to why certain individuals appear more 



GROWTH OF CONCEPTUAL FRAME 
(More "Open") 

"Closed" 

X 

X 
"OPEN" 

(The Problem Solving 
Situation) 

"Closed" 
(Intellectual 

Homeostasis) 

X 

X 
"OPEN" 

X 

GROWTH IN PROBLEM COMPLEXITY 
(Ability to Apply Generic-Relational Principles Enhanced) 

Fig. 14. Literal-Abstract 
Conceptual Growth in Problem Solving 
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able to obtain meaning from experience than others. It has 

been suggested that the activity of conceptual growth 

involves, in the first place, an ability to perceive 

possible solutions to a perplexity which are then tested for 

adequacy. This capability further suggests the application 

of learned generic-relational rules, a flexibility in their 

use, and an orderly system of employment. In the academic 

setting the valued movement is from the literal to the 

abstract. The vehicle for abstraction in this setting is 

language. The educator and "successful" students utilize 

symbolic means to symbolic ends and talk about, examine, 

and evaluate the symbolic process through the utilization of 

more symbols. The process is one in which theory repre

sents more theory. Those individuals whose past experience 

has been limited to the employment of symbols to represent 

tangible entities only may be left by the wayside. The 

process for which they have been prepared is theory repre

senting non-theory. They are locked, by dint of past 

experience, environmental conditions, etc., at the literal 

level of conceptual development, at least temporarily. 

In other words, for "problem solving", "discovery", 

or similar techniques to render conceptual growth possible 

a student must have reached a Level III - Deliberately 

Mediate capability in the first place. Offer an individual 

the opportunity to "problem solve" or "discover" or "expand" 

his "experience", in the absence of a conceptual style 
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structured for the application of generic-relational 

principles in a deliberate and systematic manner and the 

likely result will be frustration rather than conceptual 

growth. 

Therefore, to the extent that these strategies are 

employed to the exclusion of direct techniques for the pro

duction of at least a Level III capability, the student who, 

for whatever reason, possesses a characteristic conceptual 

style of the Level I or II type is certainly disadvantaged 

in relationship to his peers who exhibit patterns of thought 

at Levels III and above in terras of possibilities for 

academic success. He is conceptually deprived, ill equipped 

for controlled and intelligent activity within the school or 

effective participation as a citizen outside the formal 

educational structure. 

It may often be the case that the socio-economically 

disadvantaged person is also the conceptually deprived 

individual. The educational strategy for the socio-

economically disadvantaged which does not pay heed to the 

possibility of conceptual deprivation may then reciprocally 

reinforce the academic inferiority which exists upon intro

duction to the formal academic endeavor. 

Dewey wrote many years ago: "Social environment 

forms the mental and emotional disposition of behavior in 

individuals by engaging them in activities that arouse and 

strengthen certain impulses, that have certain purposes and 
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entail certain consequences (1916, p. 19)." The truth of 

this statement has been born out in many comparative 

studies. Regarding the role the social environment plays in 

conceptualization and language development, the evidence 

which has been amassed indicates that the "culture of 

poverty" produces individuals who differ dramatically from 

those more economically advantaged, these differences 

placing the "deprived" group at a distinct disadvantage in 

the academic setting. 

It is suggested that disadvantagement as seen from 

the conceptual point of view is primarily a deprivation in 

mediative techniques stemming from an environment which 

offers few meaningful alternatives and therefore little 

choice, poor syntactical models from which may develop 

discursive thought patterns, an impoverished vocabulary 

which demands a life style based on immediate "survival" 

techniques rather than future goal orientations, one which 

is concerned with the tangible entities of today rather 

than the abstract notion of a tomorrow. 

The connection between conceptual and linguistic 

styles, noted earlier, may be utilized here to indicate the 

particular kind of deprivation which retards academic 

development. What we are dealing with is not a dis

advantaged conceptual-linguistic style per se, for the style 

with which individuals so designated are armed is quite 

appropriate within a particular cultural or subcultural 
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orientation, the "culture of poverty." It is when this 

conceptual-linguistic style is employed outside the setting 

within which it was learned, and when the process of educa

tion for the child moves from one of enculturation to one 

of acculturation that the original pattern may be deemed 

inappropriate, for in the new setting the old sty-le is not 

the style which is understood or valued. 

The middle class orientation of our schools and 

teachers is a well-known phenomenon. What is not so readily 

understood is that very well-meaning teachers with this 

orientation may quite unexpectedly harm children of another 

social class by using and expecting communication codes 

which come "naturally11 to only a portion of their students 

as well as themselves. The results of this breakdown of 

communication between middle class teachers and lower class 

pupils has been disastrous, as the evidence cited earlier 

indicates that the gap grows wider each year the child is in 

school until, as early as the fourth or fifth grade, we 

have literally intellectually assassinated vast numbers of 

our students. 

Certainly, "no criteria for meaningful discourse 

can be adequate which fails to take into account the 

cultural contexts in which language functions (Nagel 1956, 

p. 348)." The evidence which has thus far been gathered 

suggests that, indeed, this cultural context helps determine 

the manner in which language is used, the type of conceptual 
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style developed, and thereby the relative academic perform

ance of those enculturated within it. 

The evidence points to the academic problem of the 

disadvantaged as not merely experiential impoverishment but 

impoverishment in abilities to bring meaning to experience 

as a result of conceptual-linguistic patterns which fail to 

meet the organizational, relational, inferential, and 

reflective demands of the middle class oriented academic 

environment. The "survival" environment of the culture of 

poverty requires a conceptual style which is attuned to 

respond with immediate data interpretants, discrete facts, 

and, at most, fractionally inclusive category.habits to the 

almost total exclusion of generic-relational conceptual 

formations, a Level I or Level II approach exclusively. 

The disadvantaged child, then, enters school ill-prepared 

for abstract thought, displaying a conceptual style which 

is attuned to literal Level I or II levels, not readily 

open to change because of a learned rigidity in thought 

processes, not accustomed to symbolic problem solving 

behavior. The inability to problem solve at symbolic levels 

appears to be a result of the absence of organizational 

principles for concept formation as evidenced by impover

ished syntax and the lack of facility in utilizing words 

abstractly in combination with inadequate relational tools, 

or category habits, which hinder the use of a principle 

once learned in a new situation. Conceptual growth is 
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difficult for individuals so structured if no direct means 

for the teaching of conceptual style is offered. Thereby, 

when presented with a problem which entails the ordering of 

symbolic means to symbolic ends, growth of the conceptual 

frame is frustrated. Such an "experience," in the absence 

of a conceptual style of a type at Level III or above is 

meaningless. The individual does not learn through ex

perience. The school situation, whether or not it is simply 

object-experience oriented, is meaningless for him, as the 

individual remains locked at literal levels of conceptual

ization. 

The concept "disadvantaged" then becomes most mean

ingful for educational practice when it is seen in its con-

ceptual-linguistic aspects. The type of deprivation which 

is of paramount concern in this setting is conceptual 

deprivation. 

The "War on Poverty" and other approaches are at

tempts to right the social imbalance which has created an 

environment which is impoverishing in many respects. Many 

socio-economic remedies have been propounded and put into 

practice. Until vast social changes are made, however, the 

educational problem will remain remedial in nature. The 

educator when working with disadvantaged pupils must then 

attempt conceptual readjustment or development. 

It has been suggested that the conceptually deprived 

person is not capable of full and responsible participation. 
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in a democratic society which requires Level III, IV, and V 

capabilities and that programs designed for the "disadvan

taged" student do not produce democratic outcomes when the 

thought patterns of that student are not reconstructed for 

Level III, IV, and V approaches. If a student is to escape 

an academic categorization of "disadvantaged" he must be 

armed with the conceptual tools which make escape a 

possibility. He must, then, be taught the process of 

conceptualization. If the conceptual deprivation present 

is a factor of culture or subcultural group membership 

rather than some physiological impairment and to the extent 

that conceptualization may be defined in terms of process, 

this process should be teachable and learnable. 

If the basic thesis, that conceptual style is a 

derivative of culture and that a culture within which immed

iate or "survival" forms of conceptualization are utilized 

to the exclusion of relational, ideational, value or 

retroductive forms leads to a conceptual style which is 

non-ideational, concrete, and rigid, placing an individual 

so structured at a disadvantage in the academic setting as 

weli as ill prepared for democratic participation, is to be 

accepted, the following concern becomes one of conceptual 

reconstruction. 

A model of education for the conceptually deprived 

individual should be constructed upon the foundational 

framework of the foregoing conceptual theory. The concerns 
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of such a model would entail judgments inherent to all 

curriculum construction. These judgments relate to ques

tions of diagnosis, motivational analysis, and goals, as 

well as pedagogical and administrative structure. 

Criteria and tools for a diagnostic conceptual 

analysis must be developed so that an educational program 

for remediation of conceptual deprivation shall start at the 

level at which students enter such a program. Further, a 

motivational analysis to the end of awareness of student 

attitudes, values, beliefs, and habits as these may effect 

their feelings about the teaching-learning situation should 

be instituted. The objectives of such a program should be 

clear and stated in operational terms which offer clear 

evaluative criteria, for diagnosis indicates the possibility 

for remediation. Another concern is that of the possi

bilities for the school being able to do what such a program 

suggests as necessary in terms of educational policy, the 

competency of personnel, physical facilities which lend 

themselves to the structure of the program, and the availa

bility of appropriate instructional materials. 

The following chapter, therefore, will offer a 

model, the tools, techniques, and structure, for the educa

tion of the conceptually deprived and based on conceptual 

theory develop means for the diagnosis of conceptual 



238 

deprivation, pedagogical techniques which would aid in the 

remediation of such deprivation, and a curriculum structure 

suited to such an end. 



CHAPTER 5 

CONCEPTUALISM AND THE EDUCATION OF 
THE DISADVANTAGED: A MODEL 

The development of a model for the compensatory 

education of the disadvantaged from the conceptualist point 

of view rests upon the assumption that socio-economic 

deprivation and conceptual disadvantage are handmaidens 

in the school setting. However, conceptually oriented 

education would be of benefit to all who are to participate 

in a democratic society. Possession of adequate conceptual 

tools and knowledge of conceptual processes are foundational 

to the development of the judgmental systems necessary for 

responsible participation in an open society. The con

ceptually deprived individual is at a distinct disadvantage 

in tasks involving the solution of abstract problems, the 

systematic classification of symbolic entities, the per

ception of abstract relationships, and the utilization of 

precise and systematic language. This deprivation of 

conceptual form and substance must be remediated if full 

participation of all in regulatory social functions remains 

a democratic goal. 

239 



240 

Diagnosis 

There are few diagnostic tools of the standardized 

variety which are built upon the assumptions inherent in the 

conceptual position. Retroductive and Valued Mediation are, 

for the most part, not measured in any systematic way by 

contemporary standardized instruments although democratic 

citizenship demands conceptual performance at these levels. 

There are general procedures which teachers may employ in an 

effort to diagnose conceptual deprivation, however. 

The conceptualist emphasizes thought processes, 

information handling, and ideation in the production of 

systematic judgment forms rather than the mere recall of 

facts. It follows, then, that diagnosis of conceptual 

style would precede the institution of pedagogical stra

tegies aimed at the reconstruction of conceptual process. 

The diagnostic strategy should be designed to enable the 

instructor to start the reconstructive process at the 

conceptual level at which he finds his students. In addi

tion to the diagnosis of conceptual level, the teacher needs 

to be aware of the habits, attitudes, values, beliefs, and 

general interests of his students as an aid in structuring 

the content of the curriculum. Diagnosis for the concep

tualist serves a dual function in the initiation of inquiry: 

conceptual and motivational analyses. 
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Problem Solving 

An analysis of conceptual style in problem solving 

amounts to discerning the degree of facility with which an 

individual utilizes a method of science approach in the 

solution of problems, his ability to evaluate possible solu

tions consequentially in light of values, and the extent to 

which he is able to re-institute the problem solving process 

under different circumstances. 

An individual is given a problem with a level of 

difficulty commensurate to his age and grade. He is asked to 

solve the problem and explain each step taken toward its 

solution. Upon the completion of this task, he is re

quested to supply an alternative solution to the problem 

and to explain in detail the steps to this alternative. 

The individual is then asked to make a judgment as to which 

of the alternatives is the superior as well as provide the 

rationale for this judgment. If he is able to complete this 

assignment, he is offered an entirely new framework and, 

on the basis of these new assumptions, is asked to re-

institute the inquiry devising methods which would be 

applicable to this totally new situation, (e.g., in mathe

matics, applying the methods utilized in solving a problem 

in base ten to the creation of methods for the solution of 

problems in base five). 

In analyzing the responses to the problem solving 

situation the teacher, initially, notes the steps taken and 
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their logical accuracy. The steps to look for include the 

individual's observation of the problem, the relationships 

he notes, his statement of the problem, the manner in which 

he defines the elements of the problem, the formulation of 

hypotheses, the collection and/or classification of data, 

the testing of the data either empirically or formally, and 

the solution which emerges. Upon the completion of this 

process is added a notation of the steps and logical 

accuracy of the individual's recognition of an alternative 

hypothesis ana solution. The teacher then analyzes the 

individual's ability to employ a logical system of judgment 

in the selection of the "best" method and solution. The 

final analytic step for the teacher lies in assessing the 

individual's ability to apply the method to the inquiry 

process itself in a totally new situation. 

A Level I response to the problem solving situation 

is characterized by random efforts. Relationships are not 

perceived and the steps of inquiry are not initiated. The 

student does not indicate a recognition of a method in the 

solution of a problem. He literally does not "get it". He 

does not know where to begin. 

Indicative of a Level II response are efforts at 

the application of methods to the solution of a problem but 

with no clear concept of method or the steps which might be 

applied to the solution of a particular problem. The student 

utilizes imprecise or partial methods in an effort at the 
O 
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solution of a problem. If the problem is "solved" it is 

most likely on a "trial and error" basis. The student 

remains unable to precisely relate the rationale employed 

or transfer it to a new situation. 

The Level III response pattern would include the 

precise utilization and application of the inquiry steps. 

It is evidenced by a clear recognition that a method must 

be applied to the solution of a problem and a systematic 

knowledge of that method. This method is deliberately 

applied in the attempt at problem solving. A "high" 

Level III response also includes the ability to perceive 

more than one way to solve a problem. 

At Level IV the response indicates the recognition 

that alternative methods and solutions may be judged on the 

basis of values created by man. The individual at Level IV 

can do the Level III task ana also choose one or some among 

many possible solutions on the basis of values which he 

can communicate with clarity and precision. He can explain 

why he has chosen these values. He further realizes that 

the values he has chosen limit the methods and solutions 

he will find acceptable. 

The Level V task is creative or, at least, 

manipulative. It entails the creation of new values and 

methods for application in new situations or the manipula

tion and reconstruction of methods used previously when 

confronted with a new situation. The individual at Level V 
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can do the Level IV task and also create new ways of looking 

at problems or reconstruct existing value assumptions and 

methods for application to new problems. 

Classification 

An analysis of conceptual style in classification 

amounts to discerning the degree of facility with which an 

individual can order data and create meaning out of "raw" 

information through the application of a method for the 

perception of generic relationships, his ability to 

evaluate classification schemes consequentially in light of 

values, and the extent to which he is able to re-institute 

the process of classification under different circumstances. 

An individual is given a series of objects, words, 

or pictures and is asked to group them together into 

logically consistent categories. He is then asked to 

provide his rationale for this grouping. Upon completion 

of this task, he is requested to think of other ways of 

grouping this data and to provide the rationale for these 

alternatives. If he is able to do this, he is asked to 

make a judgment as to which is the superior alternative and 

to explain the reasons for his choice. The next step 

involves a reconstruction of the classification scheme he 

has used. The student is invited to examine the method of 

classification he has employed and create a new one appli

cable to different circumstances. 
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In analyzing responses to the classification tasks 

the teacher, initially, notes the ability the student 

displays in the application of generic-relational category 

habits. Evidence for this includes organization of data 

on the basis of the most inclusive concept. This necessi

tates, on the part of the student, the perception of the 

relationships present among data through the recognition of 

those panoramic contexts which are inclusive and exhaustive 

of their members. The next notation is of the individual's 

ability to recognize an alternative generic context. The 

teacher then analyzes the individual's ability to employ 

a logical system of judgment in the selection of the "best" 

alternative. The final analytic step for the teacher lies 

in assessing the student's ability to create new assumptions 

for the creation of new classification systems or the 

reconstruction of those formerly used. 

A Level I response to classification tasks is 

characterized by an inability to perceive relationships in 

any systematic sense. The individual has no method or 

system for grouping the data presented. He will be unable 

to begin the ordering task in anything but a random way. 

Indicative of a Level II response are efforts at 

the application of methods for ordering the data presented 

which are relational but not generically so. That is the 

student will do some grouping of data, but largely on the 

basis of his "experience" rather than through the application 



246 

of inclusive conceptual contexts for this purpose. He will 

see certain immediate relationships but, not possessing 

generic category habits, will be unable to perceive the 

many possible relationships among the data presented. ' He -

will, therefore, not be able to group the data in a variety 

of alternative forms nor articulate the principles which 

direct the groupings. 

The Level III response pattern is one in which the 

student exhibits an ability to order data through the 

deliberate application of generic-relational principles. Ke 

is able to relate the elements of data to an inclusive 

system and perceive the relationships among the elements 

on the basis of their inclusion in a common class. Further, 

he is capable of articulating the principles he has employed 

in the process. Indicative of a "high" Level III response 

would be the performance of this task on the basis of an 

alternative generic context. 

At Level IV the student indicates a recognition 

that classification systems are ordered on the basis of some 

prior value claim. He is, further, able to make a choice 

among systems on the basis of values held. He can clearly 

state what these values are and why he has chosen them. He 

recognizes that his choice of values is legislative in the 

classification systems that he will employ. 

The Level V capability encompasses the creation of 

new classification forms or the reconstruction of those 
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formerly utilized on the basis of new value assumptions. 

The student is able to devise a classification scheme when 

the situation and conditions for classifying are totally 

new. 

"Perceptual Set" 

An analysis of conceptual style pertaining to an 

individual's "perceptual set" amounts to discerning the 

manner in which an individual develops meaning either out 

of "raw experience" or sense data which someone else has 

ordered prior to his "experience" of it, his ability to 

make meaningful judgments relating to this "experience" in 

light of value principles, and the extent to which he is 

able to create new meanings through a re-institution of 

processes for this purpose or through the creation of 

processes applicable to new situations. 

An individual is presented with either a poem, an 

essay, a photograph, a painting, a motion picture, a speech, 

a description of a social event, or what have you and is 

asked to relate the possible meanings that this object 

might have. Once he has enumerated these meanings, he is 

requested to provide his rationale for each possibility. 

Upon completion of this assignment, the student is invited 

to select those meanings which are of the most value as well 

as the relative value of the object itself and to explain 

the reasons for his choices. He is then asked to examine 
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the method for meaning that he has employed and either 

reconstruct it or create a new one applicable to this 

article under a new set of circumstances. 

In analyzing "perceptual set" the teacher first 

notes the manner in which the student approaches the task. 

Is he systematic in his development of meanings? ' Does he 

select categories through which he may develop meanings? 

Does he see that alternative categories for meaning are 

available? Does he exhibit an understanding that the 

utilization of alternative categories elicits alternative 

meanings? Next a notation is made as to whether the student 

exhibits an understanding of the legislative function of 

values in the creation of categories and therefore in the 

creation of meaning. The student who does exhibit this 

understanding will be able to relate with precision the 

values which are operative in the processes of developing 

alternative meanings for the object with which he is pre

sented. The teacher further wishes to see if the student 

can employ value criteria in the selection of choice as to 

the most appropriate manner of perceiving this article 

in terms of the category which he deems as generic to the 

process of categorization for meaning itself (i.e. Is the 

student able to relate a value criterion which directs the 

selections and rejections that he makes among alternative 

contexts and meanings?). The final analytic step entails 

observing the students ability to reconstruct, or create 
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anew, generic value bases for discerning meanings applicable 

to new situations. 

A Level I response is characterized by an inability 

to bring meaning to the task. The student is unable to 

offer anything but the most literal and fragmented responses 

when asked to relate the possible meanings the object might 

have. He might respond to a portion of the entity but will 

be unable to see it as a totality. He will offer no responses 

which indicate a perception of relationships among the 

elements of the object. 

The meaning which an individual finds iii sense data 

is limited to a literal translation of what is presented in 

a Level II response. The student shows no facility in the 

application of categories for the development of meaning 

but, rather, in'essence, accepts literally what the object 

seems to say without recognizing in any systematic way the 

context employed by the creator of the object. He might be 

able to repeat what was said or describe what he saw, but 

would be unable to go beyond this point. 

Indicative of a Level III response is the utiliza

tion of methods for developing meaning which recognize 

generic contexts as operative in framing alternative possi

bilities. The student recognizes that different meanings 

are possible depending upon from which point of view he 

looks at the object. He can relate how the meaning of the 

object differs as he employs these alternate contexts 
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(e.g. explaining a social event on the one hand through the 

political science discourse, or on the other, sociologically, 

and/or aesthetically). He therefore recognizes systematic 

explanation and is in at least a general way familiar with 

component elements of these systems which separate one from 

another. He can with some precision indicate the organiza

tional principles which make the means-ends connection of 

one context for meaning differ from another. He recognizes 

that meaning is relative to context and circumstance. 

At Level IV the student indicates a recognition of 

the legislative function of value assumptions in directing 

the possible meanings which might flow from a given context. 

The student, further, is able to utilize a more generic 

value assumption in the selection of categories for meaning. 

He can state with precision the value base which he uses in 

selecting contexts for meaning and can apply this generic 

system in a logically consistent manner. 

The Level V capability encompasses the creation of 

new or the reconstruction of formerly utilized systems for 

perceiving meaning. Through the creation and application 

of new contexts, new meanings emerge. The categories for 

perception are reconstituted conceptually and new forms are 

created. The possibilities for alternative meanings are 

enlarged enormously. New value assumptions are created. 

From this point new forms in explanation, art, society, etc. 

become possible. At this level the student will be capable 
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of revisiting the methods utilized atr-Level IV and recon

structing them or creating new ones for use in new situations 

or under different circumstances. 

Language Usage 

An analysis of conceptual style in language usage 

amounts to discerning the manner in which an individual 

employs language and for what purposes it is utilized. To 

what extent does the student use language in its relational, 

categorical, abstract, and inferential forms? Does he use 

language in an evaluative or qualitative sense? Can he 

discern that language has style and that this style can be 

reconstructed or new styles created to suit new purposes? 

The student is presented with a list of terms. 

As he looks at each term it is read to him, and he is asked 

to define it. His definitions are carefully recorded. He 

is then requested to define the terms contextually on the 

basis of their use in a paragraph which is presented to him 

and read aloud to him as he reads it silently. Next this 

procedure is repeated with another paragraph which uses the 

same terms but differently, and he is asked to provide 

definitions based on this context. If he is able to complete 

this task, he is asked to explain why the definitions he 

has given differ somewhat from one another. He is asked to 

select the "best" alternative and to explain the rationale 

for his choice. He is then requested to provide 
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circumstances and a strategy for the redefinition of these 

terms within a totally new context. 

In analyzing responses to the language usage tasks 

the teacher first notes the type of definition given. These 

definitions might be anything from irrelevant or descriptive 

and literal to relational, categorical, generic, abstract, 

and inferential. The following definitional types have 

been suggested (Saunders 1969, pp. 138-139): 

Irrelevant. The response is not relevant as a 

definition (e.g. to read—to talk). 

Reductionistic. The reduction of any experience 

or concept to the condition from which it has emerged 

(e.g. to read—to look at words). 

Stipulative. An arbitrary application of a 

specific meaning to any term (e.g. friend—Travis). 

Lexical-synonym. A dictionary type of definition 

stating the usage of a term or giving a word of similar 

meaning (e.g. happy—glad). 

Ostensive. A literal or figurative (citing a case 

of) pointing to the referent (e.g. friend—boy). 

Functional. The term is defined by its function: 

what it does, what it is for (e.g. chair—to sit on it). 

Genus differentia. The definition is based on a 

generic category of meaning with specification of character

istics which differentiate the term from others within that 
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generic category (e.g. dog—it means an animal that barks, 

has four feet and a tail). 

Theoretical operational. A process definition of 

a concept involving the determinate consequences that could 

be anticipated on the basis of a comprehensive, logical, 

and systematic analysis of that concept (e.g. behaviorism— 

see pages 65-88). 

The teacher next notices the extent to which the 

student exhibits a facility in adjusting definitional style 

as contexts change. Does the student recognize alternate 

generic contexts and see the definitional relationships? 

Further notation is made of the student's ability to 

recognize the legislative function of the value assumptions, 

upon which these generic contexts rest, in directing 

definitional style. Also attended to is the student's ability 

to make consequential judgments in the selection of a style 

of language usage through the application of value criteria 

for that purpose. The final item recorded concerns the 

student's performance of a task which offers indication of 

his skill in applying value methods in the reconstruction 

of definitional style or the creation of a new one through 

the production of a unique context. 

A Level I response to the language usage tasks 

entails the production of irrelevant, reductionistic, or 

stipulative definitional types to the exclusion of the 

others. This can be termed a "survival" language style. 
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Indicative of a Level II response are definitions 

of the functional, ostensive, and lexical-synonym type. 

The language style is relational but contextually imprecise 

and unsystematic. 

At Level III a generic-relational style is 

evidenced by definitions of the genus differentia type. 

Further, as the terms are differentiated contextually by 

being placed in alternative paragraphs, it is recognized 

that the meanings of terms are also altered. The relation

ship between context and definition is perceived. A "high" 

Level III response includes the recognition that alternative 

contexts and, therefore, alternative definitions do exist. 

The nature of a Level IV reaction to the language 

usage tasks includes recognition of the legislative function 

of value assumptions in the organization of contextual 

definition. The individual is capable of definitions of 

the theoretical operational type. The student will indicate 

that the values which were brought to bear on the formula

tion of the context direct the possible definitional style 

which may emerge. Further, on the basis of values clearly 

held and articulated, he will make a selection of his choice 

of context and style. He will select his conception of the 

"best" paragraph and provide a clear and logical explanation 

of the value criteria he utilizes in making this choice. 

With this clear, precise, and systematic knowledge 

of a value based methodological approach to judgment making, 
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the Level V response to the language usage tasks becomes a 

possibility. The student will be able to apply this method 

to the construction of a new context. Also, as new 

circumstances demand, the individual is able to reconstruct 

method itself or create new methods. He will be able to 

create a new paragraph using the same terms he has defined 

earlier but in such a way that their definitions change. 

A new style of language usage is created. 

Through utilization of the foregoing strategies 

diagnosis of conceptual style in the areas of problem solv

ing, classification, "perceptual set," and language usage 

is possible. The diagnostic categorizations which emerge 

in these areas include: 

Conceptually Deprived—Level I 

Conceptually Deprived—Level II 

Minimal Conceptual Adequacy—Level III 

Conceptually Adequate—Level IV 

Conceptually Advantaged—Level V 

These categories emerge in light of the conceptualist1s ideal 

of producing citizens capable of full and responsible partici

pation in a democratic society. This demands a Level IV 

conceptual ability. 

Diagnosing the conceptual level of students aids in 

developing an educational program the aim of which is the 

reconstruction of conceptual style. It helps provide a 

framework for curriculum design and pedagogical technique. 
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However, in terms of curricular content and motivational 

strategy some further diagnosis is helpful. This, a 

motivational analysis, is for purposes of uncovering student 

attitudes, values, beliefs and habits to the end of providing 

an optimum learning environment for each individual. 

Much of what a teacher has time to do in the area 

of motivational analysis is often at the impressionistic 

level, but there are some general strategies which many 

teachers can employ to their benefit. Basically this 

amounts to an analysis of the student in his own terms, in 

the terms of his classmates, and of those cultural agents 

which have had a direct influence on his socialization. 

An excellent projective technique, the figure 

drawing test, use and interpretation of which, is described 

in detail in Saunder's monograph The Inquiry Cube and Learn

ing by Legislation (1969, pp. 15-41), offers some indication 

of the manner in which the child perceives himself. Of 

course the sensitive teacher will also attempt to talk with 

each student in an effort to gain an understanding of the 

student's self-concept, his feelings of worth, his concept 

of his academic ability, of how he feels significant others 

view him, as well as his interests, attitudes, and values. 

The sociogram and other sociometric techniques 

provide data of an interpersonal nature and give some indica

tion of a student's standing in the eyes of his classmates. 

These instruments often offer information in areas of 
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interpersonal relations which even perceptive teachers 

might not gain simply from observation of class interaction. 

The third area mentioned, the cultural agents which 

have influenced the student's development, amounts to 

knowledge of the general cultural context in which the 

individual operates. It goes without saying that a teacher 

should be aware of the relationships between culture and 

personality in general and of the socio-cultural aspects of 

the community which the school serves in particular. The 

teacher should be familiar with the social class and 

ethnic structure of the community particularly as it has 

direct bearing upon an individual's performance in school. 

Observation, study of anthropological, sociological, and 

social-psychological data concerning the community and its 

socio-cultural make-up, investigation of descriptive data, 

such as that contained in the introductory chapter of this 

work, which relates social class and cultural background to 

academic performance and conceptual patterns, studies of the 

cultural characteristics of the minority or sub-cultural 

groups which are represented in the school, and direct 

contact with the parents of students, in their homes if 

possible, should all be helpful in preparation for designing 

curriculum and structuring pedagogical strategy to the end 

of adequate motivation for learning. 

The results of this inquiry should provide informa

tion about students adequate to the preparation of a 
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curriculum which would begin at their level of interest and 

which would suggest techniques of teaching and interpersonal 

relations that take cognizance of their cultural expectations, 

classroom social structure, and personal idiosyncrasies. 

Curriculum and Pedagogical Concerns 

Having completed this diagnostic phase, a remaining 

task is the initiation of a program designed for the con

ceptual growth of those deemed disadvantaged to the end of 

producing individuals conceptually equipped for responsible 

participation in a democratic society. 

A major objective of the conceptually oriented 

curriculum for the education of the conceptually disadvan

taged student is to move students toward a Level V 

conceptual ability. The goal is to arm individuals with 

a democratic conceptual style. The end in view is to take 

youngsters who are conceptually dependent upon immediate 

content, who are non-deliberate, non-systematic, imprecise 

thinkers and produce people capable of generic-relational, 

qualitative, reconstructive, and creative thought. The aim 

is to accomplish this task within the present framework of 

public education in this country utilizing those physical 

facilities, instructional materials, and personnel now 

available but incorporating a pedagogical strategy directed 

toward conceptual reconstruction for democratic outcomes. 
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This strategy should be carried on in an environ

ment which is built upon the foundation of the selected 

principles of democratic theory discussed earlier. It 

should be directed toward conceptual expansion, as the 

attainment of an adequate conceptual level is pivotal to full 

and responsible participation in a democratic society. 

The initial goal for the education of the con

ceptually disadvantaged person is the imposition of a 

conceptual style which will habituate students to a Level V 

approach by teaching conceptual style in a precise, open, 

and understandable way. Built into this approach is a 

double-thinking of the conceptual method itself and 

therefore the possibility for the creation of alternative 

conceptual frameworks. 

The following general frameworks for curriculum 

design and pedagogical strategy in the areas of problem 

solving, classification, "perceptual set," and language 

usage are constructed for flexibility and a wide range of 

applicability. There are many variations to these strategies. 

The major goal is to move the conceptually disadvantaged 

student toward a Level V conceptual ability. The strategies 

outlined and variations from them can accomodate practically 

any content. That content and the uses to which it is put 

are only limited by the interests and capabilities which 

students display at a particular time and the imagination 

of the teacher. 
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It is felt, however, that for the conceptually 

disadvantaged student, a direct approach, oral didactic if 

necessary, should be utilized until students become clear 

and precise in the employment of the method of science for 

problem solving, classification systems for the development 

of category habits, alternative conceptual models for 

perceiving their world, systematic approaches to the use of 

language, and recognition of the aesthetic function of 

language. After the attainment of a minimal conceptual 

adequacy, the so called "discovery" techniques may become 

meaningful in terms of their possibilities for conceptual 

expansion. 

Basically, the teacher starts at whatever level he 

finds his students and, at their rate of growth, proceeds 

toward Level V activities. He starts with items in their 

immediate environment or in light of their immediate inter

ests. He then directs students to the notation of relation

ships and the contextualization of. data. Next he guides 

pupils to the use of systematic methods which they become 

able to relate with precision. At this point he introduces 

discontinuities. A value inquiry is begun. The methods 

used are revisited as students pose new value assumptions, 

thereby re-cycling the process but by now habituated to a 

retroductively mediate conceptual style. 

The instructor may integrate the following 

strategies in the conceptual areas of problem solving, 
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classification, "perceptual set", and language usage. As 

diagnoses are made and topics chosen, discourses may be 

selected and discourse categories constructed. The curri

culum could then be designed on the basis of the topics of 

interest to the students and viewed through the discourses 

and discourse categories common to the public school. The 

activities within this framework would then depend upon 

the conceptual levels of the students, integrating Level I 

activities for each of the conceptual areas, then moving 

to Level II, and so on. 

Problem Solving 

1. Discuss meanings of the word "problem." 

2. Ask students to name some "problems" that are of 

concern to them. 

3. If students are unable to do this, pose a problem 

based on your diagnosis of their immediate interests. 

4. Record the statement of the problem on the chalk

board. 

5. After the problem has been stated, ask the students 

how they would attempt to solve the problem. 

6. If the students, in the course of this discussion, 

do not come to it, direct them to define the terms 

in the statement of the problem. 

7. Record definitions of terms on the chalkboard. 
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8. When terms are defined to the satisfaction of the 

class, and solutions to it offered, discuss the 

meaning of the word "hypotheses" in light of the 

guesses that they have been making in an attempt 

at problem solving. 

9. List the hypotheses that the class has made on the 

chalkboard. 

10. Discuss the merits of each hypothesis from the 

points of view of class members and decide which 

the majority of the class favors. 

11. Discuss the meaning of the term "data" and 

initiate investigation of this hypothesis by asking 

the class to decide what kind of data would be 

necessary to support this hypothesis. 

12. If the class is unable to contribute at this level 

offer some examples. 

13. Record this information on the chalkboard. 

14. Ask the class how they would go about gathering 

such data. 

15. While discussing the means of data gathering direct 

the class to categorize the different types of 

data mentioned. Discuss the meaning of the term 

"category." Encourage students to develop cate

gories on the basis of the most inclusive concept 

possible. 
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16. Record the categories developed, and the types of 

data included within them, on the chalkboard. 

17. Ask for volunteers to be assigned in groups for 

collection of the types of data within each of the 

separate categories. Offer each group direct 

guidance in data collection. 

18. When data has been collected, have each group 

present their material. 

19. Discuss the meaning of the term "evidence." Ask 

the class to decide in discussion which items of 

data should be regarded as evidence in support of 

the hypothesis being investigated and which should 

be regarded as evidence in negation of this 

hypothesis. 

20. Discuss the meaning of the term "criteria." Ask 

the class what criteria they are using in establish

ing their judgments regarding evidence. 

21. List the criteria and data supportive of these 

criteria which the class selects as evidence 

favoring the hypothesis on the chalkboard. Make 

another list by its side of the negative data. 

22. Ask students to develop criteria for the acceptance 

or rejection of this hypothesis and on the basis 

of these criteria to make judgments pertaining to 

the merit of the hypothesis investigated. Offer 

direct guidance as it is needed. 
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23. Ask students to develop categories for the judgments 

made. Offer direct guidance as it is needed. 

24. Introduce, explain and discuss the term "method." 

25 Ask the class if a method has been used in solving 

this problem. Guide them to the identification of 

the steps and elements of this method by referring 

them to the items on the chalkboard. Label each 

step as the class revisits the method used: 

Observation of a problem, noting relationships, 

stating the problem, defining the terms, formulating 

hypotheses, categorizing data, collecting data, 

developing criteria and testing the data, and 

making judgments about the hypotheses. 

26. When individuals in the class can relate this 

method clearly and use it with precision begin 

introducing discontinuities. 

a. Investigate a new hypothesis for the solution of 

the same problem. 

b. Note that the investigation of a different 

hypothesis necessitates the gathering of new 

data. 

c. The search for new data necessitates the 

establishment of different categories. 

d. New categories might necessitate different 

modes of data gathering. 
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e. If new criteria are utilized the nature of 

evidence changes. 

f. When the nature of evidence changes, criteria 

for judgment making may have to change. 

g. As judgmental criteria are reconstructed 

categories for making judgments change. 

h. As categories for judgment making change 

"truth" changes. 

27. Introduce the concept "generic context." Note that 

the generic context for the definition of terms 

has legislated the possible conclusions reachable. 

As generic contexts are offered and therefore as 

definitions change new hypotheses emerge and the 

problem solving process can be reinstituted to 

different ends. 

28. Introduce the concept "conceptual framework." 

Investigate the role of value assumptions in the 

problem solving process. Note that the value 

assumptions on which conceptual frameworks rest 

legislate the means - methods - ends relationship, 

(e.g. "Evil spirits" as a causal factor for death 

would not emerge as an explanation from the concep

tual framework generally employed by Western man, 

however it would quite readily emerge from the 

conceptual frameworks of some tribal groups in 

New Guinea. Based on a western value system the 
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latter framework might be called a mythical concep

tual model whereas ours would be called a scientific 

conceptual model. It follows that one culture's 

myth is another culture's fact.) 

29. Ask the class to identify the conceptual framework 

employed in the problem solving processes utilized 

up to now. Encourage them to develop alternate 

frameworks. In this process they should revisit 

the steps taken throughout the investigation. They 

should inquire into the nature of scientific 

method and the value assumptions which direct the 

use of this procedure in the solution of a problem. 

Some of these assumptions are: 

a. Methods of judgment making should be sharable 

and open to public scrutiny. 

b. Hypotheses must be capable of test through the 

application of the method of science. 

c. Evidence must meet the demands of open and 

objective testing. 

d. Conclusions reached through the application of 

this method are themselves provisional and 

therefore amendable through the application of 

further open and ongoing inquiry. 

e. The method of science is applicable to formal 

systems (those that are independent of ex
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perience) as well as empirical systems (those 

that are related to experience). 

f. A major goal of the method is to explain or 

describe in the most generic terms possible. 

It, therefore, values abstractness and system. 

30. From this point the method and its value' assumptions 

may be compared to other methods (e.g. authority, 

faith, or intuition) and their value assumptions. 

Choices as to approaches to problem solving can be 

made by valuing the value assumptions. 

31. As choices are made and can be articulated clearly, 

encourage the class to develop procedures for the 

solution of problems within new conceptual frame

works (e.g. solving a mathematical problem in 

something other than base ten, or a physical 

problem in space or on the moon rather than on the 

earth, or a political problem under different forms 

of government, or a social problem from the points 

of view of diverse cultural groups, or a psycho

logical problem from the points of view of alternate 

systematic psychologies, or an historical problem 

as interpreted by various historians, etc., etc.). 

Classification 

1. Select objects which can be grouped or placed in a 

sequence. These may be any objects to which the 
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students would be motivated to respond including 

anything within their immediate field of perception 

or objects, pictures, etc., with which the students 

would be familiar. Special environments, such as 

a class grocery store, may be constructed as an 

aid in teaching classification systems. 

2. Again in light of your motivational analyses, see 

that the students perceive a purpose for grouping 

the objects. 

3. Discuss the meaning of the terms "classification" 

and "generic class." 

4. Ask the class to group objects together into a 

logical order and into classes on the basis of 

their shared qualities. Lead the students to 

possible generic classification principles which 

they might employ. Lead them to the perception of 

possible relationships among the objects. 

5. Note that the classification scheme used here is 

somewhat different from that employed in the 

problem solving exercise in that you are relying on 

objects to create classificatory categories. The 

students should recognize that classificatory models 

may be constructed in the absence of data or prior 

to the collection of data as well. 

6. Discuss the meaning of the term "category." 
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7. Direct the students to choose the most inclusive 

category they can think of which would subsume 

all the objects that they are to deal with. Offer 

directed help where needed. 

8. Then ask the class to subcategorize and sub-

subcategorize on the basis of the next most, inclu

sive categories until they have included all the 

objects. Offer directed help where needed. 

9. As this task is being attempted continually discuss 

the classification principles being utilized by 

the students (and make suggestions when impasses 

are reached) so that it is clear to them what they 

are perceiving in terms of relationships and dis

similarities and the manner in which they are 

systematizing this process. 

10. Discuss the meaning of the term "system" and relate 

it to the meaning of the terir. "method." 

11. Ask the class if a classification system has been 

employed and if they can relate the method of 

classification used. Guide them to the identifica

tion of the principles and order of the system 

used, pointing out the relationships linking the 

steps taken. This would include the revisitation 

of the following steps: Statement of purpose for 

the classification, selection of the generic-

relational principles for guiding the classification, 
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selecting the categories, relating the objects to 

the categories on the basis of the generic-

relational principles selected for grouping, 

developing subcategories, relating objects to the 

subcategories, developing sub-subcategories, 

relating objects to the sub-subcategorie's, and 

continuation of this process until all objects are 

included in the classification. 

12. When individuals in the class can relate this 

procedure clearly and use it with precision begin 

introducing discontinuities. 

a. Introduce another purpose for classifying the 

same objects. 

b. Note that another purpose necessitates an 

alternate classification system. 

c. New generic-relational principles necessitates 

the establishment of different categories. 

d. Objects, thereby, take on a different meaning 

in relation to the new system. 

13. Ask the class to investigate the alternate value 

assumptions inherent in each statement of purpose. 

Note that these value assumptions legislate the 

results of the classification. 

14. Encourage the students to develop new purposes for 

classifying in light of alternate values. 
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15. Encourage students to make choices among the alter

natives through the process of valuing their value 

assumptions. 

16. As choices are made and can be articulated clearly, 

encourage students to develop classification 

systems as conditions are changed. This necessitates 

the application, reconstruction, or creation of a 

classification scheme in an unfamiliar context. 

"Perceptual Set" 

1. Offer the class an "experience" to which they would 

be motivated to respond (this "experience" might 

be a reading assignment or a story, poem, essay, 

etc. which is read to the class, a motion picture, 

a work of art, a field trip, or anything which 

might be interpreted from alternate viewpoints). 

2. Ask the class to relate in as much detail as is 

possible the elements of what they have just 

"experienced." It is likely that the students 

responses will indicate that they have had different 

"experiences." 

3. Discuss the meaning of the term "meaning." Discuss 

why there appears to have been differing descrip

tions of the "experience" that they have had in 

terms of the definition of the word "meaning." 
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4. In light of this discussion, ask the class what 

possible meanings this "experience" might have. 

5. Discuss the meaning of the term "category." Direct 

the class, in the course of the discussion, to 

select categories through which possible meanings 

might emerge. 

6. Direct them to categories appropriate to the topic 

under discussion (e.g. in our discussion of the 

topic, "educating the disadvantaged student," the 

category which we selected was "education theory." 

Subcategories included "genetic determinism," 

"behaviorism," "eclectic interactionism," "Piage-

tianism," "self-concept theory," and "cognitivism." 

We have found that the meaning of the topic differs 

on the basis of the value assumptions inherent to 

each subcategory). 

7. Once categories for meaning have been selected note 

that different languages, different modes of 

description, differing methods and different con

clusions, etc., emerge for discerning meaning (e.g. 

the description of a motion picture from the dis

course categories: Art, sociology, psychology, or 

economics). 

8. Direct the class to inquire into the meaning of the 

"experience" on the basis of the alternate categories. 
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Small groups of students might each wish to take 

one category and carry on the investigation within 

that particular framework. 

9. See that each category is labeled and that the 

meanings of the "experience" which emerge from 

each are connected to that label. Direct the class 

to note the connections. 

10. When a variety of possible meanings have been 

thoroughly discussed in relation to the categories 

for meaning which have been chosen, ask the class 

if they have been using a method for finding mean

ing and if they can relate it. This would neces

sitate the revisitation of the following steps: 

Selecting a topic for study, selecting categories 

through which meanings may be found, identifying 

the substantive elements of each category, applying 

these substantive elements to the topic under study, 

and developing alternate meanings on the basis of 

the application of the substantive elements of each 

category. 

11. When individuals in the class can relate this pro

cedure clearly and use it with precision ask them 

to identify the goals of each discourse category 

used. Note the value assumptions for each discourse. 

12. Direct the class to the notation of the legislative 

function of the value assumptions which they 
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uncover pertaining to the possible forms that 

inquiry may take within each category and the mean

ings which therefore can emerge (e.g. "private 

mental states" do not emerge from a behaviorist 

category of "mind," but do from a Freudian category). 

13. Ask the class to list the value assumptions which 

pertain to each discourse category which they use. 

14. Encourage the class to select the "best" discourse 

category in light of its value assumptions in a 

variety of different circumstances and for different 

purposes. See that they note the connection be-
I 

tween the relativity of circumstance and the appro

priate category to be utilized. 

15. Encourage the class to develop new methods of 

categorization on the basis of values which they 

develop in light of their own purposes as citizens 

for a democratic society. 

16. Encourage the class to contrast democratic values 

to other value systems and make selections and 

rejections among categories for meaning on the basis 

of these alternative value assumptions. See that 

they can clearly articulate the alternate value 

bases. 

17. Encourage the class, in light of value assumptions, 

to develop new categories for meaning or to recon

struct categories for new purposes or under new 
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circumstances (e.g. in our inquiry the reconstructed 

category for the meaning of education for the 

disadvantaged student has been called "conceptual 

theory"). 

Language Usage 

1. Start with a topic rooted in the experiences and 

interests of the class. 

2. Ask the students to think of as many words as they 

can which are related to this topic. 

3. Ask them to define these words and, as definitions 

are given, label and explain them according to 

their definitional type. Be very clear in indicat

ing the differences among these types. 

4. Encourage the class to give as many definitions of 

the genus differentia and theoretical operational 

type as they can. Offer direct guidance in this 

activity. See that the class can differentiate 

among the types. 

5. Request that the class develop categories related to 

the topic (the generic framework) and group the 

words within these categories on the .basis of 

their common properties (relationships). Offer 

suggestions and give direct guidance where needed. 

6. As students become able to perceive relational prop

erties introduce, define, discuss, and practice the 
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use of "analogies", "similies", and "metaphors" 

initially using the words already under discussion. 

Offer direct guidance where needed. See that the 

students are clear in the application of principles 

for each. Games can be developed to practice their 

use. 

7. Also using the topic and words the students have 

thought of, ask them to use them in as many differ

ent ways as they can think of (e.g. converting 

nouns to verbs, verbs to nouns, etc.). What differ

ences does this make in the meaning of the words? 

Attempt description, within the framework of the 

topic, using only nouns or only verbs. What does 

this do to descriptive method and perception? 

•8. Discuss the meaning of the term "syntax". Ask 

students to identify the syntactical order in 

sentences relating to the topic under discussion. 

Give direct guidance where needed. 

9. As it becomes appropriate to do so, have the stu

dents do the same for paragraphs relating to the 

topic, again offering direct guidance. The structure 

of language used is a prime concern at this point. 

10. When students exhibit a clear knowledge of and are 

precise in the use of definitional types, rela

tional properties of words, principles by which 

words may be related, and the relationship of 
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syntax to meaning within the topic under discus

sion, begin introducing discontinuities. 

a. Place the same words in another context. 

b. Note that the new contest alters the defini

tions of the words. 

c. Note that a new syntactical arrangement changes 

the manner in which the words relate to one 

another. 

d. Note that the new generic-relational pattern 

legislates possible meaning. 

e. Note that the discourse category legislates 

language usage. 

11. When students are able to recognize the contextual 

properties of systematic language usage introduce 

them to some logical fallacies in language usage 

and argument (see Fearnside and Holther's Fallacy: 

The Counterfeit of Argument). 

12. Investigate and evaluate the uses to which language 

is put in light of these fallacies through reading 

assignments. 

13. Have students develop categories for the classifica

tion of language usage according to type (e.g. 

exposition, argument, description, narration, etc.). 
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14. Practice this classification. Offer direct guidance. 

Games may be developed such as Saunders "cube of 

inquiry." He states (Saunders 1969, p. 124), 

By constructing a cardboard box with.... 
cubby holes labeled....you can set one 
of the conditions of inquiry. 

Get 3X5 cards and place sentences or paragraphs 
on one side of the card. On the opposite 
side of the card put the criterion by which 
the sentence is to be sorted into a cubby hole. 
Also, put by number label, the correct slot 
sort. 

15. Introduce and discuss the concept "style." Contrast 

styles of language usage. 

16. Have students investigate language usage, type, and 

style in terms of the value assumptions implied by 

their use. 

17. Have students develop value criteria for evaluating 

the value assumptions. 

18. Ask students to make selections and rejections 

among alternatives on the basis of these value 

criteria. 

19. Request that students evaluate the value criteria 

by which they are making judgments. 

20. On the basis of this reconstruction of values, ask 

students to create language styles of their own. 

Practice doing this under changing circumstances 

and for different purposes. 



279 

Conceptual Theory, Democratic Values, and the Education of 
the Disadvantaged 

Conceptual theory for the education of the dis

advantaged and its instructional model have been constructed 

in light of pragmatic criteria for the adequacy of theory 

and the probable social consequences which logically stem 

from its application. The necessity for the formulation of 

a reconstructed theory for the compensatory education of 

the disadvantaged lies in the failure of those theoretical 

orientations now in use to meet these criteria of adequacy 

for educational theory and on the basis of a logical 

analysis which offers indication of the consequential 

inadequacies of their use in terms of possible democratic 

outcomes. 

At this point in time in our history, when the 

values upon which a democratic society rests are in question, 

and when, further, democratic methods for the solution of 

social problems are being forsaken for other means, it 

behooves an educational system foundational to that society 

to look to its methods and institute programs more likely 

to bear the fruits of democratic effort. 
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