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Introduction

This paper constitutes the concluding statement by PARENTS

WHO CARE following the series of day-long hearings commencing

January 3, 1973, before the Maryland State Board of Education

Hearing Examiner James P. Garland in the matter of PARENTS WHO

CARE vs. BOARD OF EDUCATION OF MONTGOMERY COUNTY.

After a thorough examination of a third of a million words

on some 1,700 pages of testimony and of the 172 exhibits submitted

in this case, we the members of the PARENTS WHO CARE group must

express our utter dissatisfaction with the responses of the

Montgomery County school officials and state that our complaints

against the Montgomery County Public Schools system are essent-

ially the same as those registered in our March 9, 1972 Montgomery

County Circuit Court action and our June 6, 1972 presentation before

the Montgomery County Board of Education.

The defense by the school officials came through to the members

of PARENTS WHO CARE as an incredible blend of beguilement, evasive-

ness, and feigned naivete'. Repeatedly, the Superintendent of Schools

(Dr. homer O. Elseroad), the President of the Board of Education
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(Dr. John S. Aird), the Associate Superintendent for Instructional

and Pupil Services (Dr. Richard E. Wagner), and the Acting Director

of the Department of Curriculum and Instruction (Mr. Jimmy E.

Nations) professed either a lack of knowledge of, or familiarity

with, the topics under discussion. We can only conclude that the

leaders of the Montgomery County school system either do not know

what is going on in the classroom or they are engaging in a

colossal cover up. It seems uncanny to us that these adminis-

trators who confess to knowing so little about the contents and

purposes of textbooks and teaching strategies should at the same

time claim to be experts in knowing what does not go on in the

classroom (e.g., PARENTS WHO CARE charges of invasion of privacy,

sensitivity training, and violations of State By-Laws).

In our view, the hearings succeeded only in muddying the

waters further, as the school authorities, from the School Board

president on down, made frantic efforts to keep their skirts

clean. As was the case with the Montgomery County school system

reply to the PARENTS WHO CARE June 6, 1972 presentation, the

general response before the Maryland State Board Hearing Examiner

was, in our view, a self-assigned clean bill of health, a complete

whitewash, and an insult to the intelligence of the citizens and

taxpayers of Montgomery County. It Is tragic that more members

of our community did not witness the performance by the leaders

of a school system costing more than $200 million annually.

With the exceptions of a few unavoidable admissions to some

of the minor incidents cited by PARENTS WHO CARE, the Montgomery
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County school officials reiterated their denials of the PARENTS

WHO CARE charges. They denied that the schools are violating the

privacy of the student and the home; they denied that the schools

are basing their instruction on the religion of Secular Humanism,

and that the schools are violating religious rights guaranteed by

the Constitution; they denied that the schools are employing the

techniques of sensitivity training; they denied that the schools

are in violation of Maryland State Department of Education

By-Laws; and they claimed that they could not substantiate the

bulk of the classroom incidents related to the members of the

School Board during the June 6, 1972 presentation.

To the extent that any faults or oversights were admitted, the

excuse offered was that because of its size the Montgomery County

school system was bound to make some minor mistakes, and it was

conveyed that such happenings were isolated incidents which were

quickly taken care of by instruction to staff, very little of which,

unfortunately, happens to be in writing.

It was most obvious that the strategy of the Montgomery County

school officials was to attempt to reduce the PARENTS WHO CARE

case to a few isolated -- and understandable -- minor incidents

and avoid getting into areas of basic educational philosophy.

Thus, early in the hearings the school system attorney, Mr. Robert

Bourbon, attempted, without success, to obtain approval for a

motion to limit testimony. Throughout the hearings, Mr. Bourbon

expressed the concern that he did not know what the PARENTS WHO

CARE group would do next and he attempted to convey the notion



that we were only a handful of parents incapable of bringing off

a general indictment against the Montgomery County school system.

His basic pitch was that the vast majority of persons in Montgomery

County were perfectly happy with the general performance of the

schools -- a fallacy in our view -- and that the PARENTS WHO CARE

group was but a miniscule thorn in the side of the school system.

Neither Mr. Bourbon nor the witnesses from the Montgomery County

school system were prepared to admit that over the past 10 to 15

years there have been some basic changes in the approach to

education in the country in general and in Montgomery County in

particular, and that there is a growing discontent among the parents

with some of the new techniques and materials, many of which are

lacking in evaluation as worthwhile educational tools. Therein

lies the basis of the PARENTS WHO CARE case against the Montgomery

County school system.

II. Illustrative Excerpts from Testimony

We cite below examples from the testimony by the leaders of

the Montgomery County Public Schools system, accompanied by

PARENTS WHO CARE rebuttal and argument:

-- ON THE QPESTION OF SECULAR HUMANISM, we heard the then

President of the Montgomery County Board of Education, Dr. John S.

Aird, admit the following on May 31, 1973:

the prevailing values of society in many of the areas
which Parents Who Care are contesting teachings are in the
domain of the secular that has a part of the intellectual
heritage of the western world. They are a necessary part of
the equipment of a modern education, and people whose own
unique patterns are in conflict therewith have to develop
their own accommodations to reinforce their beliefs and simply
reject the things that are presented in accordance with the
majority will in the classrooms." (Volume V, p. 776)
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PARENTS WHO CARE believes that Dr. Aird's statement is in

basic conflict with the following passages from the school

system's October 10, 1972 official response to the PARENTS WHO

CARE June 6, 1972 presentation (Petitioner's Exhibit No. 1, Tab 8,

pp. 2-3):

"In its more organized form it is known as Secular Humanism
and recognized as a religion which does not teach 'what
would generally be considered a belief in the existence of
God.' (See Supreme Court decision, Torcaso vs. Watkins,
1961.)"

"We hold that the term Secular Humanism represents a viewpoint
on the universe which is held by some people, but it is not
the foundation of the educational policy of the Montgomery
County school system."

When asked by the Hearing Examiner whether his views on

Humanism were discussed by the Board of Education and taken into

consideration in the official school system's October 10, 1972

response to PARENTS WHO CARE, Dr. Aird replied in the negative.

But, despite his testimony, Dr. Aird ended up by denying that

Humanism was taught as a religion as such. In our view, he

reversed himself and fell back on a semantic dodge.

-- or THE TABA SOCIAL STUDIES CURRICULUM, Mrs. Lawrence of

PARENTS WHO CARE posed the following simple question to Dr. Aird:

"Have you read the Taba Series?" Instead of a simple yes or no,

Dr. Aird responded as follows:

"I have read or scanned parts of the materials that I have
had brought to me in a whole box of materials some time
back when I got into this question. Again, I should
point out for the benefit of the Hearing Examiner that
Board members are part time persons and there are finite
limits to the amount of attention we can give to specific
issues. This also affects, to some extent, the extension
of time during which items are under consideration. The



difficulties of dealing with curriculum are interlocked
with other points, many of which have very sharp limits,
as negotiations and budget. These are also very extensive
in quantity. The amount of materials we have to deal with,
we have to be generalizing. We cannot really be specialists
to the same extent that even staff or a group in the commun-
ity can be penetrating in depth, and I think we tried to
cover all of the aspects of the situation that we can, but
our time is limited, and we give as much personal attention
to these things as we can allocate to them on the basis of
the priorities that we assess as we go along." (Volume V,
pp. 826-7)

This is doubletalk at its best. The PARENTS WHO CARE group

is still not sure whether Dr. Aird ever read the Tabs series. In

his October 10, 1972 independent reply statement to PARENTS WHO

CARE (Petitioner's Exhibit No. 1, Tab 9), Dr. Aird confused Tabs

with Jerome Brunner, author of the social studies entitled,

Man: A Course of Study.

-- ON THE SUBJECT OF SENSITIVITY TRAINING, the PARENTS WHO

CARE definition was given as follows:

"Group meetings, large or small, to discuss publicly
intimate and personal matters, and opinions, values
or beliefs, and/or, to act out emotions and feelings
toward one another in the group, using the techniques
of self-confession and mutual criticism, group
dynamics, and role-playing."

In his testimony, Dr. Aird took it upon himself to narrow the

definition of sensitivity training to "psychotherapeutic mani-

pulation" and denied that the schools are employing such tech-

niques. He further attempted to support himself on the following

crutch:
al

"When you have 6,000 or 7,000 professiorr, you cannot be
sure that there won't be some violation of the guidelines
that are passed. Where such cases occurred, we attempted
to deal with them on an ad hoc basis to control them.
Beyond a certain point we cannot provide hour by hour and
minute by minute surveillance of every classroom to



assure there will be no instances of transgression in this
regard." (Volume V, pp. 787-8)

PARENTS WHO CARE must write off such speeches as evasive

bureaucratic histrionics. Even granting Dr. Aird his narrowed

definition of sensitivity training, we contend that such

"psychotherapeutic manipulation" is, in fact, conducted in our

schools in accordance with the Social Science Laboratory Units

put out by Science Research Associates (Petitioner's Exhibits

Nos. 131, 132, and 133A through G) as well as "talk-ins"

(Volume IV, pp. 636-658), "contact" sessions (Petitioner's

Exhibit No. 87 and testimony in Volume IV, pp. 659-670), the

Hilda Tabs Sociogram (Petitioner's Exhibits Nos. 3, 24, 48, and

49 and testimony in Volume II, pp. 177-195), the general appli-

cation of the compulsory K-through-12 Interpersonal Relationships

materials known as Focus Area I of the Family Life and Human

Development curriculum (Petitioner's Exhibit No. 1, Tab 4,

pp. 10-16), the Relationships course for grades 10 through 12

(Petitioner's Exhibit No. 18), and Bulletin 175, Elementary

Social Studies curriculum K-through-3 (Petitioner's Exhibit

No. 2). In all of the above-cited materials, the classic

techniques of sensitivity training are employed -- self-revelation,

group criticism, group dynamics, role playing, coercive psycho-

therapeutic activities, and behavior modification. To cite here

but one example: on page 34 of Bulletin 175 (Social Studies), the

question is asked, 'What are the responsibilities of each member

of a group?" Among the responses are: "To revise and/or refine

his ideas as a result of group discussions and planning" and



"To conform to the standards set by the group." Those who do

not conform to the standards set by the group are identified

in the Social Science Laboratory Units as "deviants" who are

unacceptable and who must alter their attitudes to become

acceptable to the groups. This is psychotherapeutic mani-

pulation, pure and simple -- and it also goes under the names

of sensitivity training and brainwashing.

-- ON THE SHOWING OF THE FILM EMERGENCY CHILDBIRTH, we heard

Superintendent of Schools Elseroad point with pride to what he

referred to as an "immediate responsible follow-up by the school"

to prevent future unauthorized showings of the film, but under

questioning by the Hearing Examiner, Dr. Elseroad's claim fell

flat. The testimony in question is reproduced below:

"THE WITNESS (DR. ELSEROAD): Now, if you -- if we turn to
Page 50, I mean Page 50 in the Parents Who Care organization
document, you will see the upper left-hand corner, fourth
line, Emergency Childbirth, a living color, real life
childbirth, complete with blood, bursting of the waters
and severing of the umbilical cord. This is an explanation
or report, the showing of a film in the school, a film which
the Parents Who Care organization objects to. how, what we
say in this paper is 'This film was shown by the three
teachers identified, in conjunction with a unit on repro-
duction in tenth grade biology in the 1970-71 school year.'

"Now, bear in mind this is a discretion, but bear in mind
We are dealing with a paper presented to the Board on
June 6th, 1972, the end of the 1971-72 school year. This
incident took place more than a year earlier. Going ahead
with the writeup, 'The teacher used the film without prior
checking with the school administration and was not aware
that films used must be on the approved list in the course
of study. This film was booked in all cases from the Red
Cross; it was designed for training firemen, civil defense
personnel, et cetera. It was specifically prohibited for
school use by memorandum from the director, Department of
Educational Media and Technology on April the 25th. , This
is after the incident occurred. 'The use of the film prior



to its prohibition was a questionable professional practice
because of its content and purpose and not supported
inasmuch as it was not cleared for use with the Family
Life curriculum.'

"What we're saying here is what the Parents Who Care
organization stated in their paper is correct as far as
what actually happened is concerned. The teachers did get
this film from -- and used in their classes. how, the
thing that I want to clarify, and I made a point about
these dates, the Parents Who Care is presenting this to the
Board on June 6th, 1972. The incident took place some
time -- I don't know the date, but somewhere in the middle
of the school year 1970-71, more than a year earlier.

"Now, I happen to recall that the principal told me, called
me up on the telephone and told me the day it happened or
within a week of the time this happened that they had
goofed, that a film had been shown that really shouldn't
have been shown, that he had talked with parents about it,
that he had talked with teachers about it. The film
wouldn't be used any more.

"The point I'm making is that there is -- there was
immediate responsible follow-up by the school, appropriate
school people to correct this situation. Maybe I bring an
inference that the Parents Who Care organization didn't
intend, but the way this Comes across in this paper is that
the Parents Who Care organization are citing practices which
we condone or that we administer the schools in such a
sloppy manner that this kind of thing is typical or charact-
eristic.

"We're simply saying here is a case of where teachers got a
film from a reliable source and thought it was a good film,
but after reflecting on it and discussing it with their
principal and so on, and the conclusion was the film
wasn't appropriate. We followed that up with notice to all
the schools saying don't use this film.

"So that here's an incidence of where the charges are
substantiated. We say it's substantiated. We say that this
was a questionable judgment, but that it is the kind of thing
that happens once in a while where you have 6,000 teachers
and you encourage some degree of independent judgment on the
part of these professionals.

"THE HEARING EXAMINER: Let me ask you this, Dr. Elseroad, if
I may interrupt for a moment; you say that this picture, the
showing of this picture was brought to the attention of the
administration by the principal of the high school soon after
its showing, within a weak of its showing in the 1970-71
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school year, yet your response, or your confidential review
of incidents indicates that it was not banned or prohibited
for school use until April 25th, 1972, which strikes me as
being shortly after suit was filed in Montgomery County.

"Can you explain that lapse of time and the correlation
between the March 9th ff9727 filing and the April 25th
279727 prohibition?

"THE WITNESS (DR. ELSEROAD): No, I can't. I think that
question would have to be answered by Dr. Schneider or one
of the other people who worked on this." (Volume VI,
pp. 976-82)

The above lengthy response by Dr. Eiseroad was reproduced

because it is typical of the kind of reaction that Montgomery

County parents receive from the Superintendent and his staff.

In this particular reply, Dr. Elseroad admitted to violations

of State By-Laws by school personnel, inaccurately implied that

corrective action was immediate, and finally ended up passing the

buck when his specious argument was challenged and shown to be

misleading.

-- ON THE SUBJECT OF STEALING, we heard Dr. Elseroad

equivocate as follows:

"MR. LAWRENCE: Can a teacher, in response to a direct
question from a child, is it wrong to steal say, yes,
it is wrong or is the teacher compelled to say it all
depends?

"DR. ELSEROAD: Oh, no, I think --

"MR. LAWRENCE: What I'm getting at, is there a one side or
the other in something as simple as stealing, rather than
twelve alternatives? I'm just wondering, under a school
system where you are not permitted to moralize, but you
must have non-judgmental_ and open-ended discussions, what
would you do about stealing and fornication, about the
issues --

"TEE HEARING EXAMINER: Let's not confuse stealing and
fornication.



"DR. ELSERUAD: On the stealing question, it would be pretty
clear that the teachers would say stealing is wrong, but just
to go a little bit further into the point I think you're
getting at, and I don't have an example in mind and maybe

entirely hypothetical and never has or never will occur,
but it's conceivable you could have a situation where you
might be reading, kids might be reading a story about some-
body who was starving who stole a bottle of milk off of
somebody's steps or something and this might get into a
discussion of all of the social ramifications of why this
person stole this food, and I suspect in this hypothetical
situation you would find that there would be a lot of
extension of the consideration of stealing and there would
be a discussion of the extenuating circumstances and so on
which would make the answer a little less simplistic than
we would like it to be sometimes.

"MR. LAWRENCE: Would you call this approach in the school
system now one of situation ethics?

"DR. ELSERUAD: Would I call it ethics?

"MR. LAWRENCE: Group decision or situation ethics in an
approach to moral questions or value decisions.

"DR. ELSEROAD: No, I don't think I've ever used that term
and I don't really know what it means." (Vol. VI, pp. 1026-9)

It is a significant commentary on the qualifications of a

Superintendent of one of the largest school systems in the

United States who does not know the meaning of situation ethics.

-- ON THE TABA SOCIAL STUDIES, we heard Dr. Richard E. Wagner

attempt the most incredible cover-up of the entire hearing. Since

his testimony goes to the heart of the PARENTS WHO CARE complaints

namely, the various social study series we had found objectionable --

Dr. Wagner's remarks are being summarized and quoted herewith.

On July 26, 1973, PARENTS WHO CARE spokesman Malcolm Lawrence

questioned Dr. Wagner at length on the social study series which

PARENTS WHO CARE had asked to be removed from the schools at the

June 6, 1972 hearing before the Montgomery County School Board.
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Following a battery of questions on the Taba Social Studies, Dr.

Wagner testified that the Taba curriculum had not been approved

and was not being used in Montgomery County schools. Mr. Lawrence

then cited a December 17, 1970 letter from the school system to a

parent, stating that the Taba material was "approved for use in

our county"(Petitioner's Exhibit No. 150). Dr. Wagner at first

denied that the letter meant "use" and said it meant the curriculum

was eligible for "ordering." Only after considerable debate did

Dr. Wagner finally admit that the letter would be interpreted by

a recipient to mean "use," but maintained that the letter did not

represent official school system policy.

Dr. Wagner further testified that the Tabs curriculum was not

in fact removed from the school system until August 1972. He then

produced two memoranda issued on August 9, 1972, and September 8,

1972 (subsequently introduced as Petitioner's Exhibits Nos. 160

and 161), the contents of which placed certain conditions on the

use of Taba and other social studies curricula; the two memoranda

refer to the material as programs which "differ significantly

in conceptual design from the standard programs of the 1950's and

1960 1 s" and which "represent unfamiliar form and content for

parents."

Mr. Lawrence pointed out that these memoranda did not remove

the materials, as Dr. Wagner had claimed, but merely made their

continued use in the schools subject to a set of conditions. He

stated further that the two memoranda were issued after the PARENTS

WHO CARE June 6, 1972 hearing and the PARENTS WHO CARE group was
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not made aware of their existence. Dr. Wagner concluded his testi-

mony on the Taba materials by stating that the October 10, 1972

response by the school system to the PARENTS WHO CARE June 6,, 1972

presentation indicated that the Taba programs "were not in use" and

that they "were not to be used." The school system response

(Petitioner's Exhibit No. 1, Tab 8) indicated nothing of the kind.

Excerpts from Dr. Wagner's testimony on the Taba curriculum

are provided below:

From Volume VII, pp. 1178-80 -

"MR. LAWRENCE: Would you say that the Taba teaching strategy
is in the affective domain?

"DR. WAGNER: I don't know really that much about the Taba
teaching strategy to give you an answer. My impression
from what I have seen of the Taba materials -- I have
not made a close inspection of them in terms of their use,
because they have not been in use in the school system
to any degree -- would indicate that there would a
mixture, certainly, of a large cognitive dimension, there
would be some affective areas in that curriculum in social
studies as there must be in any social studies area.

"MR. LAWRENCE: But the 'Taba l strategy is in the school
system, right?

"DR. WAGNER: Taba materials are in the school system in the
sense that they are in what we term a support bank of
materials which are available to teachers and teacher
specialists, but they are not at this time being taught
in the classroom.

"MR. LAWRENCE: Has this curriculum been presented to and
approved by the Board of Education for use as a resource
material by teachers, to your knowledge?

"DR. WAGNER: The Taba materials have been available to
members of the Board for inspection. I am not aware of
any formal approval, any formal statement by the Board
which approves the Taba materials.

"MR. LAWRENCE: Have you any information that the Taba
curriculum or the use of it or its effectiveness has been
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evaluated by the staff of the Montgomery County Public
School System since it has been in use?.

"DR. WAGNER: The Taba materials have had a good deal of
study, and we have had some in service meetings on the
subject. There have been no formal evaluations undertaken
because we haven't had implementation of the Taba materials
that would permit any such evaluation in actual use.

"MR. LAWRENCE: Do you know whether using this calls for
any special training on the part of the teachers? Are
there actually workshops in the sense of the word that
I have heard people say that there are teacher workshops
in this, that, or the other?

"DR. WAGNM: We have been developing a workshtp for these
materials as well as other materials in the elementary
social studies. They are still in the developmental stage
and have not been offered widely to teachers at this point."

From Volume VII. p. 1182 -

"MR. LAWRENCE: What I am trying to 5et at7, I guess in part,
before I ask the question is the fact that partof the approach
in the Taba curriculum Is the use of the sociogram, the inter-
view, the diary and role playing, and I am asking, you know,
if these techniques are used.

"DR. WAGNER: Well, as I said, the Taba materials are not
in use at the present time, but the various approaches that
you have listed are not by any means unique to the Taba
materials."

From Volume VII, pp. 1217-18 -

"MR. LAWRENCE: Do you have any idea of roughly how many
schools use this particular ffabg book, or whether this is
a popular series for third grade?

"DR. WAGNER: As I said earlier, there are no schools using
it at the present time.

"MR. LAWRENCE: Teachers using this as a resource?

"DR. WAGNER: To my knowledge, it is not being used as a
resource directly for any classroom program by a teacher
at this time. The materials of this curriculum, as a
number of others which are fairly new on the market, are
in the support banks that teacher specialists have, but
these particular activities are not to my knowledge in use
anywhere at this time, and we have specifically indicated
through directives to teachers and to principals that
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this particular series and several others are not to be
in use at this time.

"MR. LAWRENCE: have you received any complaints from
teachers using this, or is there any justification for the
directives going out? Have you received any complaints
from teachers on the values of this Taba curriculum?

"DR. WAGNER: I am not aware of any complaints from teachers..
There may have been some reaction from teachers who have
looked at this material, but I am not aware of any state-
ments that they may have made. They would not necessarily
COMB to my attention.

"HEARING EXAMINER: Dr. Wagner, may I say that after your
long and detailed answers to these questions, when you are
telling us that this material is not used anywhere, I get
the distinct smell of primposes where we have gone for
about 20 minutes on something that apparently is not mater-
ial at all as it Is not being used."

Eromy2luineyaat_a_2:?..?.2. -

"MR. LAWRENCE: There is a letter from Frances C. Dean,
Department of Educational Media and Technology, December 17,
1970, that is addressed to Reverend Louie J. DiPlacido,
Wheaton, Maryland. This has been submitted as an exhibit
by Parents Who Care.

"HEARING EXAMINER:. Do you know what exhibit that was? What
is the purpose of the reference to this?

"MR. LAWRENCE: It says -- if I could quote from the letter
to show that the Taba curriculum has been approved?"

From Volume VII, pp. 1225-29 -

"HEARING EXAMINER: Can you question Dr. Wagner on that letter,
because I would like to find out --

"MR. LAWRENCE: Yes, I would. In the Parents Who Care Exhibit
150, the letter of December 17, 1970, from Frances Dean to
Reverend DiPlacido, 'With reference to our conversation
yesterday about the Taba curriculum guides and the World
History Inquiry Series, both of these titles are approved
for use in our county.' The second sentence reads, 'Attached
is an order form for the Tabu curriculum guides.' My question
to you is, is this current Montgomery County school policy?

"DR. WAGNER: The letter from Mrs. Dean does not represent
current Montgomery County school policy. My feeling would
be that not knowing what the telephone conversation was,



- 16 -

It appeared Reverend DiPlacido wished to get copies of
the Taba materials, and the letter gave him the information
for that purpose.
"I would read from the letter that Mrs. Dean was saying
that the Taba curriculum guides had been reviewed by a
committee or by appropriate parsons within the school
system, and that they were approved in terms of ordering,
but that does not indicate that they were approved in the
sense of being a school system or Board approved curri-
culum to be Implemented.

"HEARING EXAMINER: Dr. Wagner, you say that letter does
not represent current policy:

"DR. WAGNER: No, it does not, sir.

"BEARING EXAMINER: Did it represent policy of the Board
as of its date in 1970?

"DR. WAGNER: Well, the curriculum materials, as I checked
them a moment ago, I think were published in 1969. It
represents only the fact that the materials were approved
for ordering, for examination, but they were not used
officially as part of the social studies curriculum in
1970, and in fact last August -- and I don't have the date
in front of me but that could be obtained if it were
Important -- in August of 1972, upon review of this matter
by the school system's Council on Instruction, a memorandum
was sent in August to all principals and other affected
personnel, such as teacher specialists who v‘ ork with the
social studies program, indicating that the Taba materials
were not and would not be in use until further study had
been made of them. That I think has been perhaps already
introduced as an exhibit. If not, it can be.

"HEARING EXAMINER: I believe it is in evidence.

"MR. LAWRENCE: That letter is in evidence, you say?

"HEARING EXAMINER: I believe it Is. I am not certain.

"MR. LAWRENCE: Could someone Indicate the number?

"BEARING EXAMINER: Mr. Bourbon, is that letter in evidence,
do you recall?

"MR. BOURBON: I thought it was, but we have a couple
hundred exhibits here and it is hard to know what Mr.
Lawrence is going to want to talk about next.
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"HEARING EXAMINER: This would be, I believe, a respondent's
exhibit. Mr. Lawrence, a review of my notes would indicate
that that letter has not yet been offered into evidence or
accepted in evidence.

"MR. LAWRENCE: May I ask a question, then?

"HEARING EXAMINER: You may interrogate the witness.

"MR. LAWRENCE: Dr. Wagner, in response to my question as to
whether the first two sentences in this would indicate
approval for use in our county, you said no, not for use,
this was approval to purchase but not approval of the
curriculum, as such. If you were to receive this letter,
what would your indication be after reading the phrase
'are approved for use In our county'?

"DR. WAGNER: I guess I would interpret that it was
officially approved for implementation, but that would
not be the case. From my reading of the letter, it refers,
as I said, to cleared and approved for purchase.

"PM, LAWRENCE: My last question on Taba, why did not the
Parents Who Care organization receive a copy of the
August 1972 directive which came out some two months
before the response of the school system to the Parents
Who Care June 6, 1972 presentation in which objections to
the Taba curriculum were quite obvious?

"DR. WAGNER: I don't know why a copy was not sent to Parents
Who Care, but normally memos of that type are issued within
the school system. I believe, though I don't have it in
front of me, there was reference to this in the October
response that the Board of Education sent to Parents Who Care
indicating that this curriculum and othemthat were mentioned
were not in use•"

From Volume VII, pp. 1243-52 -

"MR. LAWRENCE: Dr. Wagner, do you have with you today a copy
of that August 1 72 letter concerning the Taba curriculum?

"DR. WAGNER: Yes, the one I referred to earlier this morning.

"Nin, LAWRENCE: Would it be appropriate, Mr. Hearing Examiner,
for me to ask to have this put into the record, or can I
examine it, or --

"HEARING EXAMINER: You can ask to have it produced. You may
examine it --
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"MR. LAWRENCE: May I examine the letter, please? I wonder
if I could request this be made a part of the record?

"HEARING EXAMINER: Certainly. Dr. Wagner, would you identify
the letter that you have secured and Mr. Lawrence has just
handed you?

"DR. WAGNER: This is a memorandum dated August 9, 1972 from
Norman L. Schneider, Director of the Department of Curriculum
and Instruction, to the Council on Instruction.

"HEARING EXAMINER: Is that a document of the Montgomery
County School System?

"DR. WAGNER: Yes, sir.

"HEARING EXAMINER: Mr. Lawrence, I understand you want to offer
that as an exhibit?

"MR. LAWRENCE: Yes.

gntered as Petitioner's Exhibit No. 16047

"MR. LAWRENCE: Dr. Wagner, inasmuch as this August 9, 1972
memorandum to the Council on Instruction from Norman L.
Schneider deals with a number of the basic social studies
curricula that we had asked be removed from the school system
in the June 6, 1972 testimony or hearing before the Montgomery
County School Board, could you please tell us the substance or
the intention, let me say, of this memorandum for the record?
Is this a fair question?

"MR. BOURBON: _It is one I will object to, because it speaks
for itself.

"HEARING EXAMINER: Well, I don't think that Dr. Wagner can
answer as to the intent of it. I do think that the intent
comes from the document itself.

"MR. LAWRENCE: He said that an August 1 72 letter was a
directive indicating that the Taba curriculum was not to
be used in the school system, and I do not find that, as I
read the memorandum.

"HEARING EXAMINER: Let me ask, Dr. Wagner, where specifically
in this memorandum is the Council on Instruction instructed
not to use the Taba curriculum?

"DR. WAGNER: The memorandum of August 9 was followed --
I believe the date is September 8, 1972 -- by a similar
memorandum addressed to elementary principals, which we
also would like to enter into evidence.
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"MR. BUURBONI This is a connected document.

"DR. WAGNER: It has much the same content as the one you
just read, but it does make a statement to principals.

"HEARING EXAMINER: I don't think it makes much difference
whose exhibit it is. Would you like to look that over,
Mr. Lawrence?

"MR. LAWRENCE: Very quickly, yes. I agree that this should
be an exhibit."

"HEARING EXAMINER: Petitioner's Exhibit 161 is admitted into
evidence, being memorandum to all elementary school principals
from Norman L. Schneider, Director, Department of Curriculum
and Instruction, dated September 8, 1972."

"HEARING EXAMINER: In the absence of two copies, Mr. Lawrence,
you will have to take this over to Dr. Wagner, and if you want
to question him in regard to it, do it at the table.

"MR. LAWRENCE: Thank you. Is it your impression that in
combination or taken one at a time these memos constitute a
removal from the school system of any of these materials
which include Man: A Course of Study, Brandwein's Social
Sciences, the Taba Social Studies, and Social Science
Laboratory Units of the Science Research Association, and
Shaftel's Role-Playing for Social Values?
It Is it your interpretation of these two memos that these
documents effectively remove these courses from the Montgom-
ery County School System?

"DR. WAGNER: My interpretation is that the two memoranda in
combination did remove the courses that you have named,
subject to the institution of appropriate in-service programs
for teachers, which had already been implemented for Man:
A Course of Study.

"MR. LAWRENCE: Do you recognize, as I do, that on the first
page of both memos there is the term 'restraints' fs-hould
read 'constraints'7--

"MR. BOURBON: Objection. It is a question that can't be
answered.

"HEARING EXAMINER: It can't be answered as it Is posed, but
let's direct Dr. Wagner's attention to the portion of the
memorandum that you want him to concentrate on, and then
question him about it.



- 20 -

"MR. LAWRENCE: I should like to direct your concentration
on page 1 of the memorandum which begins 'Several restraints
Should read I constraints t 7 were placed on this program',
meaning Man: A. Course of Study, which is the model here that
you are talking about. Then this is followed by three
conditions -- (1) that the schools designed to implement the
program would be able to identify sufficient available funds
to purchase the materials, (2) that the teachers and admin-
istrators are committed to the in-service training and (3)
that the teachers and administrators present a plan for the
continuing and intensive community involvement program, PTA's,
etc.
"I repeat my question to you, Dr. Wagner, and inasmuch as I
can't find any other restrainsts or negatives In this, you
say it is the purpose of this memorandum to remove these
materials from the school system?

"DR. WAGNER: That is correct, until the program of inservice
education might be instituted.

"MR. LAWRENCE: Could I ask you to provide written documenta-
tion to the Parents Who Care group giving what I would hope
would be a clearer intention or interpretation of this
memorandum?
"I don't want to comment on it, but I don't think it is what
you said it was.

"MB, BOURBON: Objection, objection to the question.

"BEARING EXAMINER: Sustained.

"MR. LAWRENCE: Would it be improper for me to ask Dr. Wagner
to supply another memorandum clarifying the intent of these
two?

"BEARING EXAMINER: Well, I can't pass on the impropriety or
propriety of it. It is not a part of this hearing.

"MR. LAWRENCE: Al]. right, then I have no more questions on
those.

"HEARING EXAMINER: Dr. Wagner, could you point out to me any
specific language which you would identify as having the effect
in the Montgomery County schools of removing the four named
courses or study materials, series of study materials, from
the curriculum?

"DR. WAGNER: Yes, sir, on page 2 of the September 8 memo-
randum, the last paragraph, 'Therefore, the present use of
any of these programs should be discontinued immediately and
not resumed until in-service programs for teachers have been
instituted.'



"BEARING EXAMINER: Have such in-service programs been
instituted in regard to any of the four groups of materials
identified in the August 9 memo?

"DR. WAGNER: During the past year, from February to June,
a group of people met to design the in-service course. It
has not yet been offered to any group of teachers in the
county. It has been in the developmental stage and is still
in that stage.

"HEARING EXAMINER: So that each of the four groups or series
of course materials is now still subject to the prohibitions?

"DR. WAGNER: That is correct.

"MR. LAWRENCE: Dr. Wagner, as far as you know, was there any
suggestion made to you, or that you knowilf, that perhaps the
information contained in this memorandum should have been
brought to the attention of the Parents Who Care group prior
to the issue of the official school response in October of
1972?

"MR. BOURBON: Objection.

"HEARING EXAMINER: I think he can answer the question, yes
or no, or he doesn't know.

"DR. WAGNER: Well, I really don't know. My recollection
of the October response was that it did indicate that these
programs were not in use. The specific language of it, I
don't recall, but I think in looking back on that response
to the Parents Who Care, it did indicate that these programs
were not to be used."

As indicated above, the October 10, 1972 school system response

to PARENTS WHO CARE did not indicate, or even suggest, that Taba

and the other social science series were to be removed from the

schools. Dr. Wagner's testimony is so full of holes that further

analysis is unnecessary, but it is a solid indicator that the

parents and taxpayers of Montgomery County are the victims of

the royal dodge, the cover-up, the brush-off, the grand deception,

or other suitable terms. Dr. Wagner's testimony definitely points

to the dire need for parental input into the selection process of
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educational materials. The Montgomery County school system

memos of August and September 1972 on the social studies in

conjunction with its October 10, 1972 reply to PARENTS WHO CARE

and the farcical testimony by Dr. Wagner constitute the "Watergate"

mentality at its best. This is truly a colossal dumb act.

-- ON TEE TECHNI(igE OF ROLE PLAYING, we heard Dr. Wagner, who

is the Associate Superintendent for Instructional and Pupil Ser-

vices for one of the largest public school systems in the United

Stateso testify as follows: (from Volume VII, pp. 1183-85)

"HEARING EXAMINER: Is that correct, that it fob° playinL7
is to your knowledge used in the Montgomery County schools
as a teaching device?

"DR. WAGNER: Well, it depends on how you define role playing,
I guess. Role playing is subject to a number of interpreta-
tions. If it means that a student imagines himself to be
President George Washington and is speaking to the troops
at Valley Forge, then he could be role playing. I don't
know the extent to which this kind of thing is done, but
I suspect it is rather natural that youngsters, as they
study various subject fields, would like to put themselves
in the position of some historical character or play the
role of some individual.
"I have no way of knowing the extent to which this is Cone
in the school system. I think it is a rather normal kind of
approach, certainly, in the elementary grades. I think there
is probably less of it at the secondary level where a
youngster puts himself into the role of some character and
attempts to play the part in conjunction with others of his
classmates.
"Kids do this pretty naturally outside of school where they
choose up sides and decide to play cops and robbers -- I will
be the cop, you be the robber. If you define that as role
playing, I would have to say that I feel that it is probably
done by most kids at some time or other, whether in the
school setting or not.

"MR. LAWRENCE: So your statement that role playing has been
in the schools for some time, and then your explanation that
pretending that you are George Washington is a form of role
playing, is that in your estimation a good example of the
kind of role playing that is being used in the Montgomery
County schools now? Would a teacher say, John, you pretend --
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aside from dramatics class or putting on a play or something,
are teachers likely to say to a student, today why don't you
pretend you are George Washington, you be Abraham Lincoln
and see what the two of you have to say to each other?

"DR. WAGNER: I think this type of thing might very well be
found in the classroom, not only hare but anywhere else in
the educational scene.

Perhaps this is really all Dr. Wagner knows about role playing,

but if he were to look at Role-Playinpi for Social Values*by Fannie R.

Shaftel and George Shaftel (subtitled Decision-Making in the Social

Studies), which was submitted as Petitioner's Exhibit No. 30, he would

find the following definitive discussions of role-playing as an

educational tool:

"There are numerous educational uses for role-playing
or sociodrama. These will be discussed later in this book.
But the one that looms high on the educational horizon today
is its use as practice in decision-making. Through role-
playing of typical conflict situations, children and young
people can be helped to articulate the ways in which they
tend to solve their problems. In the enactments, the conse-
quences (social and personal) of the choices they make be-
come more explicit. Analyses of these choices can lay bare
the values underlying each line of action. Young people can
thus learn that they act (make decisions) on the basis of the
values they hold, which may be consciously, but most often
are unconsciously, held. once aware of their own valuing,
they are in a position to modify their values." (p. 12)

"Role-playing is an inquiry process; it is practice in
decision making. The problem stories in this book are focused
on personal-social decisions which reflect the American
culture and the value choices which press upon children in
the process of growing up in our society today. Explored
through role-playing, under the guidance of skillful teachers,
it is hoped that such problem confrontations can help children
and youth develop the integrity that comes with value clari-
fication and the group responsibility that results from
sensitivity to the human consequences of the choices we make."
(p. 14)

* Published in 1967.
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From another source, Family Life and Sex Education 	 Esther

Schulz and Sally Williams (Harcourt, Bruce, and World), the follow-

ing definition of role-playing appears on page 259:

"The need to bring real-life situations and theoretical
knowledge together is of great concern to educators. In the
family life and sex education course, role playing serves as
one of the major means by which the gap may be diminished.
Role playing has been described as an unrehearsed involve-
ment, or spontaneous acting out, of social situations arising
from problems in the area of human relations. The technique
seeks to effect better interpersonal understanding by per-
mitting individuals to experiment with different roles, to
test new behavior patterns, and to establish new concepts.

"Role playing serves three major objectives: (1) It
helps the role players to gain insight and empathy into the
behavior of others; (2) it provides an opportunity for ex-
ploration and practice in a variety of problem solutions;
(3) it both interprets and imparts information about a par-
ticular issue or problem.

"One of the chief advantages of role playing is its
versatility. The method can be used with any age level and
in connection with virtually any controversial issue, although
it serves its greatest purpose in the field of human relations."

The book Roleplaying in Psychotherapy *by Raymond J. Corsinl

(Aldine Publishing Company), carries the following definition of

"group psychotherapy" in Its glossary (p. 199):

"A treatment method in which a number of patients meet
with a therapist for the purpose of achieving desired
personality changes. The roleplaying technique may be
used in group as well as in individual therapy."

In the Foreward to Roleplaying in Psychotherapy, Dr. Rudolf Dreikurs

states the following:

"Roleplaying is the most naturalistic of all the forms
of psychotherapy. In the safety and privacy of an office,
psychiatrists and psychologists can guide patients in more
competent ways of living, helping patients to see in action
how they behave. It is so easy for us to see what others do
to us; so difficult for us to see what we do to others. Role-
playing, which can also be used for diagnostic purposes by the

* Published in 1968.
** Published in 1966.
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therapist, is an unparalleled procedure for letting the patient
see himself in action, and helps him establish and assimilate
in concrete fashion the insights he gets in the interview.

"For many years I have championed the use of roleplaying
and have employed it in my own office practice, mostly to
supplement interviews, to help unfreeze patients from old,
useless, habitual patterns, and to give them experience in
new ways of acting. Properly used, roleplaying is a most
valuable adjunct for therapists of any persuasion."

On page xi, author Corsini has this to say in "A. Note on Termin-

ology":

"The term roleplaying has four connotations: 1. theatrical,
wherein players, following a script, simulate reality for the
purpose of entertainment; 2. sociological, or patterns of
behavior as distated by social norms; 3. dissimulative, or
deceptive behavior in which one tries to fool others by acting
in a manner contrary to real intentions, emotions, or motiv-
ations; and 4. educational, whereby people act out imaginary
situations for purposes directed to self-understanding,
improvement of skills, analyses of behavior, or to demonstrate
to others how one operates or how one should operate.

"When used in psychotherapy, roleplaying falls in the last
category. Essentially, it is a proceipye for 1. diagnosing and
understanding a person by watching hiMZout in a spontaneous
manner a near-veridical situation; 2. demonstrating to a person
or a group of persons how one should act; and 3. giving a per-
son a veridical experience through having him play himself in
various dramatic situations. This last aspect, a person role-
playing himself, is known as psychodrama -- a word which is
often used as the generic term for therapeutic rolaplaying."

Finally, from Roleplaying in Psychotherapy, this definition on

pages 10-11:

"Roleplaying is a natural method of learning and unlearning
various reactions to complex life problems. For this reason
roleplaying can be effective for solving certain kinds of
problems. It seems to have some logical inherent advantages
over other methods of psychotherapy since it simultaneously
attacks modes of thinking, feeling, and behavior -- the entire
province of psychotherapy."
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In Catalog of Human Relations Courses, published on May 1, 1973,

by the Department of Human Relations of the Montgomery County Public

Schools, the following entry appears on page 6:

"RULE-PLAYING (Instructional In-service)

DESCRIPTION

The program is designed to give the participants
immediate direct experience with role-playing.
The group is given a brief, simplified explanation
of what role-playing is and what some of its
potentialities are. Each participant is provided
the opportunity of participating in role-playing
and using video tape for immediate feedback.

OBJECTIVES

1. To introduce the participants to sociodrama or
role-playing as an educational tool

2. To help participants acquire skill in leading
role-playing sessions

3. To explore the many situations in which the use
of role-playing would be advantageous

4. To become acquainted with the available literature,
materials, and research on the topic

PARTICIPANTS

Any MCPS teacher, supervisor, or administrator"'

The PARENTS WHO CARE group believes that the technique of role

playing in our schools is a great deal more than Dr. Wagner's

"cops and robbers" and "George Washington at Valley Forge." Whether

Dr. Wagner and his cohorts will admit it or not, role playing is

rampant in the Montgomery County Public Schools and is being used

as a basic sensitivity training technique to alter values and

beliefs to those of the classroom teacher, whatever those values

and beliefs might be. Here again, either Dr. Wagner does not

know what is going on in the classroom or he is pulling the

colossal dumb act."
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Dr. Wagner's testimony was on July 26, 1973. Some thirteen and

a half months later -- on September 11, 1974 -- one of Dr. Wagner's

subordinates, Jimmy E. Nations, who was at the time Acting Director

of the Department of Curriculum snd Instruction, began to move toward

the truth with the following exchange:

From Volume VIII, pp. 79-61 -

"MR. BOURBON: Do you in connection with social studies pro-
grams use inquiry and role playing as teaching techniques?

"MR. NATIONS: Yes, sir. Those are two of the techniques that
are used in social studies. There are many other techniques
used in social studies, but the purpose of inquiry as a
technique in social studies rests in the fact that a student
is going to learn much better if he has asked the question
himself, if he is looking for answers to his questions, the
questions that have meaning to him. And so the inquiry tech-
nique is one where students define questions, organize Inform-
ation and try to answer the questions that fall within the
realm of the social studies. Weviously, teachers use various
techniques to guide the information gathering, to guide the
way that students deal with particular questions and problems
that they have defined.
"Role playing is another technique that is used in the element-
ary social studies program. It's used much more in elementary
social studies than it would be in the secondary social studies.

"NR. BOURBON: how is it used so far as you know, in the Mont-
gomery County School System?

"MR. NATIONS: Teachers use role playing as a means for getting
students involved with a particular social studies concept,
for having them display their understanding of the particular
materials, for having them act out the kinds of questions that
are being raised in the social sciences.
"Role playing has a very wide range of uses. It could be from
enacting a simple event, which might be an event from history,
to an event that occurred in the classroom, to one dealing with
social problems of one kind or another, and the latter kind of
role playing would more likely be used at the secondary level.

"MR BOURBON: Is role playing a procedure that varies sharply
or could vary widely depending upon which teacher is utilizing
this method?

"MR.. NATIONS: Yes, sir. It depends not only on the teacher,
it depends on the subject area in which role playing is being
used."
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-- ON THE SHOWING OF THE FILM "THE MERRY-GO-ROUND", we learned

from Nancy Walker, the Director of the Department of Educational

Media and Technology, that the Montop mery County Public Schools

system had suddenly established a procedure with regard to the

use of outside, unauthorized films: (from Volume VIII, pp. 36-34)

"MRS. LAWRENCE: When we were discussing the kinds of catalogs
that were available in the media center that teachers can
draw from, we found when we were pursuing the film The
Merry-Go-Round, that this film was borrowed from the Canadian
Embassy film library. Is there any way for a teacher who
wants to bring a film in from an embassy, must they -- what
is the procedure? Can the teacher go directly to the embassy
or is there some sort of procedure that he should go through?

"MRS. WALKER: In this particular case, we have established a
procedure that any film that is used in a school that is not
owned by the County must be previewed by the principal and
the teacher who is going to use it before it is used with
students.

"MRS. LAWRENCE: Now, when we first objected to the film
The Merry-Go-Round and asked for a reevaluation of the film,
this was not a policy. When did you establish that policy?

"MRS. WALKER: I would have to go back and check the time of
the policy. It is in our revision of the evaluation and
selection document.

"MRS. LAWRENCE: Could you give inc the date of that document?

"MRS. WALKER: In fact, it's just out of the print shop this
week."

This is a prime example of a face-saving clean-up operation by the

Montgomery County schools.

-- UN THE 413STION OF FIELD TRIP  MOVIES, Mrs. Walker's testimony

surfaced a floundering of the responsibility for determining appro-

priate education content:
	

(Volume VIII, pp. 41-44)

"MRS. LAWRENCE: If an English teacher would want to take his
class to a film that is rated X by the Board of Censors and
he wants to take his class to that film to show them the
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techniques of film making, would he have to have the approval
of his principal, or of the media center?

"MR. BOURBON: Objection to that.

*HEARING EXAMINER: Go ahead.

"MR. BOURBON: Can I state my ground?

"HEARING EXAMINER: Surely.

"MR. BOURBON: I am not sure how this relates to materials.
I think it relates to a whole different kind of an area of
inquiry, namely, what should be the function of a teacher
in connection with taking students to see outside films.

"HEARING EXAMINER: Well, I think that may be the argument
that is eventually made with regard to it. I think the
thrust of this question --

"MR. BOURBON: I don't even know whether it's relevant to what
we are inquiring about. I don't think there was ever any
original comment before the Board of Education that this was
occurring.

"HEARING EXAMINER: I think the thrust of the question, if I
read Mrs. Lawrence correctly, is to determine whether or not
the media center or the media evaluation division has control
over all media which are used in the schools. The answer is
probably apparent, but I think it's an appropriate question
anyhow to make a record, so I am going to allow the question.

"MRS. WALKER: I think this is -- you're referring to a field
trip --

"MRS. LAWRENCE: Right.

"MRS. WALKER: -- where a teacher might take students out.
There is a policy, and this is not in my area of control,
but I do know that the principal has to approve the field
trips.

"HEARING EXAMINER: I think the limitation of the question
was whether or not, or should have been at least, whether or
not that would fall within your area of approval.

"MRS. WALKER: No, it would not.

"MRS. LAWRENCE: And in the State Board Bylaw it does say that
the local system shall appoint a joint committee of educators
and representatives of the community which shall examine all,
all printed and audio-visual materials proposed to be used in
the schools.
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"So actually when you're on a school trip, you are actually
in school; this is part of your school day, is that not
correct?

"HEARING EXAMINER: Well, do you know the answer to that?

"MRS. WALKER: No, I don't know the answer to that.

"HEARING EXAMINER: I don't think this witness is, by reason
of her background, capable to comment.

"MRS. LAWRENCE: Actually, what I am getting at is if the
children are involved in an educational activity between
9 and 3, or whatever the hours are, in school and it's on
school time with school personnel directing them, they are
in school and I should think, and I am wondering -- this is
my question -- if that kind of thing, if the State Board
Bylaw covers this. If it does, then the local system would
have to appoint the committee to evaluate this film seen
on field trips.

"HEARING EXAMINER: Well, I think that's a matter of law, or
a matter of argument, Mrs. Lawrence, but not a matter to be
addressed to this witness as a question."

This matter is obviously another dodge that has fallen between the

chairs. Why is it that such field trips to see outside films are

not covered by the policy referred to by Mrs. Walker in Volume

VIII, pp. 33-34 relating to outside, unauthorized films brought

into the classrooms? If not covered in that policy, why are not

such outside materials subject to the approval of the Citizens

Advisory Committees required by Maryland State Board of Education

Bylaw 321:1?

-- ON THE LOTTERY, a film which PARENTS WHO CARE objected to

because it is designed to change attitudes and values of children

to tolerate violence and murder, we heard the usual buck-passing

technique from Mrs. Walker when we attempted to uncover who in the

school system has responsibility for the approval of the concept

of community murder, whether in the form of film, written word, or

classroom role-playing. The exchange between Mrs. Walker and Mrs.
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Lawrence follows: (Volume VIII, pp. 52-55)

"MRS. LAWRENCE: The film and the story The Lottery are a part
of our case, and we understood from Miss Grainey in the English
Department that the story The Lottery was approved for eleventh
grade. The story is included in an anthology which is used by
seventh and eighth grade. How could -- there seems to be a
controversy here. If a book or a story is approved for the
eleventh grade and it happens to be in an anthology in a lower
grade, is the teacher, or is it your policy to write a parti-
cular directive or memorandum when that book is approved that
this story is not to be used at a level lower than grade eleven?

"MRS. WALKER:. I think that would probably be true. There is
always the possibility again of requesting a reevaluation of
the anthology that includes that particular title, so that
the whole anthology could be removed.

"MRS. LAWRENCE: Would this be, generally speaking, would you
remove an anthology because of one story?

"MRS. WALKER: If the committee decided that the story was
inappropriate, had been ruled out and that is was, the
anthology was not appropriate for junior high school level,
yes, they would remove it, but it would be again the committee
decision that would determine that,

"MRS.,LAWRENCE: Now, if the film is evaluated for eleventh
graders, would it just be an unwritten understanding that the
story, or role playing of that particular story would be
also kept at the eleventh grade level. For instance, if a
teacher, an English teacher wanted the children to role play
The Lottery for film making and the children were in seventh
grade, but the story The Lottery was not to be handled until
the eleventh grade, how would you handle this, or what would
a parent do? What would your policy be on that?

"MRS. WALKER: Well, again as far as my jurisdiction is con-
cerned, it would -- now, for instance, with The Lottery, we
have limited the film to senior high school. We will not book
it for any school below senior high.
"As far as the use of that particular item in the junior high
school, again it would have to be requested as a reevaluation.
Now, my interest in it, or at least my jurisdiction in it has
to do with the film being limited to the senior high school.

"MRS. LAWRENCE: Now, when the parents find that their child
has, a several grade child, has role played in The Lottery in
the seventh grade, would she ask for an evaluation from your
media center, or would she go to the English Department for a
reevaluation of the role playing of The Lottery?



- 32 -

"MRS. WALKER: You mean the act of the role playing? Only if it
was, only if it was the book, the anthology that they wanted
to request reevaluation for would it come to the media center.
If there is a question about the teaching strategy involved
in the role playing, then that would go to the resource
teacher in the English department or to the principal of the
school.

"MRS. LAWRENCE: Are there any committees in the schools where
a parent could become involved in evaluation? For instance,
if I as a parent -- I have a child in the junior high school,
and I have two girls in high school. I disapprove of The
Lottery. I think that it causes children to suffer emotional
trauma when they view this. I would not want my daughter to
role play in junior high school stoning someone to death, and
I would not want her reaction to this video taped. Is there
a committee in my junior high school that I could ask to be
on to evaluate the English anthologies? Could I go to my
school and join the committee or ask to be put on a committee
to watchdog my English anthology books?

"MRS. WALKER: Not to my knowledge.

"MRS. LAWRENCE: I see.

"MRS. WALKER: I think there are no local committees of that
kind."

What is demonstrated here is that the administrative escapes are

numerous. When parents attempt to remove a harmful or objectionable

teaching strategy in one form, it can and does crop up in one or

more other forms. The bewildered parent finds himself chasing

bureaucrats in several departments, with the result being total

frustration.

-- ON INVASION OF PRIVACY, Dr. Jimmy Nations, then Acting Dir-

ector of the Department of Curriculum and instruction, doggedly

stuck to the "party line" that the school system was not guilty of

infractions with the following exchange: (from Volume VIII, pp. 70-72)

"MR. BOURBON: What is the connection between, or the relation-
ship, if any, between the social studies program and the Family
Life and Human Development Program as you see it in your
department?
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"MR. NATIONS: Focus area one, Family Life and Human Devel-
opment, is, as I said earlier, focused on interpersonal
relationships. The social studies program is one that is
focused on effective citizenship within the school, within
the classroom and within the family, and therefore there is
a connection between Family Life and Human Development and
social studies in the interpersonal relations area.

"MR. BOURBON: Could you expand upon this to any extant,
explain why you say this is so or how is it so?

"MR. NATIONS: Yes. The social sciences deal with the study
of man and man's relationships to each other, and therefore
the social studies program focuses on people, on the studies
of man and studies of man's relationships. And I use man
in the generic sense.

"BEARING EXAMINERz I am glad you said that, sir.

"NR. BOURBON: Has it been suggested to you that in your
consideration of these two programs, that at some point
an invasion of privacy occurs or an intrusion into the
sanctity of the family occurs or that the programs otherwise
intrude into areas that are reserved to family relationships
rather than matters that should be discussed in the school
system?

"MR. NATIoNS: Yes, we gat complaints of that nature.

"MR. BOURBON: And how have you answered those complaints?

"MR. NATIONS: Obviously, the school system has taken a
position against invasion of privacy of the students. The
study of homes and families does not per se constitute an
invasion of privacy. If you look at the curriculum mater-
ials, I think that you will find that there is a great deal
of effort to keep away from those areas that indeed violate
the privacy of families."

Mr. Nations' statement is consistent with the following quotes

from the October 10, 1972 official response to the PARENTS WHO

CARE June 6, 1972 presentation (Petitioner's Exhibit No. 1,

Tab 8, pp. 3 and 4):

"It is stated L116-5, PARENTS WHO CARg that the parents disapprove
of any children being toyed with emotionally or being placed
in a position where they must reveal information held only by
the student and members of his family. The Montgomery County
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school system joins in this disapproval and deplores any
action which may have occasioned an invasion of privacy
through the solicitation of information that should be
known only to the child or his family. Privacy must
never be intruded upon without permission or invitation,
and good taste alone would prohibit prying into the per-
sonal matters that are rightfully those of the child or
the family." (p. 3)

"Great caution is exercised in this school system in the
designing of research instruments and curriculum materials
to avoid any statement or questions that might be construed
as an invasion of privacy. The charges that programs intended
to invade the privacy of the student and his family are being
promoted throughout the school system are denied." (p. 4)

The PARENTS WHO CARE group strongly refutes this denial and

contends that the Focus Area One:. Interpersonal Relationships

curriculum used in the Montgomery County public schools is

designed to, and does in fact invade the privacy of the student

and his family. This contention is evidenced by the use in the

classrooms of the following questions which are taken from

Bulletin No. 233 - Life Science and Human Development, K-6

(Petitioner's Exhibit No. 6):

- Discuss family size, pointing out advantages of both
large and small families.

- Role play the family at dinner.

- Role play an increase in conflicts with parents.

- Role play other meaningful family situations.

- Have children keep records of their activities; note
those children who seem to be overburdened with respon-
sibilities.

- have children write paragraph about being afraid; encourage
them to verbalize their fears due to dark places, being
hurt, dreams or nightmares, personal loss, experience with
death, punishment, and the unknown.

- have children observe their family for a week; have them jot
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down notes on the way love was shown.

- Have children write examples of times when they felt angry,
afraid, shy.

- Have role playing situations based on these experiences.

SAMPLE 4UESTIONS PUT TO STUDENTS:

- What kind of things make you angry?

- What do you like to do when you are alone?

- Should you expect to be paid for chores done at home?

- Whom does your family entertain at your house?

- How do you cooperate with your family?

- What happens when and if you refuse to cooperate?

- Do you think you are being treated fairly?

- Do you think you would like to live and work alone?

- What do you expect of your father and mother?

- Under what circumstances have you felt unloved, unwanted,
lonely, shy, or fearful?

The Montgomery County school officials are saying one thing and

doing another. The school system is in clear violation of Maryland

State Board of Education Bylaw 321t1, section Focus Area Una:

Interpersonal Relationships, which states in part:

"Discussions shall encourage respect for personal relation-
ships within the pupil's family, and shall not invade the
privacy of the family."

Focus Area One curriculum is compulsory. No child in public

schools in the State of Maryland may be excused from these discussions

and classroom activities, which in accordance with Bylaw 321:1 are

interspersed throughout the curriculum from kindergarten through

the 12th grade. Under the Interpersonal Relationship instruction,



children must be subjected to all types of probes into their

psyches and family situations. The Interpersonal Relationships

curriculum emphasizes negative attitudes; it dwells on fears,

death, sorrows, anxieties, and other personal feelings and the

inter-relationships of these factors with parents and the home

situation. The student -- particularly the younger child --

has a weak defense against such techniques and can easily be

induced to yield to classroom pressure or forced to work his

imagination overtime for the sake of satisfying the teacher's

demands. The child is coerced into situations of self-incrim-

ination, public self-criticism, and the reZelation of personal

and private matters which should properly involve only himself

and the members of his family. The PARENTS WHO CARE group

considers the Focus Area One curriculum as employed in the Mont-

gomery County schools to be in violation of our Constitutionally

defined rights as protected by the "due process clause" of the

14th Amendment.

-- ON STUDENTS' PERSONAL EXPERIENCES, Mr. Nations seemed to

be unearthing all kinds of safeguards which would make it virtually

impossible for the Montgomery County public schools to be in viol-

ation of State Board Bylaws against invasion of privacy in the

following exchange with the school system attorney: (Volume VIII,

pp. 87-89)

”MR. BOURBON: What is the purpose of having students write
about their own personal experiences in connection with either
of the curriculum that you have already testified about?

"MR. NATIONS: The purpose of a writing program is obviously
to develop effectiveness in communication, so as to teach



correct form in written communication. And students write
best about those things that they know best and the things
that they are most interested in. And so very frequently
students will write about things that are of interest to
them, experiences they have had, those kinds of things,
because the subject matter is something that they know very
easily and they can focus on the form and effectiveness of
their communication. We do very carefully caution teachers
not to get into areas of privacy, but we do in fact use
things that students are interested in, things that they
know best, for vehicles for various kinds of learning.

"MR, BOURBONt Can it occur the* a student would discuss
in his writing something that is private without being
specifically or even impliedly asked to get into those
areas?

"MR. NATIONS: Yes, that could occur. A student might write
about something that is private, and again teachers have
been cautioned that first of all in dealing with something
that is of a personal nature, you know, that is of personal
interest or personal experience, that they must be careful
not to elicit anything that is private information. And
if a student reveals something that the teacher feels is
private information, the teacher is cautioned that that
material should should go back to the student.

"MR. BOURBON: What is the way that the system monitors that
situation, to insure that to the best extent possible
teachers are following those kinds of instructions?

"MR. NATIONS: The monitoring system is through the principal
in the school as well as through these teacher specialists
at the elementary level who are housed in the administrative
offices. I referred earlier to teacher specialists in
elementary social studies, but there are also teacher spec-
ialists in English Language Arts who work in our department.
Then at the secondary level there Is a slightly different
organization in that at the secondary level we have resource
teachers who work with the principals, and the resource
teachers are teachers who are assigned to a secondary school.
They are teachers in that school, but they have some relief
time to act as resource teachers to work with other teachers,
to do observations, to give them guidance in carrying out the
program.

"MR. BOURBON: Is it fair to say that there is another form of
monitoring and that is the interest and complaints, if you
will, of parents who have matters brought to their attention,
which they in turn bring to the school's attention?
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"MR. NATIONS: Yes, sir, that is another form of monitoring.

"MR. BOURBON: All right. And the system's reaction, the
school system's reaction to those kinds of monitoring is
what?

"MR. NATIONS: At any time that we have a complaint, the
first thing that we do is we initiate an investigation to
see what indeed occurred in the situation and to see
whether or not the teacher has violated any of the guide-
lines and see how that situation was handled."

According to Mr. Nations, the school system is pulling out all

stops and straining to guarantee against the invasion of privacy

of the student and his family. This is an incredible kind of

struggle when the curriculum matter and teaching techniques

themselves throw the teachers headlong into the private and

personal matters of the students. Who asked the school system

to get-into this kind of struggle? Why should the tax funds of

the citizens of Maryland be used to finance one-upmanship between

parents and teachers on a basic Constitutional issue?

-- ON THE SPECIFIC CHARGES RAISED BY PARENTS WHO CARE, the

school system attorney, Mr. Bourbon, put Mr. Nations through the

"boilerplate" paces, as follows: (Volume VIII, pp. 95-97)

"MR. BOURBON:. Dr. Nations, objection has been made by the
Petitioners here that impermissible subjects have been
brought into other unrelated areas of social science and
other programs that are basically family life and human
development items, but are brought into other parts of
the school curriculum, have you had objection on that
score from citizens groups or from citizens individually?

"MR. NATIONS: There have been instances where specific
things that were done in certain courses were objected to
by citizens who felt that those were inappropriate to that
particular program.

"MR. BOURBON: And were these matters investigated according
to your procedures?
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"MR. NATIONS: Yes, sir.

"MR. BOURBON: And what was the result of these investigations
as you recall them?

"MR. NATIONS: When the Parents Who Care made their present-
ation before the Board of Education, they made forty-one
specific charges. Each of those incidents was investigated
by the school system. In seven of those instances, we found
that inappropriate action had been taken by the teacher. In
most cases it was a decision that was not outside the Bylaw
per se, but a decision that we felt was an unwise decision on
the part of the teacher. The principal and the teacher were
informed and as a matter of fact, in six of these instances
the principal was already aware of the incident and had
conferred with the teacher and told him that he felt it was
an unwise decision and given them the direction as to what to
do next, you know, not to use that particular thing again.

"MR. BOURBON: All right. How about the other thirty-four
incidents, what was the result of the investigation in
connection with those incidents, if you recall?

"MR. NATIONS:: With those thirty-four incidents, there were
some that were of such a general nature that we could not
indeed determine that the incident had ever occurred. If
the charge said, for example, that at a given school a
teacher had said such and such, we want to the school and
we interviewed the principal and we interviewed the teachers
to find out if such an incident had occurred, but there were
several of those that we could never trace down because the
charges were of such a general nature.
"In many of the cases, we found that there were allegations
that were inaccurate and as a matter of fact there were
some of them that were juxtaposed in the charges so that
they appeared to be related together, but they really were
not related in fact."

This self-serving response is comparable to the man who wrote his

autobiography, read it, and agreed with every word in it. And

after he had finished reading the book, he looked into the mirror

and liked what he saw. In similar fashion has the Montgomery County

school system "Investigated" itself and come up with a self-imposed

clean bill of health.
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The numerous specific infractions of the Maryland State

Board Bylaws were cited by Parents Who Care as examples of

objectionable practices and to point out that the Montgomery

County school system administrators were unable to regulate and

control the use of materials and the teaching practices in

classrooms throughout the County. Our specific charges ranged

from an unauthorized discussion of oral sex acts at the junior

high school level to invasion of privacy questionnaires to

cruelty through the use of the sociogram. That the Montgomery

County school officials would claim that they could not

"substantiate" the bulk of our charges was not unexpected.

We had hoped that more light could have been shed on the specific

charges during these hearings, but were informed by the Hearing

Examiner that we did not have the right to tubpeona teachers and

other school staff. Thus, until such time as Parents Who Care

might return to court with the power to subpeona, it is simply

the word of the Montgomery County school system against ours.

One thing is clear: the Parents Who Care group did not manu-

facture the many specific allegations against the school system;

we maintain that they took place essentially as we reported them.

-- ON THE CONCENTRATION IN THE CLASSROOM ON NEGATIVE EMOTIONS,

we heard a most unsatisfactory response from Mr. Nations, as

follows: (Volume VIII, pp. 112-117)

"MRS. LAWRENCE: We have found in studying curriculum that when
we, the children -- when you were discussing the affective
domain, which is the child's attitude, opinion and feeling,
that in your curriculum K-6 you are asking the child's
feelings many times, and in the group situation the children
are exposed to the feelings of the other children because
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of the elementary work done through role playing or orally
and I wondered in this curriculum 2,747 you seem to empha-
size negative emotions of the child.
"For instance, in Grade two in the Human Development and Life
Science curriculum, in grade two they have each child write
a short paragraph about a time when he was afraid: discuss the
various fear producing situations, fear due to dark places,
unexpected noises, being hurt, bullied, dreams or nightmares,
imaginary things, personal loss of a friend or a pet, exper-
ience with death, real or potential situations. Encourage
the children to talk about situations with adults which
frighten them.
"Then moving into grade three, we find that the children
are asked to discuss their families in situations where
anger was shown.
"When we go on through your book in grade five, the children
are to make a report or role play breaking of gang allegiance,
increasing conflicts with parents, opposite sex and pears,
have children write examples of times when they felt angry,
afraid and shy; show how another individual may have responded
differently in a similar situation.
"Moving into grade -- well, we're in grade five now: discuss
the effects of worry, fear and anxiety; discuss suitable means
of dealing with angers and worries.
"What I am asking you is, why you have placed so much emphasis
on negative, unhappy emotions, fears, angers, and worries?
"I don't see in the curriculum where you ask the child to
express his joy, his happiness, or his optimistic -- any of the
highs of his life. Why do you stress these negative emotions?

"MR. NATIONS: I think that if you look carefully you would
find many examples of the very positive kind of things.
Students are asked at various places about the things that
make them happy, what are their favorite kinds of things,
you know, in one way or another. I don't think there is an
over balance of negative, or dealing with negative attitudes.

"MRS. LAWRENCE: Could you show me those places?

"MR. NATIONS: I would have to take the time to go through the
curriculum documents to do it.

"MRS. LAWRENCE: Right.

"MR. NATIONS: To do that.

"MRS. LAWRENCE: We just haven't been able to do that, and this
is one of our major concerns, that the curriculum is dwelling,
or it's forcing the child to dwell in this negative, highly
depressing atmosphere, and that through this constant concen-
tration on the negative feelings of anxiety, worry and fear
and death in their family, that the child is assuming the
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fears and sadness of the classmates in addition to an over-
emphasis on his own. And we find the children, that our
children are suffering emotional trauma again from this
kind of over-emphasis, how could we, in your in-service
training are your teachers made aware of this? How would
they be able to identify a child who is taking very much
to heart the death of her friend's or an experience of her
friend's or a worry or a fear?

"MR. NATIONS: Teachers, in their undergraduate training,
of course, are taught to deal with, to recognize when
youngsters are having some kind of difficulty, you know,
in whatever area, and obviously in in-service courses we
talk a great deal about sensitivity to children, being aware
of the ways they are responding to various kinds of situations.
So teachers are taught, you know, these kinds of things in
in-service courses.

"MRS. LAWRENCE: Could you tell me what educational value there
is in having a child describe a death of a member of his
family to a class?

"MR. NATIONS: It depends entirely on the particular course
that you are working in, or what has gone before it and, you
know, whether or not this would be a good experience for the
youngster.

"MRS. LAWRENCE: This is in grade two.

"MR. NATIONS: Yes. That is, I take it listed in the
curriculum --

"MRS. LAWRENCE: Right.

'MR. NATIONS: -- as an area. And I think when you talk about
youngsters' attitudes, that there is a place for looking at
the things that frighten one, because it sometimes makes it
easier if you understand that another person might be frightened
or sometimes it makes it easier to know that other people have
those same kinds of feelings."

Parents Who Care can find no evaluation which would justify the

use of these depressing techniques and discussions in the classroom.

We contend that such preoccupation with negative feelings and

emotions is psychologically damaging to our children.
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-- ON THE DEFINITION OF PRIVACY, Mr. Nations employs the

semantic dodge and engages in some masterful bureaucratic

double-talk: (Volume VIII, pp. 117-122)

"MRS. LAWRENCE: In the life science curriculum for grade
three, the children are asked to jot down ways that conflict
or anger was shown in their family. We have said that this is
an invasion of our family privacy. Could you define for me
your definition of family privacy, and if you think a child
is invading the privacy of the family by explaining to the
class or jotting ways anger and conflict are shown in their
home?

"MR. NATIONS: When you ask for my definition of it, I assume
you mean the school system?

"MRS. LAWRENCE: As Director of Curriculum, right.

"MR. NATIONS: The definition that was given in the response
to the Parents Who Care draws a distinction between that
which is personal and that which is private, and the distinction
that is made in that response is that, is whether or not a
student is asked to respond in a way that he feels is invading
his own privacy. So that there is a line drawn between privacy
and personal response. The major element that brings in the
distinction is whether or not the student feels that that is
something that should be kept within his family.
"Now, obviously, teachers do the same kind of thing. Teachers
make decisions about what is appropriate and what is inappro-
priate to talk about that comes out of the family setting, and
they are trained to phrase their questions such that they don't
get into private areas.

"HEARING EXAMINER: Mrs. Lawrence, may I ask a question here?
Doctor, how do you determine -- by you, I don't mean you
personally	 how do you determine what a first grade or se-
cond grade or third grade student considers to be private?

"MR. NATIONS: I think first of all, you would have to look
at the guide lines that are given in curriculum documents,
and if it's included in the curriculum document it has been
given approval by the Board of Education, and therefore we would
say is not, you know, privacy per se. I think teachers have to
be sensitive to the, what should remain within the family, and
therefore the kinds of questions and the way they are phrased is
again a reflection of what is considered private and what is
considered a personal kind of response.

"HEARING EXAMINER: Well, how do you determine, though,
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beforehand what guidelines do you use to determine before-
hand what questions fall into the area of invasion of
privacy and what questions do not? And I am asking this
in light of what I believe you stated on your direct testi-
mony that you are sensitive in curriculum formation to
invasion, or potential invasion of privacy.

"MR. NATIONS: We do not have any guide lines per se that say
this is a private area and this is a personal area. I
suppose the most accurate thing Is to say that the reflections
of what is considered private, or what is considered a per-
sonal response are those reflections that are, would be seen
through the curriculum documents themselves and the kinds
of instructional practices that have been approved by the
Board of Education.

"HEARING EXAMINER: Now, your statement previously was that
you consider what the child, the student in answering would
consider to be private. Do you give any consideration to
what the student's parents or other members of the student's
family might consider to be private?

"MR. NATIONS: Yes, very definitely.
"HEARING EXAMINER: Well, how is that given consideration?

"MR. NATIONS: Through the regular processes of curriculum
review. Particularly in a sensitive area, we will have
citizen groups that advise us as to what should be included
and what should not be included, so there is that kind of
additional guide line built in.

"HEARING EXAMINER: Now, in addition to the curriculum guide
lines as to those specific questions which are part of the
curriculum, are there any guide lines for the teachers in
their, in the conduct of their classes to eliminate as far
as possible potential invasions of individual and family
privacy?

"MR. NATIONS:_ There have been many kinds of communications
to teachers about this, you know, through in-service, for
example; through newsletters that deal with instructional
matters, through memoranda that have come out from the
instructional office.
"Through those kinds of things teachers are told that they
should look at what might possibly constitute an invasion of
privacy and that they should be very sensitive to not invad-
ing the privacy of students.

"MRS. LAWRENCE: Would it be possible for parents to be able to
read any of the cautions that the teachers have in their
in-service training?
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"MR. NATIONS: The kinds of cautions that you are talking
about are mostly verbal in an in-service training session;
you know, teachers are taught in a class kind of setting,
although there have been other materials that have cautioned
teachers against invasion of privacy."

On the basis of Mr. Nations' testimony, PARENTS WHO CARE must

conclude that there is very little evidence indeed that teachers

in the Montgomery County school system have been adequately trained

in the area of invasion of privacy. The apparent absence of written

guidelines Is basic to our claim that the classroom teachers are

continuously violating the privacy of both the student and the

home, despite the official denial of the school system leaders.

We would contend that Mr. Nations does not know what goes on in

the various classrooms and that he is mouthing a denial in the

absence of the facts.

-- ON FEARS AND CONFLICTS_IN_T IRE ROMS,b____, Mr. Nations outlines

below how the school system involves itself in the personal and

emotional affairs of the family: (Volume VIII, pp. 122-125)

"MRS. LAWRENCE: When you ask the children these questions about
the conflicts in their home and their fears and in grade two the
teacher is to particularly pay attention to those children who
might be overburdened by work, if you should find through this
questioning that a child is overburdened or if he is suffering
from punishment -- for instance, they ask the children to
discuss punishment and fear from an adult. If you find that
a child is afraid of an adult in his home, perhaps an older
brother or an aunt or an uncle, do you take some sort of
remedial route? Do you try to help this child?

"MR. NATIONS: If I'm not mistaken, the context of that
particular exercise says to the teacher to first of all
try to determine whether or not the child is overburdened
or whether he perceives that he is overburdened.

"MRS. LAWRENCE: Right, that's right.

"MR. NATIONS: And then the next step would be how you move.
I would think that the most logical thing is if a child feels
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that he is overburdened or if there Is somebody that he is
expressing fear of, the first step would be a conference
with the parents.

"MRS. LAWRENCE: A conference with the parents?

"MR. NATIONS: To let them know that this is what's happening
with your child, because teachers are concerned that children
indeed feel more comfortable.

"MRS. LAWRENCE: Would the teacher, the classroom teacher who
extracted this information from the child be the person to go
to the parent, or would the principal do this, or perhaps a
guidance counselor? Does the teacher share this Information
with anyone else on staff, perhaps a pupil service worker,
or does the teacher make the decision himself to go to the
parents?

"MR. NATIONS: I would think it would depend pretty much
on the severity of the case and the kind of communication that
teachers, that the teacher has already had with the parents.
If it's a case where the teacher and the parents have already
been conferencing about the child, the normal thing would be
that the teacher would call the parents and say, you know,
I have some fear that I need to discuss with you. If it's
a situation where the teacher has been unable to reach the
parents, or the parent has refused to come in for a confer-
ence, then it might be that it would be referred to the
pupil service worker.

"MRS. LA1RENCE: It would be. In other areas of the curri-
culum, you are extracting other personal information: what do
you expect of your father and your mother? Can you think
how you might expect them to act differently at different
times? Give some examples. Under what circumstances have
you felt unloved, unwanted, lonely, scared or fearful?

"MR. NATIONS: With most teachers, I think they would be able
to tell simply by the way children describe events and the
kind of detail that they use. Teachers pretty much under-
stand that what they get from children, is what the children
tell them, and it may or may not be fantasized, it may or
may not be real.

"MRS. LAWRENCE: How much of a child's time in elementary
school is spent on interpersonal relationships either through
role playing -- just generally speaking -- through role play-
ing or through group discussion?

"MR. NATIONS: Do you mean -- if you are talking about those
lessons that focus on interpersonal relationships --

"MRS. 140RENCE: Right.
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"MR. NATIONS: -... per se, I would say that the amount of time
is fairly small. Ten per cent of the time I would offer as
an estimate."

The PARENTS WHO CARE group considers 10 percent of a student's

day a significant amount of time to be devoted to a compulsory

inquisition into these areas.

-- ON THE BLINDFOLD WALK AND NON-VERBAL COMMUNICATION, Mr.

Nations responded as follows: (Volume VIII, pp. 135-137)

"MRS. LAWRENCE: In the family development, Human Develop-
ment in the Family, Bulletin 245, you have a game, the
blindfold walk, that the children play where the children
are blindfolded in high schools. Usually this is played in
the first week of school where the children are led through
the building, up and down the stairs, inside and outside of
the building. This we understand is to teach the child to
trust his friends. This is very time consuming and most
disruptive. Would you explain to us the educational value
of the blindfold walk?

"MR. NATIONS: It is within the context of the unit on
Relationships With Other People, and it is to teach the
concept of trust, to feel what it's like to be completely
dependent on somebody else to guide you. And it's again
another way of dealing with that concept.
"Hopefully teachers would present the concept in a variety
of ways -- through discussion, through reading examples, and
those kinds of things.

"MRS. LAWRENCE: In the elementary schools now the children
in the early days of the year learn about the techniques of
non-verbal communication. For instance, the teacher kicks
the desk to show that he's angry or he bangs his fist on the
table, and this is to express the feeling of anger non-verbally.
Most of the children in the classrooms In the Montgomery
County School System can speak. Why would they, why would
their class time be taken up by teaching them non-verbal
communication? They're not mutes.

"NR. NATIONS: I don't know of a curriculum that focuses in on
non-verbal communication, but we all communicate in a lot
of different ways. We communicate verbally and non-verbally,
and if you are studying communications and the ways that
people communicate, it would be appropriate to look at the
various ways that people communicate, non-verbal as well as
the verbal ways of communication. But again, that would be
within the context of a specific study of communications and
how people communicate.
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"MRS. LAWRENCE: Would you say that these techniques of
non-verbal communication, the blindfold walk, and the role
playing, would you categorize these as therapeutic techniques?

"MR. NATIONS: No, I would not.

"MRS. LAWRENCE: Do you feel that these techniques make a child
more sensitive and more easily to become controlled by his
teacher?

"MR. NATIONS: I would not equate being more sensitive and
being more easily controlled as synonomous."

The blindfold walk and other forms of non-verbal communications

are standard humanistic education/group encounter techniques.

In a chapter entitled "Humanistic Education Techniques," Harold C.

Lyon, in his book LtailpIrILI9.. Feel - Feeling to Learn,(Charles E.

Merrill Co., 1971), categorized the blind walk among a number of

"Humanistic games" and described it as follows:

"The purpose of this exercise is to make the student depend
on his senses other than sight for receiving the world, and
to let him experience dependence on another. One student
closes his eyes and another takes him on a walk outdoors.
No talking is allowed so that they must develop some communi-
cation system other than speech. The leader takes his
partner around on interesting side trips to explore objects
non-visually and to experience different sensations, like
running, feeling water, mud, grass, trees, rolling, swinging
on swings, going down a seesaw." 	 (pp. 159-160)

Mr. Lyon, incidentally, published his book under his title

Director of Education for the Gifted and Talented, U.S. Office of

Education.

And in another source, the following paragraph is from the

book Models of Teaching by Bruce Joyce and Marsha Weil (Prentice-

Hall, 1972):

"In a recent project on Humanistic Education, George Brown of
the University of California and Esalen Institute examined
affective approaches to education and analyzed their potential
for integration into the conventional curriculum. In addition
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to inventorying suitable awareness experiences and encounter
group techniques, Brown and his staff trained five elementary
and secondary school teachers and assisted them in developing
and trying out lessons and units based on these techniques.
The project report is replete with their annotated accounts
of classroom experiences spanning all subjects, grade levels,
and special learning situations. We can illustrate only a
few of these accounts here." (p. 257)

There followed at this point a three-page description of the

"blind walk." (pp. 258-261)

It is patently absurd for Mr. Nations and the other ranking

officials of the Montgomery County school system to deny that

sensitivity training techniques are being used in the classrooms

to manipulate the students.

-- ON THE SOCIAL STUDIES MAN: A COURSE OF STUDY (MACOS), we

heard Mr. Nations put up a feeble defense of the objectionable

curricula: (Volume VIII, pp. 145-150)

"MRS. LAWRENCE: When we talked about the contents of Mont
A Course of Study, could you briefly give us the concepts in
Man:. A Course of Study?

"MR. NATIONS: The Man: A Course of Study is organized around
questions rather than concepts per se. The questions are what
makes man human and how can we become more human? It focuses
on the human qualities of man.

"MRS. LAWRENCE: We have studied Man: A Course of Study and
they deal with infanticide and senilicide. This is the killing
of the babies and letting the old grandmother float away on the
ice because she has outlived her usefulness, and children do
role play this situation and a member of their family who has
a terminal disease. What should we do, how would we handle this
in our home and this brings out a discussion on euthanasia,
infanticide and senilicideT What is the concept that you as
a director of instruction feel that the child should gain, or
what concept does Man: A Course of Study leave a child with all
those issues, infanticide and senilicide?

"MR.  NATIONS: My understanding is that the reference to putting
the old grandmother out on the ice to float away is in one of
the pieces of resource material. It is not a major part of the
curriculum, and I have known of places where is was role played



or discussed in that way. But a concept in in Man: A Course
of Study is how people are, treat each other, and what is
acceptable and what isn't acceptable. And as they look in
Man: A Course of Study at the Netsilik Eskimo, this was not
a practice of the Netsiliks to leave the old people behind.
However, there was a fable in their literature about a time
when a grandmother was left behind, and the point is to look
at how we take care of older people in our own culture and
how this is really in our viewpoint a very inhumane practice
and that we have other and, as we think, better ways of
taking care of old people in our culture.

"MRS. LAWRENCE: Previously, in your testimony we were dis-
cussing balance. What do you have in your curriculum, what
social studies curriculum do you have that would balance the
severe culture of the Eskimos so that the child would be
reinforced with his own culture? For instance, what social
studies courses do you have that would instill in the child
his own American heritage and attitude toward senilicide and
infanticide?

"MR. NATIONS: In the elementary social studies program, as
I said earlier, we studied the school, the home, the community,
those kinds of basic things. In addition, Man: A Course of
Study constantly refers to the necessity for making compari-
sons and contrasts between the materials presented in that
curriculum and our own culture.
"If you look at the directions to teachers, there is always
that direction of -- you look at the way the Netsiliks did it
and how do we do it in our culture, so there is always that
comparison and contrast built throughout the curriculum.

"MRS. LAWRENCE: Do you have films or textbooks that the child
would be exposed to to reinforce this? You are leaving it
really only to the teacher who is teaching Man: A Course of
Study to do this, but would there be films to balance this so
that it would be given in a more vivid way to the student?
For instance, would you ha y another particular series and could
you name that series?'

"MR. NATIONS: We don't have a particular series, but teachers
are much more accustomed to teaching American geography and
history and most of the teachers who would be teaching Man: A
Course of Study have had experience in teaching American
geography and history where we have a variety of printed mater-
ials and a variety of films available for teachers to use.

"MRS. LAWRENCE: What American history has a child up to the
fifth grade been exposed to?

"MR. NATIONS:. Up to the fifth grade?
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"MRS. .LAWRENCE: Yes.

"MR. NATIONS: It depends on the depth of the history that has
been used in studying communities and the depth of history
that has been used in studying various other regions. Often
by that time students will have studied the history of Mary-
land and the comparison between Maryland and the United States.
Most of the U.S. history is handled at the fifth grade level.

"MRS. LAWRENCE: In going back to death, the children are asked
to in the second grade, as I said, discuss the death of a
member of their family, and then in Man: A Course of Study
they're getting death through the Eskimo culture. In the
seventh grade we've entered a book called Voices, which is
an anthology of death, stories about violent death. We have
the game Who Shall Survive where the children will decide
which people will survive in a stress situation and which ones
will be murdered. Is there any time in the curriculum where
the Children are told positively the attitude of the American,
of its American culture about dealing with death and murder?
This Is what I'm coming to.
"For instance, in the value decision, the child himself is to
decide which people are to be murdered. In the book Voices it
deals only with violent death. Where in our textbooks does
the child have presented to him the American traditional
attitude toward murder, senilicide, Infanticide and euthanasia?

"MR. NATIONS: I think you would find that much more predominant
in the books that are available than the two specific examples.

"MRS. LAWRENCE: Could you name the books?

"MR. NATIONS: I am sorry, _I don't know the books well enough
per se to say, you know, on page such and such of this one and
that one and the other."

It is a significant and sad commentary that the Acting Director of

Curriculum of one of the largest school systems in the United States

is unable to respond to the question as to whether the educational

materials in the system contain the American attitudes legal or

otherwise, toward such concepts as murder, senilicide, infanticide

and euthanasia, particularly in view of the fact that PARENTS WHO

CARE had attacked the presentation of these concepts as seen in the

eyes of another culture. What is even more tragic is that these
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concepts are being presented to 5th graders, that Is, 10 year-olds,

for the first time in their lives and are thus having a profound

influence on the formulation of their values systems -- without

the knowledge and reinforcement of their own culture,

-- ON SEX DEVIATION, Mr. Nations admits that the Montgomery

County public schools are in violation of Maryland State Department

of Education By-Law 321:1: (Volume VIII, pp. 183-186)

"MRS. LAWRENCE: Do you have a curriculum on sex deviation as
such? I know that the State Board Bylaw has included it and it
can be taught. Have you developed a sex deviation curriculum?

"MR. NATIONS: No, we have not.

"MRS. LAWRENCE: You have not. Have you given your teachers
permission to answer questions on sex deviation?

"MR. NATIONS: We have a set of guide lines for teachers on
answering questions which students raise, and the guide lines
state essentially that If a student raises a question in a
sex education program, that the teacher gives minimal infor-
mation and refers the student to somebody else who can really
talk to them about that particular problem. Most frequently
they are told to raise the discussion with their parents or
with a counselor or those kind of people.

"MRS. LAWRENCE: In our charges against the school system
there were 41 allegations. We brought up the fact that a
health instructor had discussed oral genital sex with her
students, and she did not -- and this is part of my testimony --
she did not explain to the students that in the State of Maryland
oral genital sex is a misdemeanor and anal sex is a felony.
Do you instruct your teachers now since this has happened to
make the students aware of the legal problems involved in sex
deviation?

"MR. BOURBON: I object to the form of the question for this
purpose. I don't know whether it's been -- and I submit it
has not been established that this has happened. I think
it's an unfair way to phrase the question. If his answer is
based upon the assumption that it has in fact happened that a
teacher has so instructed the students, that's one thing. But
I don't think it's been established, and I would object, as I
said, to the form.

"MRS. LAWRENCE: All right, I could rephrase my question.
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"HEARING EXAMINER: Will you ask the question without the
preamble?

"MRS. LAWRENCE: Right. Yes, I will. If a student should ask
an instructor about sex deviation, would the teacher be com-
pelled in her short answer or his short answer to explain to
the students the lams in our State and through -- well, in our
State about a sex deviation practice?

"MR. NATIONS: There is no guide line which compels teachers
to, in answering a question, tell what the laws are in relation
to it.

"MRS. LAWRENCE: When the State Board Bylaw lists the contra-
ception -- let's see, we're into Focus area three. There is
a list here: Maturation, the Reproductive Process, Sex
Deviation, Contraception, Premarital Intercourse, Marriage ani
Family Responsibilities, Family Planning and Venereal Disease.
Does this mean necessarily that we, the public schools in all
counties are mandated to present those programs?

"MR. NATIONS: The interpretation that our Board of Education
has given to the State Standards and Procedures is that they
are indeed mandated.

"MRS. LAWRENCE: And are you developing a sex deviation pro-
gram now?

"MR. NATIONS: No, we are not.

"MRS. LAWRENCE: Why not, if it has been mandated to be pre-
sented? Are you denying children information?

"MR. NATIONS: in the curriculum development to comply with
the State Standards and Procedures, we have worked very closely
with the Citizens Advisory Committee, and it was at their urging
that we develop a unit on contraception and it is their recomm-
endation to us, and that recommendation has been accepted by the
Board of Education, that we not deal with sex deviations at this
time in the curriculum.

"MRS. LAWRENCE: And would you consider yourself in violation of
the State Bylaw?

"MR. NATIONS: If one considers that a mandate from the State,
yes."

If, in fact, the failure of Montgomery County to teach sex deviations

is a violation of the Maryland State Bylaw 321:1, it is certainly an

infraction with which PARENTS WHO CARE is in complete agreement.



Sex deviations include such practices as sadism, masochism,

lesbianism, homosexuality, incest, oral and anal sodomy, bestial-

ity (human/animal sex acts), group sex, and communal sexual

relationships, plus a great variety of fetishes. This is an area

the public schools should stay well away from. On the whole question of

"mandate," it is interesting to note that a good number of Maryland

counties have not as yet implemented any of the Family IlLfe and Human

Development curricula called for under the Maryland State Bylaw

321:1 -- and we fail to see that any legal action has been taken

against these counties (e.g., Garrett, Calvert, Somerset, Talbot,

Wicomico, Worcester) for non-compliance. By the same reasoning,

PARENTS WHO CARE believes that the entire Family Life and Human

Development curriculum could be dropped from Montgomery County

Public Schools without any legal hassle. PARENTS WHO CARE maamtains

that there is no "mandate" based on legal grounds and that the

Montgomery County school officials are playing semantic games with

the law.

-- ON CLASSROOM DISCUSSION OF FEARS, Mr. Nations furnishes a

weak justification for public school involvement: (Volume VIII,

pp. 206-208)

"MRS. LAWRENCE: Dr. Nations, would you say that fear is an
emotion?

"MR. NATIONS: Yes, I would.

"MRS. LAWRENCE: Do the children in the Human Development and
Life Science discuss their fears?

"MR. NATIONS: There are activities in the curriculum which do
deal with discussions of fears.

"MRS. LAWRENCE: For what purpose do they discuss their fears?
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"MR. NATIONS: For the understanding of the kinds of feelings
that people have and how those feelings affect them and how
feelings affect other people also.

"MRS. LAWRENCE: Is there any criteria or have any tests been
done to show us to what extent a child in the second grade
can discuss fear without becoming frightened?

"MR. NATIONS: I don't know of tests per se that have been
done or research that has been done on that specific topic.

"MRS. LAWRENCE: Do you know of any evaluations or studies
that have been done to show that Human Development and Life
Science programs have improved the social adjustment of the
children?

"MR. NATIONS: I don't know of studies per se.
"MRS. LAWRENCE: Does your school system intend to do an
evaluation of the Human Development and Life Science
curriculum?

"MR. NATIONS: We do other kinds of evaluations. We do
evaluations in terms of students' achievement of the
objectives that are defined in the curriculum. We do research
studies of parents' attitudes about the curriculum, students'
attitudes about the curriculum, whether people are satisfied.
We do more in depth studies where we have people like citizens
groups reviewing instructional materials that are related
to curriculum documents so there are many kinds of studies
that are done."

Mr. Nations' last response was a rather clever, if long-winded way

of saying, NO. PARENTS WHO CARE maintains that the Human Development

and Life Science curriculum is unevaluated and should be removed

from the schools until such time as parents can be shown by the

educators that the curriculum has educational merit and that it is

not invading the privacy of the student and the home.

Odi THE USE OF LUGS, Mr. Nations was engaged in the following

exchange: (Volume VIII, pp. 209-'410)

"MRS. LAWRENCE: ware you familiar with the technique that the
paperbacks have a student's log that accompanies them?
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"MR. NATIONS: The use of student logs is a practice that has
been used in education for years and years dating back to
keeping a composition book or a workbook where you, you know,
record certain kinds of things. I think it's related to that.

"MRS. LAWRENCE: In this particular unit, this scholastic
literature unit, in the family-student log there is a story
about being lonely, and I would like just to take a minute
to read a few of these questions: If you have a family, you
never feel lonely? Right; not necessarily. Being part of the
family is no guarantee against loneliness. Even if your
family is a happy one, you're bound to feel sad, angry, or
upset sometimes or even lonely. What are your experiences
with loneliness? Add your own examples to the list below.
When might a person be lonely even if he is part of a family?
Loneliness is when you coma home and there is no one there.
Who sees the family's, the student's log?

"MR. NATIONS: I'm not familiar with the use of this material
in any schools per se. The purpose of a log is, you know,
to give feedback to the student or analysis by the student.
And in many cases it's used for feedback to the teacher. If
the series is used in the school system, I would assume that
the log is shared only with the teacher, and I would assume
that the same guide lines are used here that would be used
in the home economics where in many cases the student
doesn't even share the material with the teacher unless he
volunteers to do so.

"MRS. LAWRENCE: So that there is no policy on where these
logs are kept or who has access to the logs?

"MR. NATLINS: No, there is not .°

Once again, Mr. Nations -- although not familiar with the materials

under discussion -- makes assumptions about what goes on in the

classroom.

-- ON SEXUAL ACTIVITIES, Mr. Nations admits that the students

are not informed on the legality or illegality of acts: (Volume

VIII, pp. 220-222)

"MRS. LAWRENCE: Now, we have in evidence a book called Values
and Teaching, and we also have entered the Hilda Taba curri-
culum as evidence. In both of these books, it's stated that
the teacher must remain in a non-judgmental position, that the
teachers must not moralize. So I wonder how this kind of
teacher training fits into the teaching of witchcraft and
sex deviation.
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"MR. NATIONS: To say that something is illegal IS not
moralizing, I don't believe.

"MRS. LAWRENCE: Well, I am glad to hear you say that because
when we were studying our drug abuse curriculum, we were told
that by Dr. Hauptman -- and here again it is, I can't prove
this in writing, but we understand that in dealing with
abortion, premarital sex and drugs, that you do not moralize
the issue and you don't tell the child that it's right or
wrong, that he must make his own decision, that he must form
his own values. So when you apply this kind of rationale to
witchcraft, where do we stand?

"MR. NATIONS: The rationale that I understand you to be
talking about is one that rather than saying this is a right
moral decision and that is the wrong moral decision says
there are various kinds of decisions and people take differ-
ent moral stances in relationship to these various issues.
When I said earlier that we teach drug abuse is immoral, that
was a misstatement. We teach the various kinds of moral
decisions that can be taken in relation to these things
and do not take the stance that this one is right and that
one is wrong.

"MRS. LAWRENCE: To go back to our Bulletin 245, on page 72,
where you're dealing with premarital pregnancy, it is illegal
for a minor to have intercourse, and when they discuss pre-
marital pregnancy in the classroom, this is not a part of the
curriculum. This is not pointed out to the teenagers. If
my daughter under eighteen has intercourse, he is a delin-
quent, and this is not told.
"Now, why do we not explain the legal ramifications of pre-
maritial intercourse to teenagers in your human development
and life science curriculum?

"MR. NATIONS: I don't know why legal issues were not dealt
with in the development of the curriculum. I do know that
as teachers have been involved in in-service, one of the
questions that they most frequently raise is about the
legal implicatIons of various topics throughout the curriculum.
And one of the things that they ask for is to have a lawyer
brought in so that they have accurate information about the
legal stances on these various things.

"MRS. LAWRENCE: We haven't seen those references in the
teachers' guides that we have studied.

"MR, NATIONS: No, I was saying in the in-service the teachers
do this. That's when they ask for the lawyer.

"MRS. LAWRENCE: It has not been our experience in the high
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schools that lawyers have been brought In to explain the legal
ramifications of premarital sex. Do you know if the lawyers
have been brought in to explain this to the students?

"MR. NATIONS: I don't know of lawyers being brought in to
explain to the students. What I was referring to was lawyers
going into the in-service courses for teachers."

Thus, it Is quite apparent that for sexual activities and other

actions that have moral and legal implications, the Montgomery County

public schools neither moralize nor acquaint students with the law.

In exposing the children to moral options, the schools are violating

our religious rights, our religious code which has no such options.

Moreover, by their failure to instruct students on the legal

aspects of such activities introduced into the classroom, the schools

are contributing to the delinquency of minors unuer the law.

-- ONCE AGAIN ON INVASION OF PRIVACY, Mr. Nations admits,
prtg

finally, that certain amily Life and Human Development are

undergoing or are scheduled for revision: (Volume IX, pp. 27-29)

"'MRS. LAWRENCE: Are you comfortable with the asking of
students in the K through six curriculum about the conflicts
in their home at the grade two or three level, and are you
comfortable with the open-ended sentence in the Bulletin
245, the major source of conflict in my family is?

"HEARING EXAMINER: Would you explain for me what you mean
by comfortable?

"MRS. LAWRENCE: When I say, are you comfortable, do you
believe that this is an invasion of a privacy, or could
constitute invasion of privacy, or do you feel that this
is a legitimate concern of the teacher and should be asked
of the students?

"MR. NATIONS: Would you cite the two examples again?

"MRS. LAWRENCE: One is in Bulletin 245. Do you want the page
number? The major source of conflict with my'family is --
and in the elementary level, I believe it is grade three,
the children are asked about the increasing conflict with
their parents.
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"MR NATIONS: I am talking about whether or not I am
comfortable. I am responding in terms of the school
system's position.

"MRS. LAWRENCE: Yes. That is the only context I am
asking you any questions in.

"MR. NATIONS: As far as the example in Bulletin 245, this
is another of the examples of a deletion in the process of
revision, because when this was reexamined, it was felt that
this did have the potential for invasion of privacy. The
K through six family life and human development has been
studied but has not been revised at this point.

"MRS. LAWRENCE: I would like to correct my statement; it is
grade five, increasing conflict with parents

"MR. NATIONS: That will be reviewed and the document is
scheduled to be revised because it also is out of print, and
and that question will be raised again in response to that
particular situation.

"MRS. LAWRENCE: Could you tell me when this was revised?
We were not aware that these revisions have been made, and
since we have raised these in our June 6 hearing, we had a
response in October, and we have been through a series
of hearings and we have not been made aware that these
revisions were made, so we are covering the materials that
isn't necessary to be covered.

"MR. NATIONS: The revisions have not yet been sent to the
Council on Instruction and have not been forwarded to the
Board of Education. They are in draft form and some of the
revisions were done a year ago last summer, and some of them
were done this past summer."

This is a typical move by the school system to cover its tracks

without openly admitting to the PARENTS WHO CARE charges of

invasion of privacy.

-- ON HUMANISTIC PSYCHOLOGISTS, Mr. Nations again denied

familiarity with the materials: (Volume IX, p. 36)

"MRS. LAWRENCE: In the Bulletin 245, Exhibit 8, on page 24,
at the bottom of the page, do group research on humanistic
psychologists, Rogers, Maslow and Counts; discuss beliefs
held by this group. Would you know where in the guide
other non-humanistic psychologists are studied, that is,
psychologists other than humanistic are studied?
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so I don't know.

"MRS. LAWRENCE: I would like to point out that this is also
true in the relationships guide, that these same humanistic
psychologists are studied, and I would like to know in that
curriculum guide whether there is a balance to the humanist
psychologists. Would you know?

"MR. NATIONS: No."

Thus, Mr. Nations admits to a lack of knowledge or the lack of

existence of a balanced presentation.

-- ON THE GAME WHU SHALL SURVIVE, which was purportedly removed

from the Montgomery County public schools, Mr. Nations reveals that

there is no procedure for one county school system to notify the

State Board of Education or other county school systems of action

taken to remove objectionable materials: (Volume IX, pp. 42-44)

"MRS. LAWRENCE: When you issued the memorandum saying that the
giET2Who Shafl Survive7 could be detrimental to some students,
it was not of educational value, did you contact the directors
of curriculum at the State level? This game, or this curriculum,
Bulletin 245, we have a memorandum in evidence that shows that
this curriculum is in 21 counties in the State of Maryland.
Have you let the State Board know your feelings and your action
about this game?

"MR. BOURBON: Objection to that question.

"BEARING EXAMINER: What is the purpose of that, Mrs. Lawrence?

"MRS. LAWRENCE: When he said that they have eliminated the
game in Montgomery County because it was detrimental and
inappropriate learning experience, would he as Director of
Curriculum advise the State Department of Curriculum to
eliminate the game?

"HEARING EXAMINER: What bearing does that have on this? We
are talking about Montgomery County here.

"MRS. LAWRENCE: Well, I think that, since the materials is
approved Statewide, if we are protecting the children in
Montgomery County public schools perhaps as an added benefit
we could proteet the children in other counties from the same
game.
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"HEARING EXAMINER: I sustain the objection. Would you ask
another question?

"MRS. LAWRENCE: Do you work with curriculum directors in other
counties or at the State level?

"MR. NATIONS: We very frequently work with people at the
State level, minor contact with curriculum people in other
counties, although, we do have contacts, but we don't have
a systematic procedure.

"MRS. LAWRENCE: Should I move over to Prince George's County,
my children then perhaps would use the Who Shall Survive game,
because this curriculum is in 21 counties.

"MR. BOURBON: Objection.

"BEARING EXAMINER: No question.

"MRS. LAWRENCE: Is there any process, to your knowledge, where
a report could be filed when materials are no longer acceptable
in one county?

"MR. NATIONS: I don't know of such a process."

The important point that PARENTS WHO CARE wishes to make here is

although an objectionable curriculum or teaching practice can by

administrative notice be removed from Montgomery County schools,

unless the State Board of Education is aware of this action, it would

continue to approve materials with objeetionable portions for use

in all counties in the State. Thus, the Who Shall Survive game, for

example, could be included in any number of curricula approved by the

State and put into use in Montgomery County schools. Only a constant

vigil over the eurricula and teachers' guides would prevent object-

ionable portions from seeping back into the county system.
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III. PARENTS WHO CARE Charits

We, the PARENTS WHO CARE group, charge that the methods of

instruction and materials used by the Montgomery County Public

Schools system are violations of privacy of the student, of the

family, and of the home and, therefore, represent violations of

our Constitutional rights as protected by the Due Process Clause

of the 14th Amendment. For our findings and argument on this point,

see above, pp. 32-38, 43-47, 54-56, and 58-59. Based on these same

citations, we find that the Montgomery County Public School author-

ities are also in violation of Maryland State Board of Education

Bylaw 321:1, Focus Area One:; Interpersonal Relationships, which

states, inter alia, "Discussions shall encourage respect for per-

sonal relationships within the pupil's family, and shall not invade

the privacy of the family."

We further charge that instruction in 1) Focus Area Two:

Physiological and Personality Changes and 2) Focus Area Three:

Advanced Physiology and Psychology of Human Sexual Behavior is

interspersed throughout a wide range of curricula, both elective

and required. We as parents are not, therefore, able to deter-

mine what our children shall learn and the manner and time of

how they shall be taught in these highly sensitive subject areas. 	

Some examples of violations of Maryland State Board of Education

Bylaw 321:1, as cited in Petitioner's Exhibit No. 1, Tab 4, are

as follows:

Description of the performance of oral sax acts

at Leland Junior High School
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Lecture by lesbians at Northwood High School

Unauthorized instruction in sex deviation at

Montgomery Blair High School

Two weeks unauthorized sex education in history

course at Montgomery Blair High School

Unauthorized TV showing of human reproduction

process to 7 and 8 year-olds at Highland

Elementary School

School newspaper providing complete referral

information on VD, abortion, and contraceptives

at Einstein High School

Unauthorized showings of sex education films as

follows: in geography class at Newport Junior

High School

in home economics class at Belt Junior

High School

in English class at Gaithersburg High

School

in biology class at Einstein High School

in history class at Montgomery Blair

High School

Presentation of diagram showing surgical details

involved in perfOrcaing circumcision on an enlarged

adult male penis at Leland Junior High School

As indicated on page 40 above, the specific infractions of the

Maryland State Board Bylaw were cited by PARENTS WHO CARE as

examples of objectionable practices and to illustrate that the
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Montgomery County schools were unable to regulate and control

the use of materials and teachers' practices in classrooms

throughout the County. That the school authorities would claim

that they could not "substantiate" the bulk of the PARENTS WHO

CARE specific charges was not unexpected. Inasmuch as PARENTS

WHO CARE was unable to subpeona teachers and other school staff,

it is simply the word of the school system against ours. It

would be preposterous to suggest that PARENTS WHO CARE dreamed up

some 40 allegations and took the Montgomery County school system

to court over them; we maintain that the incidents occurred

essentially as we reported them.

Additionally, the PARENTS WHO CARE group charges that the

Montgomery County Public Schools system is employing techniques in

sensitivity training, which WG define as follows:

group meetings, large or small, to discuss publicly
intimate and personal matters, and opinions, values
or beliefs, and/or, to act out emotions and feelings
toward one another in the group, using the techniques
of self-confession and mutual criticism, group dyna-
mics, and role-playing."

Such tactics we consider to be behavior manipulation for the

achievement of group decisions based on situational ethics.

For our findings and argument on this point, see above, pp. 6-8,

10-11, 22-27, 30-32, 40-42,47-b2, and 56-58.

Sensitivity training as employed in Montgomery County schools

is basic to many of the new methods of instruction and cuts across

the full range of Family Life and Human Development courses, social

studies, drug abuse curriculum, English, history, and other subjects,

both required and elective. Sensitivity techniques are used through-
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out our schools in open-ended "rap session" examinations of moral-

ity, law and order, politics, family conflicts, sex activities,

and other so-called "now" and "relevant" topics with a view to

molding the attitudes, values, and opinions to conform, not to

the acceptable moral and legal standards of our culture and our

community, but to the concensus of the particular groups which are

led by in-service trained school personnel who have been designated

as agents for social and ethical change. In a September 11, 1973

memorandum from Superintendent Elseroad to the members of the

Montgomery County Board of Education, description is made of a

Federally-financed project to train 500 change agents in 21

universities throughout the United States. For Montgomery County,

funds were provided to train six change agents at the University of

Maryland. But this is only part of it mind manipulators abound.

Sensitivity training is a euphemism for "brainwashing," a

process by which the mind is washed free of one set of values and

concepts and filled with another set. It is a most devious and

damaging technique which is used not only on students but on teachers.

On January 4, 1971, the Montgomery County Federation of Teachers

passed the following resolutiont

"INVOLUNTARY SENSITIVITY TRAINING AT MONTGOMERY
BLAIR HIGH SCHOOL

'WHEREAS all teachers at Montgomery Blair High School were
required to attend Human Relations workshops during duty
hours, which workshops were in reality sessions in
'sensitivity training,' and

"WHEREAS the participants in such were not made aware that
these sessions were to include 'sensitivity training,' and
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"WHEREAS no teacher was Given an opportunity to consent or
not to consent to his being subjected to such psychological
experimentation, and

"WHEREAS there is question whether all of those who esta-
blished and directed these sessions were fully qualified to
conduct such sessions which are in reality a form of group
therapy, and

"WHkREAS some teachers were subjected in the sessions to
unwarranted personal abuse either by colleagues or leaders
from outside of the school who had little or no opportunity
to know them or their attitudes on the subject of human
relations,

"THEREFORE be it resolved that before any further such
sessions are planned or scheduled, the Board of Education
investigate the conduct of the previous sessions to deter-
mine if indeed they performed any clearly useful human re-
letions function by subjecting these teachers involuntarily
to abusive treatment under the guise of procedures which are
regarded to be private medical/psychological functions, and
investigate the intentions, and qualifications, or those
representatives of the central office and school administra-
tion who seek to improve the Human Relations atmosphere at
Montgomery Blair High School by such means."

This resolution led to a memorandum of February 16, 1971, to all

Principals of Montgomery County- schools from Joseph J. 'reran°,

Assistant Superintendent for Administration, on the subject of

"Sensitivity Training and Other Group Psychotherapy Techniques."

This memorandum, which was submitted as Petitioner's Exhibit

No. 90, Is quoted below in full:

ntaMGRANDUM

TO:	 All Principals

FROM:	 Joseph J. Tarello, Assistant Superintendent for
Administration

SUBJECT: Sensitivity Training and Other Group Psycho-
therapy Techniques

"It is acknowledged that a variety of professional viewpoints
exist concerning sensitivity training activities and their
usefulness in an educational setting. In the absence of
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consensus of professional opinion and/or substantial research
evidence to support their use in a public school setting, it
has been decided that sensitivity training will be prohibited
in any MCPS setting for staff members or students unless
approved in writing by this office for unusual and imperative
reasons.

"It is to be recognized that group process activities repre-
sent a valid and worthwhile educational tool which is to be
encouraged in the school setting. Restrictions are placed,
however, on the use of groups commonly referred to as
'Sensitivity or T-Groups and Encounter Groups' which have as
their goals psychotherapeutic or quasi-psychotherapeutic
outcomes as distinct from recognized educational or guidance
experiences involving groups of students. Individual stu-
dents interested in the types of experiences offered through
sensitivity training should be encouraged to secure them
from legitimate professional sources in the community. All
school administrators are hereby directed to refrain from
authorizing the use of these activities in their schools."

The brainwashing of Montgomery County teachers four years ago

at Montgomery Blair High School was a drop in the bucket compared

with what is in store for teachers on a County-wide basis in the

coming year in compliance with recommendations of the school

system's Citizens Advisory Committee on Minority Relations.

According to the Parent Education Summary Report from the Family

Life Center, Wild Lake, Columbia, Maryland, 180 teachers from

Montgomery County are (June 1975) in in-service training workshops

at the Institute of Humanistic Education, Washington, D.C., under

Title III Federal/State funding.

But the PARENTS WHO CARE interest is primarily with the

students, and we quoted the entire text of Mr. Tarallo's memorandum

because it included the word "students" in the general prohibition

of sensitivity training. It also said that "Sensitivity or T-Groups

and Encounter Groups" were prohibited, but that other 'group process

activities" were a "valid educational tool." In this connection, we
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would agree with Shakespeare when he said:

"What's in a name? That which we call

a rose

By any other name would smell as

sweet."

Sensitivity training or brainwashing masquerades under many names,

some of which are listed below:

Human Relations Workshops

Values Clarification

Values Adjustment

Reform Sessions

Social Blending

Relationships

Reality Therapy

New Consciousness.

Psycho-drama

Personal Potential Development

Interpersonal Relationships

Group Awareness

Group Development

Group Therapy

Group Theory

Personal Development Lab

Group Dynamics

Group Confession

Talk In
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Contact Sessions

Interpersonal Competence

Interpersonal Behavior

Conflict Resolution

Brain-storming

Self-evaluation

Self-actualization

Self-critic izm

Self-analysis

T-Group Training

Auto-Criticism

Operant Conditioning

Human Potential Workshop

Mind Set

Family Life Education

Body Awareness

Community Relations

Human Potential Enhancement

Leadership Class

Executive Training

Executive Potential Course

Socio-Drama

Soclometry

Truth Sessions

Self-Honesty

Micro-Labs



Team Interpretation

Gestalt Therapy

Role Playing

Social Psychology

Confrontation Groups

Actualization Groups

Sensory Awareness Groups

Growth Groups

Social Philosophy

Personality Evaluation

Gut-Level Talks

Rap Sessions

Many of the above-listed terms are found in Montgomery County public

schools; they are all SENSITIVITY TRAINING, the degree of psycho-

therapeutic manipulation depending upon the character and person-

ality of the teacher in charge of the class -- and, of course, the

amount of training each teacher has had in whatever euphemism the

school administrators assign to the art of brainwashing. The lead-

ers of the Montgomery County school system must be either naive or

stupid to think that by avoiding the use of such phrases as

sensitivity training," "T-Groups," and "Rncounter Groups," they

can blithely continue to manipulate the minds of our children.

One of our major objections to sensitivity training and

encounter techniques in our schools is that they represent a most

effective vehicle for influencing the minds of the students and

of changing their values to conform to the current vogue of the
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educational philosophers and textbook writers. The predominant

vogue at the moment -- and one that is solidly backed by Federal

Government assistance -- is the religion of Secular Humanism.

And we, the PARENTS WHO CARE, charge that the Montgomery County

Public Schools system is providing instruction based on the tenets

of Secular Humanism and is, therefore, in violation of our rights

under the First Amendment of the Constitution. In our testimony

(pages 74-75) of June 6, 1972, before the Montgomery County

School Board we stated as follows: (Petitioner's Exhibit No. 1,

Tab 4)

"The principle of separation of church and state not only
prohibits the public schools from teaching a particular
religion, but also enjoins schools from interfering with
the free exercise of religion. We, as Parents Who Care,
charge that the Montgomery County Public Schools system
is in violation of the First Amendment of the Constitution
on both counts. First, the values and standards set forth
in the methods of instruction and materials are those of
Secular Humanism, a religion with legal recognition.
Secondly, these methods and materials contradict Judeo-
Christian morality and thus violate the right to free
exercise of religion."

We maintain that this charge is still true. On the same grounds,

we charge that the Montgomery County public schools, by introducing

sensitive moral and legal issues for classroom discussion and study

and by providing immoral and illegal options to students through an

open-ended, non-judgmental approach to these issues, are in viola-

tion of the goal as stated in Maryland State Department of Edu-

cation By-Law 321:1 0 to wit: that the Family Life and Human

Development instruction shall build "an understanding of the

rational and ethical basis of moral values generally accepted in

our society."
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The most recent comprehensive collective statement describing

the faith and tenets of Secular Humanism was the Humanist Manifesto II

signed in the fall of 1973 largely by American educators at the

university level. According to the Manifesto, Humanists reject the

existence of God, dismiss the moral absolutes of right and wrong,

and seek to propagate the acceptance of situational ethics or

moral relativism. Among other things, Humanists espouse evolution,

abortion, suicide, and euthanasia. Humanists "deplore the division

of humankind on nationalistic grounds" and are working to "transcend

the limits of national sovereignty" through the "development of a

system of world law and a world order based upon transnational

federal government." Humanism, which has been declared by the

U.S. Supreme Court to be a religion, is in basic conflict with the

Judeo-Christian ethic and runs counter to our Constitutional form

of government, our national heritage, and our values system.

The complete text of Humanist Manifesto II as it appeared

in Humanist magazine for September/Qctober 1973 is provided

below:	 (pages 73 through 78)
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the umanist-
Incorporating the Ethical Forum

a journal of humanist and ethical concern is pub-
lished for the American Humanist Association and
the American Ethical Union.

september/october 1973

HUMANIST MANIFESTO II
Preface

It is forty years since Humanist Manifesto I (1933)
appeared. Events since then make that earlier statement seem
far too optimistic. Nazism has shown the depths of brutality
of which humanity is capable. Other totalitarian regimes have
suppressed human rights without ending poverty. Science has
sometimes brought evil as well as good. Recent decades have
shown that inhuman wars can be made in the name of peace.
The beginnings of police states, even in democratic societies,
widespread government espionage, and other abuses of
power by military, political, and industrial elites, and the
continuance of unyielding racism, all present a different and
difficult social outlook. In various societies, the demands of
women and minority groups for equal rights effectively
challenge our generation.

As we approach the twenty-first century, however, an
affirmative and hopeful vision is needed. Faith,
commensurate with advancing knowledge, is also necessary.
In the choice between despair and hope, humanists respond
in this Humanist Manifesto II with a positive declaration for
times of uncertainty.

As in 1933, humanists still believe that traditional theism,
especially faith in the prayer-hearing God, assumed to love
and care for persons, to hear and understand their prayers,
and to be able to do something about them, is an unproved
and outmoded faith. Salvationism, based on mere
affirmation, still appears as harmful, diverting people with
false hopes of heaven hereafter. Reasonable minds look to
other means for survival.

Those who sign Humanist Manifesto II disclaim that they
are setting forth a binding credo; their individual views would
be stated in widely varying ways. This statement is, however,
reaching for vision in a time that needs direction. It is social
analysis in an effort at consensus. New statements should be
developed to supersede this, but for today it is our conviction
that humanism offers an alternative that can serve present-
day needs and guide humankind toward the future.

Paul Kurtz, Editor, The Humanist

Edwin H. Wilson, Editor Emeritus, The Humanist

P.'s\
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The next century can be and should be the humanistic

century. Dramati c scientific, technological, and ever-acceler-
ating social and political changes crowd our awareness. We
have virtually conquered the planet, explored the moon,
overcome the natural limits of travel and communication; we
stand at the dawn of a new age, ready to move farther into
space and perhaps inhabit other planets. Using technology
wisely, we can control our environment, conquer poverty,
markedly reduce disease, extend our life-span, significantly
modify our behavior, alter the course of human evolution and
cultural development, unlock vast new powers, and provide
humankind with unparalleled opportunity for achieving an
abundant arid meaningful life.

The future is, however, filled with dangers. In learning to
apply the scientific method to nature and human life, we have
opened the door to ecological damage, overpopulation, de-
humanizing institutions, totalitarian repression, and nuclear
and biochemical disaster. Faced with apocalyptic prophesies
and doomsday scenarios, many flee in despair from reason
and embrace irrational cults and theologies of withdrawal and

retreat.
Traditional moral codes and newer irrational cults both fail

to meet the pressing needs of today and tomorrow. False
"theologies of hope" and messianic ideologies, substituting
new dogmas for old, cannot cope with existing world realities.
They separate rather than unite peoples.

Humanity, to survive, requires bold and daring measures.
We need to extend the uses of scientific method, not
renounce them, to fuse reason with compassion in order to
build constructive social and moral values. Confronted by
many possible futures, we must decide which to pursue. The
ultimate goal should be the fulfillment of the potential for
growth in each human personality—not for the favored few,
but for all of humankind. Only a shared world and global
measures will suffice.

A humanist outlook will tap the creativity of each human
being and provide the vision and courage for us to work to-
gether. This outlook emphasizes the role human beings can
play in their own spheres of action. The decades ahead call
for dedicated, clear-minded men and women able to marshal
the will, intelligence, and cooperative skills for shaping a de-
sirable future. Humanism can provide the purpose and inspir-
ation that so many seek; it can give personal meaning and sig-
nificance to human life.

Many kinds of humanism exist in the contemporary world.
The varieties and emphases of naturalistic humanism include
"scientific," "ethical," "democratic," "religious," and
"Marxist" humanism. Free thought, atheism, agnosticism,
skepticism, deism, rationalism, ethical culture, and liberal re-
ligion all claim to be heir to the humanist tradition.
Humanism traces its roots from ancient China, classical
Greece and Rome, through the Renaissance and the

Enlightenment, to the scientific revolution of the modern
world. But views that merely reject theism are not equivalent
to humanism. They lack commitment to the positive belief in
the possibilities of human progress and to the values central
to it. Many within religious groups, believing in the future of
humanism, now claim humanist credentials. Humanism is an
ethical process through which we all can move, above and
beyond the divisive particulars, heroic personalities,
dogmatic creeds, and ritual customs of past religions or their
mere negation.

We affirm a set of common principles that can serve as a
basis for united action—positive principles relevant to the
present human condition. They are a design for a secular
society on a planetary scale.

For these reasons, we submit this new Humanist Manifesto
for the future of humankind; for us, it is a vision of hope, a di-
rection for satisfying survival.

Religion

First: In the best sense, religion may inspire dedication to
the highest ethical ideals. The cultivation of moral devotion
arid creative imagination is an expression of genuine "spiri-
tual" experience and aspiration.

We believe, however, that traditional dogmatic or authori-
tarian religions that place revelation, God, ritual, or creed
above human needs and experience do a disservice to the
human species. Any account of nature should pass the tests of
scientific evidence; in our judgment, the dogmas and myths
of traditional religions do not do so. Even at this late date in
human history, certain elementary facts based upon the
critical use of scientific reason have to be restated. We find
insufficient evidence for belief in the existence of a super-
natural; it is either meaningless or irrelevant to the question
of the survival and fulfillment of the human race. As non-
theists, we begin with humans not God, nature not deity.
Nature may indeed be broader and deeper than we now
know; any new discoveries, however, will but enlarge our
knowledge of the natural.

Some humanists believe we should reinterpret traditional
religions and reinvest them with meanings appropriate to the
current situation. Such redefinitions, however, often perpetu-
ate old dependencies and escapisms; they easily become ob-
scurantist, impeding the .free use of the intellect. We need,
instead, radically new human purposes and goals.

We appreciate the need to preserve the best ethical teach-
ings in the religious traditions of humankind, many of which
we share in common. But we reject those features of
traditional religious morality that deny humans a full appre-
ciation of their own potentialities and responsibilities. Tra-
ditional religions often offer solace to humans, but, as often,
they inhibit humans from helping themselves or experiencing
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their full potentialities. Such institutions, creeds, and rituals
often impede the will to serve others. Too often traditional
faiths encourage dependence rather than independence,
obedience rather than affirmation, fear rather than courage.
More recently they have generated concerned social action,
with many signs of relevance appearing in the wake of the
"God Is Dead" theologies. But we can discover no divine
purpose or providence for the human species. While there is
much that we do not know, humans are responsible for what
we are or will become. No deity will save us; we must save
ourselves.

Second: Promises of immortal salvation or fear of eternal
damnation are both illusory and harmful. They distract
humans from present concerns, from self-actualization, and
from rectifying social injustices. Modern science discredits
such historic concepts as the "ghost in the machine" and the
"separable soul." Rather, science affirms that the human
species is an emergence from natural evolutionary forces. As
far as we know, the total personality is a function of the bio-
logical organism transacting in a social and cultural context.
There is no credible evidence that life survives the death of
the body. We continue to exist in our progeny and in the way
that our lives have influenced others in our culture.

Traditional religions are surely not the only obstacles to
human progress. Other ideologies also impede human ad-
vance. Some forms of political doctrine, for instance, func-
tion religiously, reflecting the worst features of orthodoxy and
authoritarianism, especially when they sacrifice individuals
on the altar of Utopian promises. Purely economic and politi-
cal viewpoints, whether capitalist or communist, often tunc-
tion as religious and ideological dogma. Although humans
undoubtedly need economic and political goals, they also
need creative values by which to live.

Ethics

Third: We affirm that moral values derive their source from
human experience. Ethics is autonomous and situational,
needing no theological or ideological sanction. Ethics stems
from human need and interest. To deny this distorts the whole
basis of life. Human life has meaning because we create and
develop our futures. Happiness and the creative realization of
human needs and desires, individually and in shared enjoy-
ment, are continuous themes of humanism. We strive for the
good life, here and now. The goal is to pursue life's enrich-
ment despite debasing forces of vulgarization, comnnerciali-
zation, bureaucratization, and dehumanization.

Fourth: Reason and intelligence are the most effective in-
struments that humankind possesses. There is no substitute:
neither faith nor passion suffices in itself. The controlled use
of scientific methods, which have transformed the natural
and social sciences since the Renaissance, must be extended
further in the solution of human problems. But reason must
be tempered by humility, since no group has a monopoly of
wisdom or virtue. Nor is there any guarantee that all problems
can be solved or all questions answered. Yet critical intelli-
gence, infused by a sense of human caring, is the best method
that humanity has for resolving problems. Reason should be
balanced with compassion and empathy and the whole
person fulfilled. Thus, we are not advocating the use of
scientific intelligence independent of or in opposition to
emotion, for we believe in the cultivation of feeling and love.
As science pushes back the boundary of the known, man's
sense of wonder is continually renewed, and art, poetry, and
music find their places, along with religion and ethics.

The Individual

Fifth: The preciousness and dignity of the individual person
is a central humanist value. Individuals should be encouraged
to realize their own creative talents and desires. We reject all
religious, ideological, or moral codes that denigrate the indi-
vidual, suppress freedom, dull intellect, dehumanize person-
ality. We believe in maximum individual autonomy conso-
nant with social responsibility. Although science can account
for the causes of behavior, the possibilities of individual free-
dom of choice exist in human life and should be increased.

Sixth: In the area of sexuality, we believe that intolerant
attitudes, often cultivated by orthodox religions and puritani-
cal cultures, unduly repress sexual conduct. The right to birth
control, abortion, and divorce should be recognized. While
we do not approve of exploitive, denigrating forms of sexual
expression, neither do we wish to prohibit, by law or social
sanction, sexual behavior between consenting adults. The
many varieties of sexual exploration should not in themselves
be considered "evil." Without countenancing mindless per-
missiveness or unbridled promiscuity, a civilized society
should be a tolerant one. Short of harming others or compel-
ling them to do likewise, individuals should be permitted to
express their sexual proclivities and pursue their life-styles as
they desire. We wish to cultivate the development of a re-
sponsible attitude toward sexuality, in which humans are not
exploited as sexual objects, and in which intimacy, sensitivity,
respect, and honesty in interpersonal relations are encour-
aged. Moral education for children and adults is an important
way of developing awareness and sexual maturity.
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Democratic Society

Seventh: olhance freedom and dignity the individual
must exporii•iiLL a full range of civil liberties in all societies.
This inc !Lidos freedom of speech and the press, political de-
mocracy, the leol right of opposition to governmental poli-
cies, tan ludic ial process, religious liberty, freedom of asso-
ciation, and artistic, scientific, and cultural freedom. It also
in( ludos ognition of an individual's right to die with
dignit‘-, euthanasia, and the right to suicide. We oppose the
increasin i; invasion of privacy, by whatever means; in both
totalitarian and democratic societies. We would safeguard,
extend, and implement the principles of human freedom
evolved from the Magna Carta to the Bill of Rights, the Rights
of Man, and the Universal Declaration of Human Rights.

Eighth: We are committed to an open and democratic
society. We must extend participatory democracy in its true
sense to the economy, the school, the family, the workplace,
and voluntary associations. Decision-making must be decen-
tralized to ilclude widespread involvement of people at all
levels—social, political, and economic. All persons should
have a voice in developing the values and -goals that
determine their lives. Institutions should be responsive to ex-
pressed desires and needs. The conditions of work, education,
devotion, and play should be humanized. Alienating forces
should be modified or eradicated and bureaucratic structures
should be held to a minimum. People are more important
than decalogues, rules, proscriptions, or regulations.

Ninth: The separation of church and state and the
separation of ideology and state are imperatives. The state
should encourage maximum freedom for different moral,
political, religious, and social values in society. It should not
favor any particular religious bodies through the use of public
monies, nor espouse a single ideology and function thereby as
an instrument of propaganda or oppression, particularly
against dissenters.

Tenth: Humane societies should evaluate economic
systems not by rhetoric or ideology, but by whether or not
they increase economic well-being for all individuals and
groups, minimize poverty and hardship, increase the sum of
human satisfaction, and enhance the quality of life. Hence
the door is open to alternative economic systems. We need to
democratize the economy and judge it by its responsiveness
to human needs, testing results in terms of the common good.

Eleventh: The principle of moral equality must be furthered
through elimination of all discrimination based upon race, re-

ligion, sex, age, or national origin. This means equality of op-
portunity and recognition of talent and merit. Individuals
should be encouraged to contribute to their own betterment.
If unable, then society should provide means to satisfy their
basic economic, health, and cultural needs, including,
wherever resources make possible, a minimum guaranteed
annual income. We are concerned for the welfare of the aged,
the infirm, the disadvantaged, and also for the outcasts—the
mentally retarded, abandoned or abused children, the handi-
capped, prisoners, and addicts—for all who are neglected or
ignored by society. Practicing humanists should make it their
vocation to humanize personal relations.

We believe in the right to universal education. Everyone
has a right to the cultural opportunity to fulfill his or her
unique capacities and talents. The schools should foster satis-
fying and productive living. They should be open at all levels
to any and all; the achievement of excellence should be en-
couraged. Innovative and experimental forms of education
are to be welcomed. The energy and idealism of the young
deserve to be appreciated and channeled to constructive
purposes

We deplore racial, religious, ethnic, or class antagonisms.
Although we believe in cultural diversity and encourage racial
and ethnic pride, we reject separations which promote
alienation and set people and groups against each other; we
envision an integrated community where people have a
maximum opportunity for free and voluntary association.

We are critical of sexism or sexual chauvinism—male or
female. We believe in equal rights for both women and men
to fulfill their unique careers and potentialities as they see fit,
free of invidious discrimination.

World Community

Twelfth: We deplore the division of humankind on nation-
alistic grounds. We have reached a turning point in human
history where the best option is to transcend the limits of
national sovereignty and to move toward the building of a
world community in which all sectors of the human family
can participate. Thus we look to the development of a system
of world law and a world order based upon transnational
federal government. This would appreciate cultural pluralism
and diversity. It would not exclude pride in national origins
and accomplishments nor the handling of regional problems
on a regional basis. Human progress, however, can no longer
be achieved by focusing on one section of the world, Western
or Eastern, developed or underdeveloped. For the first time in
human history, no part of humankind can be isolated from
any other. Each person's future is in some way linked to all.
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We thus reaffirm a commitment to the building of world
community, at the same time recognizing that this commits
us to some hard choices.

Thirteenth: This world community must renounce the
resort to violence and force as a method of solving inter-
national disputes. We believe in the peaceful adjudication of
differences by international courts and by the development of
the arts of negotiation and compromise. War is obsolete. So is
the use of nuclear, biological, and chemical weapons. It is a
planetary imperative to reduce the level of military expendi-
tures and turn these savings to peaceful and people-oriented
uses.

Fourteenth: The world community must engage in cooper-
ative planning concerning the use of rapidly depleting
resources. The planet earth must be considered a single
ecosystem. Ecological damage, resource depletion, and
excessive population growth must be checked by inter-
national concord. The cultivation and conservation of nature
is a moral value; we should perceive ourselves as integral to
the sources of our being in nature. We must free our world
from needless pollution and waste, responsibly guarding and
creating wealth, both natural and human. Exploitation of
natural resources, uncurbed by social conscience, must end.

Fifteenth: The problems of economic growth and develop-
ment can no longer be resolved by one nation alone; they are
worldwide in scope. It is the moral obligation of the
developed nations to provide—through an international
authority that safeguards human rights—massive technical,
agricultural, medical, and economic assistance, including
birth control techniques, to the developing portions of the
globe. World poverty must cease. Hence extreme dispropor-
tions in wealth, income, and economic growth should be re-
duced on a worldwide basis.

Sixteenth: Technology is a vital key to human progress and
development. We deplore any neo-romantic efforts to
condemn indiscriminately all technology and science or to
counsel retreat from its further extension and use for the good
of humankind. We would resist any moves to censor basic
scientific research on moral, political, or social grounds.
Technology must, however, be carefully judged by the conse-
quences of its use; harmful and destructive changes should be
avoided. We are particularly disturbed when technology and
bureaucracy control, manipulate, or modify human beings
without their consent. Technological feasibility does not

".-	 imply social or cultural desirability.

Seventeenth: We must expand communication and trans-
portation across frontiers. Travel restrictions must cease. The
world must be open to diverse political, ideological, and
moral viewpoints and evolve a worldwide system of television
and radio for information and education. We thus call for full
international cooperation in culture, science, the arts, and
technology across ideological borders. We must learn to live
openly together or we shall perish together.

Humanity as a Whole

In closing: The world cannot wait for a reconciliation of
competing political or economic systems to solve its prob-
lems. These are the times for men and women of good will to
further the building of a peaceful and prosperous world. We
urge that parochial loyalties and inflexible moral and religious
ideologies be transcended. We urge recognition of the
common humanity of all people. We further urge the use of
reason and compassion to produce the kind of world we
want—a world in which peace, prosperity, freedom, and hap-
piness are widely shared. Let us not abandon that vision in
despair or cowardice. We are responsible for what we are or
will be. Let us work together for a humane world by means
commensurate with humane ends. Destructive ideological
differences among communism, capitalism, socialism, con-
servatism, liberalism, and radicalism should be overcome. Let
us call for an end to terror and hatred. We will survive and
prosper only in a world of shared humane values. We can
initiate new directions for humankind; ancient rivalries can
be superseded by broad-based cooperative efforts. The
commitment to tolerance, understanding, and peaceful
negotiation does not necessitate acquiescence to the status
quo nor the damming up of dynamic and revolutionary
forces. The true revolution is occurring and can continue in
countless non-violent adjustments. But this entails the willing-
ness to step forward onto new and expanding plateaus. At the
present juncture of history, commitment to all humankind is
the highest commitment of which we are capable; it
transcends the narrow allegiances of church, state, party,
class, or race in moving toward a wider vision of human
potentiality. What more daring a goal for humankind than for
each person to become, in ideal as well as practice, a citizen.
of a world community. It is a classical vision; we can now give
it new vitality. Humanism thus interpreted is a moral force
that has time on its side. We believe that humankind has the
potential intelligence, good will, and cooperative skill to im-
plement this commitment in the decades ahead.

,••••••n
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We, the undersigned, while not necessarily endorsing every
detail of the above, pledge our general support to Humanist
Manifesto II for the future of humankind. These affirmations
are not a final credo or dogma but an expression of a living
and growing faith. We invite others in all lands to join us in
further developing and working for these goals.

Lionel Abel, Prof of English, State Univ. of New York at Buffalo
Khoren Arisian, Board of Leaders, NY Soc. for Ethical Culture
Isaac Asimov, author
George Axtelle, Prof Emeritus, Southern Illinois Univ.
Archie J. Bahm, Prof of Philosophy Emeritus, Univ. of N.M.
Paul H. Beattie, Pres., Fellowship of Religious Humanists
Keith Beggs, Exec. Dir., American Humanist Association
Malcolm Bissell, Prof Emeritus, Univ. of Southern California
H. J. Black ham, Chm., Social Morality Council, Great Britain
Brand Blanshard, Prof Emeritus, Yale University
Paul Blanshard, author
Joseph L. Blau, Prof of Religion, Columbia University
Sir Hermann Bondi, Prof of Math., King's Coll., Univ. of London
Howard Box, Leader, Brooklyn Society for Ethical Culture
Raymond B. Bragg, Minister Emer., Unitarian Ch., Kansas City
Theodore Brameld, Visiting Prof, C.U.N.Y.
Brigid Brophy, author, Great Britain
Lester R. Brown, Senior Fellow, Overseas Development Council
Bette Chambers, Pres., American Humanist Association
John Ciardi, poet
Francis Crick, M.D., Great Britain
Arthur Danto, Prof of Philosophy, Columbia University
Lucien de Coninck, Prof, University of Gand, Belgium
Miriam Allen deFord, author
Edd Doerr, Americans United for Separation of Church and State
Peter Draper, M.D., Guy's Hospital Medical School, London
Paul Edwards, Prof. of Philosophy, Brooklyn College
Albert Ellis, Exec. Dir., Inst. Adv. Study Rational Psychotherapy
Edward L. Ericson, Board of Leaders, NY Soc. for Ethical Culture
H. J. Eysenck, Prof of Psychology, Univ. of London
Roy P. Fairfield, Coordinator, Union Graduate School
Herbert Feigl, Prof Emeritus, Univ. of Minnesota
Raymond Firth, Prof Emeritus of Anthropology, Univ. of London
Antony Flew, Prof of Philosophy, The Univ., Reading, England
Kenneth Furness, Exec. Secy., British Humanist Association
Erwin Gaede, Minister, Unitarian Church, Ann Arbor, Mich.
Richard S. Gilbert, Minister, First Unitarian Ch., Rochester, N.Y.
Charles Wesley Grady, Minister, Unit. Univ. Ch., Arlington, Ma.
Maxine Greene, Prof. Teachers College, Columbia University
Thomas C. Greening, Editor, Journal of Humanistic Psychology
Alan F. Guttmacher, Pres., Planned Parenthood Fed. of America
J. Harold Hadley, Minister, Unit. Univ. Ch., Pt. Washington, NY
Hector Hawton, Editor, Question, Great Britain
A. Eustace Haydon, Prof Emeritus of History of Religions
James Hemming, Psychologist, Great Britain
Palmer A. Hilty, Adm. Secy.. Fellowship of Religious Humanists
Hudson Hoagland, Pres. Emeritus, Worcester Fdn. for Exper. Bio.
Robert S. Hoagland, Editor, Religious Humanism
Sidney Hook, Prof Emeritus of Philosophy, New York University
James F. Hornback, Leader, Ethical Society of St. Louis
James M. Hutchinson, Minister Emer., First Unit. Ch., Cincinnati
Mordecai M. Kaplan, Rabbi, Fndr. offewish Reconstr. Movement

John C. Kidneigh, Prof of Social Work., Univ. of Minnesota
Lester A. Kirkendall, Prof Emeritus, Oregon State Univ.
Margaret Knight, Univ. of Aberdeen. Scotland
Jean Kotkin, Exec. Secy.. American Ethical Union
Richard Kostelanetz, poet
Paul Kurtz, Editor, The Humanist
Lawrence Lader, Chm., Natl. Assn. for Repeal of Abortion Laws
Edward Lamb, Pres., Lamb Communications, Inc.
Corliss Lamont, Chm., Natl. Emergency Civil Liberties Union
Chauncey D. Leake, Prof, Univ. of California, San Francisco
Alfred McC. Lee, Prof Emeritus, Soc.-Anthropology, C.U.N.Y.
Elizabeth Briant Lee, author
Christopher Macy, Dir., Rationalist Press Assn., Great Britain
Clorinda Margolis, Jefferson Comm. Mental Health Cen., Phila.
Joseph Margolis, Prof of Philosophy, Temple Univ.
Harold P. Marley, Ret. Unitarian Minister
Floyd W. Matson, Prof of American Studies, Univ. of Hawaii
Lester Mondale, former Pres., Fellowship of Religious Humanists
Lloyd Morain, Pres., Illinois Gas Company
Mary Morain, Editorial Bd., Intl. Soc. for General Semantics
Charles Morris, Prof Emeritus, Univ. of Florida
Henry Morgentaler, M.D., Past Pres., Humanist Assn. of Canada
Mary Mothersill, Prof of Philosophy, Barnard College
Jerome Nathanson, Chm., Bd. of Leaders, NY Soc. Ethical Culture
Billy Joe Nichols, Minister, Richardson Unitarian Church, Texas
Kai Nielsen, Prof of Philosophy, Univ. of Calgary, Canada
P. H. Nowell-Smith, Prof of Philosophy, York Univ., Canada
Chaim Perelman, Prof of Philosophy, Univ. of Brussels, Belgium
James W. Prescott, Natl. Inst. of Child Health and Human Dev.
Harold J. Quigley, Leader, Ethical Humanist Society of Chicago
Howard Radest, Prof of Philosophy, Ramapo College
John Herman Randall, Jr., Prof Emeritus, Columbia Univ.
Oliver L. Reiser, Prof Emeritus, Univ. of Pittsburgh
Robert G. Risk, Pres., Leadville Corp.
Lord Ritchie-Calder, formerly Univ. of Edinburgh, Scotland
B. T. Rocca, Jr., Consultant, Intl. Trade and Commodities
Andrei D. Sakharov, Academy of Sciences, Moscow, U.S.S.R.
Sidney H. Scheuer, Chm., Natl. Comm. fOr an Effective Congress
Herbert W. Schneider, Prof Emeritus, Claremont Grad. School
Clinton Lee Scott, Universalist Minister, St. Petersburgh, Fla.
Roy Wood Sellars, Prof Emeritus, Univ. of Michigan
A. B. Shah, Pres., Indian Secular Society
B. F. Skinner, Prof of Psychology, Harvard Univ.
Kenneth J. Smith, Leader, Philadelphia Ethical Society
Matthew Ies Spetter, Chm., Dept. Ethics, Ethical Culture Schools
Mark Starr, Chm., Esperanto Info. Center
Svetozar Stojanovic, Prof Philosophy, Univ. Belgrade, Yugoslavia
Harold Taylor, Project Director. World University Student Project
V. T. Thayer, author
Herbert A. Tonne, Ed. Board, Journal of Business Education

Jack Tourin, Pres., American Ethical Union
E. C. Vanderlaan, lecturer
J. P. van Praag, Chm., Intl. Humanist and Ethical Union, Utrecht
Maurice B. Visscher, M.D., Prof Emeritus, Univ. of Minnesota
Goodwin Watson, Assn. Coordinator, Union Graduate School
Gerald Wendt, author
Henry N. Wieman, Prof Emeritus, Univ. of Chicago
Sherwin Wine, Rabbi, Soc. for Humanistic Judaism
Edwin H. Wilson, Ex. Dir. Emeritus, American Humanist Assn.
Bertram D. Wolfe, Hoover Institution
Alexander S. Yesenin-Volpin, mathematician
Marvin Zimmerman, Prof of Philosophy, State Univ. NY at Bflo.
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The PARENTS WHO CARE group contends that the following

extracts from the text of the Humanist Manifesto II form the

basis of the educational philosophy of the Montgomery County

Public Schools system:.

"As in 1933, humanists still believe that
traditional theism, especially faith in the
prayer-hearing God, assumed to love and care
for persons, to hear and understand their
prayers, and to be able to do something
about them, is an unproved and outmoded faith
...humanism offers an alternative that can
serve present-day needs and guide humankind
toward the future."

"The next century can be and should be the
humanistic century...Traditional moral codes
and newer irrational cults both fail to meet
the pressing needs of today and tomorrow...
Only a shared world and global measures will
suffice. A humanist outlook will tap the
creativity of each human being and provide
the vision and courage for us to work
together."

"Humanism is an ethical process through
which we all can move, above and beyond
the divisive particulars, heroic person-
alities, dogmatic creeds, and ritual customs
of past religions or their mere negation.
We affirm a set of common principles that
can serve as a basis for united action --
positive principles relevant to the present
human condition. They are a design for a
secular society on a planetary scale."

"We believe...that traditional dogmatic
or authoritarian religions that place
revelation, God, ritual, or creed above
human needs and experience do a disservice
to the human species. Any account of nature
should pass the tests of scientific evidence;
in our judgment, the dogmas and myths of
traditional religions do not do so..4s
non-theists, we begin with humans not God,
nature not deity...Traditional religions
often offer solace to humans, but, as often,
they inhibit humans from helping themselves
or experiencing their full potentialities...
No deity will save us; we must save ourselves."
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"Promises of immortal salvation or fear of
eternal damnation are both illusory and
harmful. They distract humans from present
concerns, from self-actualization, and from
rectifying social injustices...There is no
credible evidence that life survives the
death of the body."

"We affirm that moral values derive their
source from human experience. Ethics is
autonomous and situational, needing no
theological or ideological sanction...
We strive for the good life, here and now.*

"The preciousness and dignity of the
individual person is a central humanist
value. Individuals should be encouraged
to realize their own creative talents and
desires. We reject all religious, ideo-
logical, or moral codes that denigrate the
individual, suppress freedom, dull intellect,
dehumanize personality."

"In the area of sexuality, we believe that
intolerant attitudes, often cultivated by
.orthodox religions and puritanical cultures,
unduly repress sexual conduct.' The right to
birth control, abortion, and divorce should
be recognized..:,,Short of harming others or
compelling them to do likewise, individuals
should be permitted to express their sexual
proclivities and pursue their life-styles as
they desire."

"To enhance freedom and dignity the individual
must experience a fulkrange of civil liberties
in all societies ZTncluding7 a recognition of
an individual's right to die with dignity,
euthanasia, and the right to suicide."

"We deplore the division of humankind on
nationalistic grounds. We have reached a
turning point in human history where the
best option is to transcend the limits of
national sovereignty and to move toward the
building of a world community in which all
sectors of the human family can participate.
Thus we look to the development of a system
of world law and a world order based upon
transnational federal government."



81.

"At the present juncture of history,
commitment to all humankind is the highest
commitment of which we are capable; it
transcends the narrow allegiances of church,
state, party, class, or race in moving toward
a wider vision of human potentiality. What
more daring a goal for humankind than for
each person to become, in ideal as well as
practice, a citizen of a world community."

The PARENTS WHO CARE group would not, of course, expect

the Montgomery County school officials to admit that their

teaching methods and materials were based on the religion of

Secular Humanism. They have, in fact, denied it (see above,

p. 5). However, we feel that this denial must be discounted

by the statement made on May 31, 1973, by the then President

of the Montgomery County Board of Education, Dr. John S. Aird,

when he said: (Volume V, p, 776; also see above, p. 4)

...the prevailing values of society in many of
the areas which Parents Who Care are contesting teachings
are in the domain of the secular that has a part of the
intellectual heritage of the western world. They are a
necessary part of the equipment of a modern education,
and people whose own unique patterns are in conflict
therewith have to develop their own accommodations to
reinforce their beliefs and simply reject the things
that are presented in accordance with the majority
will in the classrooms."

Even with this, however, Dr. Aird dutifully ended up by denying

that secular Humanism was being taught as a religion as such.

And as we pointed out, he conveniently "fell back on a semantic

dodge."

Let us examine for the moment what the nation's leading

teachers' political lobby and labor union, the National Education

Association, has to say about Humanism. The following memorandum



appeared as Appendix C on page 75 of the February 1975 NEA

Inquiry Report on the textbook conflict in Kanawha County,

West Virginia:

"TO : Kanawha County Inquiry Panel Lz-c'f. the NEA7

FROM: NEA Office of General Council

"You have asked for our opinion of a position advanced by
several individuals who oppose the use of the textbooks
adopted by the Kanawha County Board of Education. Their
argument runs as follows: (a) the teaching of the doctrines
of a particular religion in the public schools is uncon-
stitutional; (b) Secular Humanism is a religion; therefore,
(c) the use of textbooks which teach Secular Humanism is
unconstitutional. While this argument is legally sound,
it does not apply to the situation in Kanawha County.

"It is well settled that the Establishment Clause of the
First Amendment prohibits public school officials from
acting in any substantive way that would serve to 'aid
one religion, all religions, or prefer one religion over
another.' School District of Abington Township v.
Schempp, 374 U.S. 203, 216, 83 S. Ct. 1560, 1568 (1963),
citing Everson v. Board of Education, 330 U.S. 1, 15,
67 S.Ct. 504, 511 (1947). An attempt to indoctrinate
children in the beliefs of a particular religion through
the use of textbooks which taught those beliefs would
contravene the First Amendment.

"The second point of this argument is also correct: the
Supreme Court has twice, In footnotes, referred to a
religion known as 'Secular Humanism". Torcaso v. Watkins,
367 U.S. 488, 495 n.11, 81 S.Ct. 1680, 1684 n.11 (1961)
and Welsh v. U.S., 398 U.S. 333, 357 n.8, 90 S.Ct. 1792,
1805 n.6 (1970)(concurring opinion).

"The crucial question remains whether the textbooks in
controversy do in fact teach the religion of Secular
Humanism. It has been asserted that some of the
textbooks adopt a 'humanistic' approach to education and
thereby evidence a religious purpose. One need be neither
a legal nor a religious scholar, however, to appreciate
that humanistic education does not involve the teaching
of the tenets of a religion known as 'Secular Humanism".
We see no evidence in the textbooks of an attempt to
proselytize students in any way. A similarity between
the names of an educational philosophy and a religion
is certainly insufficient, standing alone, to render
unconstitutional the use of materials which might have
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"Accordingly, use of the textbooks does not violate
the Establishment Clause of the First Amendment. The
argument noted above fails when applied to the Kanawha
County situation, in the absence of a demonstrated
connection between humanistic education - assuming
that to be the orientation of the textbooks - and an
alleged attempt to indoctrinate students in the beliefs
of the religion of Secular Humanism."

The purpose of the above-quoted memorandum was, of course, to

point out -- according to NEA l s lawyers -- that the protesters

In Kanawha County did not establish a "demonstrated connection"

between humanistic education and Secular Humanism. It can be

inferred from the NEA that if such a connection had been establish-

ed or if there had been evidence of "an attempt to proselytize

students," the Kanawha County school officials would have been

guilty of violating the First Amendment of the Constitution.

The PARENTS WHO CARE group has some problems with the

wording and logic of the NBA General Council's memorandum.

For example, we think the NEA lawyers are engaging in a little

proselytizing of their own with the sentence that reads: "One

need be neither a legal nor a religious scholar, however, to

appreciate that humanistic education does not involve the

teaching of the tenets of a religion known as 'Secular Humanism.1"

We firmly believe that humanistic education does indeed involve

the teaching of the tenets of Secular Humanism, and thus we would

also reject the NEA General Council's "similarity between the

names" argument as a classic example of a semantic dodge by the

education establishment; the similarity of names is far from

coincidental.
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memorandum is a significant admission on the part of the National

Education Association that:

1. The teaching of a particular religion in the public schools

is unconstitutional,

2. Secular Humanism has been declared by the U.S. Supreme

Court to be a religion, and

3. An attempt to indoctrinate or proselytize students into

the beliefs of Secular Humanism through educational

materials, processes, or techniques would be a violation

on the part of a public school system of the Establish-

ment Clause of the First Amendment to the United States

Constitution.

Instruction 3..n Secular Humanism in Montgomery County public

schools is by subterfuge. For obvious legal reasons, teachers do

not stand in front of their classes and say, "Good morning, boys

and girls. Today I am going to teach you the religion of Secular

Humanism. I am going to tell you that God does not exist and that

it's alright for you to lie, chest, steal, and have sexual relations

with whomever and however you wish -- Provided, of course, the

circumstances warrant these things. Also, Ws okay for you to

abort yourselves when pregnant, commit suicide, and murder old

people who have outlived their usefulness. One final thing,

forget our Constitution and our national form of government; we

shall be striving for world government." Sounds ridiculous. Right?

But the teachers accomplish the same things in a more subtle

presentation of concepts. Under the guise of values clarification
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and conceptual studies, the options of the tenets of Humanism are

added to the value systems of the students, and a competitive

struggle Is introduced in the mind of each child to measure the

Humanist concepts against his moral and ethical heritage, the

teachings of his home and church -- essentially, in our society,

the Judeo-Christian ethic, which is based largely upon the

Ten Commandments, as listed below:

1. I am the Lord thy God; thou shalt not have
strange gods before Me.

2, Thou shalt not take the name of the Lord
thy God in vain.

3. Remember thou keep holy the Lord's day.

4. Honor thy father and thy mother.

5. Thou shalt not kill.

6. Thou shalt not commit adultery.

7. Thou shalt not steal.

8. Thou shalt not bear false witness against
thy neighbor.

9. Thou shalt not covet thy neighbor's wife.

10. Thou shalt not covet thy neighbor's goods.

Typical of the Montgomery County school system support of the

Humanistic reliance on situational ethics was the response cited

on pages 10 and 11 above by Superintendent Elseroad when he was

asked to indicate whether teachers were compelled to state that

stealing was wrong. Dr. Elseroad hedged and said that "extenuating

circumstances" would make the answer "a little less simplistic than

we would like it to be sometimes." He then professed ignorance to

the meaning of the term "situation ethics." This is Secular
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Humanistic religious instruction, pure and simple.

And as we have stated above, classroom instruction in Mont-

gomery County schools is replete with open-ended, non-judgmental

consideration of social, moral, and legal situations. It is

backed up with such films as "The Bike," "Shoplifting," and

"The Purse." No absolutes of "right" or "wrong" are taught;

the students are allegedly given "all the facts" and then asked

to make their "own* decisions. As we have testified, the

Humanistic gams "Who Shall Survive" cropped up in any number of

places in the Montgomery County classrooms. This is an exercise

in which members among a given group of persons must be killed

off for the common good of the group; a classic example of

Secular Humanistic situation ethics. Also, a contravention of

the Fifth Commandment: "Thou shalt not kill."

Important examples of social studies which are particularly

faithful to the Humanist line in Montgomery County schools are

Brandwein's Concspts and Values (Petitioner's Exhibit No. 134),

Shortens Role Playing for Social Values (Petitioner's Exhibit

No. 30), Taba's Social Studies (Petitioner's Exhibit No. 150),

and Bruner's Man: A Course of Study (MACOS) (Petioner's Exhibit

No. 32, 33, 34, 35, and 36). In our June 6, 1972 presentation

before the Montgomery County Board of Education, the PARENTS WHO

CARE group asked for the removal of all four of these series.

In Man: A Course of Study alone, 10-year-old elementary

school children are introduced to the concepts of evolution,

euthanasia, cannibalism, desertion, horror, immorality, lewdity,

nudity, polygamy, revenge, savagery, adultery, wife-swapping,
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female infanticide, and bestiality (human sex relations with

animals). The MACOS booklet entitled "The Many Lives of

Kiviok" deals with such things as skinning humans, picking and

eating their brains, and the amorous exploits of Kiviok, a

Netsilik Eskimo with many lives and wives. A quotation from

"The Many Lives of Kiviok" follows:

"Kiviok was lonely in his old village. His old parents
were dead, and one of his wives had taken another husband.
So before long he set out again. Soon he came to a house
where a mother and her daughter lived. They were big and
strong, for they were wolves in human form. Kiviok stayed
with them and taught them to hunt the caribou. The daughter
could run fast and she brought down many caribou. So Kiviok
took her to wife and lived with her.
"As time went on, the old woman grew angry, for she wanted
a husband. She envied her daughter more and more until one
day when Viviok was out hunting caribou, she killed her.
She pulled the young smooth skin from the daughter's face
and hands, and with it she covered her own face and hands."

As indicated on pages 49-52 above, the Director of Curriculum of

the Montgomery County school system was unable to respond to the

question as to whether the educational materials in the system

contain the American attitudes, legal or otherwise, toward such

concepts as murder, senilicide, infanticide and euthanasia as

presented in MACOS. The tragic part of this, of course, is that

5th graders are being indoctrinated in these concepts for the

first time in their lives and are thus formulating their value

systems on Humanistic dogma in direct conflict with the teachings

of their home and church.

Man: A Course of Study has received millions of dollars in

Federal Government financial support through National Science

Foundation funds, not only in development costs but for nation-
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wide marketing expenses as well. The course was designed by a

team of experimental psychologists under Jerome S. Bruner and

B.F. Skinner to mold children's social attitudes and beliefs

along lines that set them apart and alienate them from the beliefs

and moral values of their parents and local communities; B.F.

Skinner was a signer of the Humanist Manifesto II (see page 78

above).

MACOS is being protested in both the U.S. House of Repre-

sentatives and the Senate. The Congressional Record for April

6 and 9, 1975 carries detailed criticism of the curriculum.

According to the 1974-75 directory issued by the MACOS

distributor, Curriculum Development Associates, the contro-

versial social studies has been distributed in Maryland public

schools as follows:

Montgomery County
Anne Arundel County
Worcester County
Baltimore City
The 20 other counties

50 schools
11 schools
3 schools
1 school
0 schools

MAWS had been in 15 elementary schools in Prince Georges County

up until August 1974, but at that time the Board of Education

removed the curriculum. In the continental United States,

Montgomery County ranks second only to the Los Angeles School

District for the number of schools in which MAWS is taught

(L.A. has MACOS in 53 elementary schools). In the city of New

York, MACOS is in only 17 schools. This gives some Idea as to

how Montgomery County is the target center for the instruction

of Secular Humanism on the East Coast.
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In the area of sexuality, the Montgomery County school

authorities have -- without being asked to -- taken over the

role of parents in the instruction in this sensitive area of

the development of the child. The major accomplishment of this

so-called "mandated" sex education has been a breakdown in the

sexual inhibitions of our youth, a factor which has helped usher

in the new wave of immorality. With the intensification of sex

education courses has come a sharp rise in promiscuity, preg-

nancies, venereal diseases, and abortions. 	 And this has been

in keeping with the philosophy of the Montgomery County directors

of curriculum. Robert Schneider, the head of Montgomery County's

sex education curriculum, stated in a 1970 issue of the mElExLma

PTA Bulletin:

"Sex education is the study of human sexuality.
Its objective is mature and responsible expression
of sexuality, not, as some believe, reduction in
teenage sexual intercourse."

That statement is quite in keeping with the Humanist Manifesto II

argument:

"Short of harming others or compelling them to do
likewise, individuals should be permitted to express
their sexual proclivities and pursue their life-styles
as they desire."

In a Report to Parents in September 1969, Superintendent of

Schools Elseroad said: (Petitioner's Exhibit No. 1, Tab 4, p.72)

"Teaching about sex has always been, and should always
be, the prerogative of parents. We know that many
parents may be sincerely troubled about what they fear
is an effort by the schools to usurp their rightful
role in the moral upbringing of their children.

"So this brochure is addressed to them with the
confidence that when parents know the facts they will



- 90 -

understand how our public schools can help them
teach their children about themselves, their
society, and their family responsibilities."

The PARENTS WHO CARE reaction to Dr. Elseroad's Report to

Parents was given in our June 6, 1972 response statement as

(Petioner's Exhibit No. 1, Tabltpp. 72-73)

"When films in the English classes advocate petting
to climax and continuous masturbation, when 10th
graders are shown the bursting birth of a baby in
flaming technicolor, when 7th graders are shown the
surgical details involved in performing circumcision
on an enlarged adult male organ, when junior high
students are explained the glories of oral sex,
when the use of contraceptives and vacuum abortions
are pushed on junior and senior high students as
acceptable tools for today's modern teenager --
we the Parents Who Care wonder just how this helps
us to teach our children about themselves."

The incidents in the above paragraph were among the violations

of Maryland State Board of Education Bylaw 321:1 cited on

pages 62-64 above. We perceive in these violations and others

a trend in Montgomery County Public Schools toward a complete

blending of Focus Areas II and III into required curriculum.

Until the PARENTS WHO CARE group protested these violations, we

saw -- and still see 	 amove toward a Federally funded Title III

project currently in use in California. The project is known as

ES 002 172 as described in H.E.W. I s Pacesetters in Innovation 

(1969), the Federal Government's blUeprInt for changes in education.

Project No. ES 002 172, entitled "Developing and Implementing

14, Program That Provides A Basis For Social And Emotional Growth --

Grades K-8," is quoted below as it is described in the H.E.W.

publication:
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"Descriptors - Adolescents. Curriculum Development,
Emotional Development, Group Counseling, Grouping
(Instructional Purposes), Interdisciplinary Approach,
Outdoor Educationi Parent School Relationship,
Parent Workshops, Self Concept, Sex Education, Small
Group Instruction, Social Development.

"SEX EDUCATION WILL BE INTRODUCED INTO THE K-8
CURRICULUM FOR STUDENTS IN A RURAL AREA. EMPHASIS
WILL BE PLACED UPON PRESENTING INFORMATION ON HUMAN
SEXUALITY THROUGH AN INTERDISCIPLINARY APPROACH TO
ENHANCE THE PERSONAL AND SOCIAL ADJUSTMENT OF THE
PARTICIPATING CHILDREN. SEX INFORMATION WILL BE
SYSTEMATICALLY INTEGRATED INTO ACADEMIC SUBJECTS
IN THE REGULAR CURRICULUM. SPECIAL LEARNING
SITUATIONS WILL BE CONSTRUCTED TO FACILITATE
STUDENT DEVELOPMENT IN THE AREAS OF (1) ACHIEVE-
MENT OF SEXUAL IDENTITY, (2) SKILL IN THE SEX-
LINKED SOCIAL ROLES, AND (6) CAPACITY TO HAVE
MEANINGFUL RELATIONSHIPS WITH MEMBERS OF THE
OPPOSITE SEX. SOCIAL INTERACTION IN SMALL GROUP
SITUATIONS WILL BE STRESSED. ADULTS AND CHILDREN
IN GRADES K-5 WILL BE INVOLVED IN INTRINSICALLY
INTERESTING/PRODUCTIVE ACTIVITIES BOTH IN THE CLASS-
ROOM AND OUT OF DOORS. BOTH A MALE AND FEMALE ADULT
WILL BE PRESENT TO GUIDE THE ACTIVITIES OF THE GROUPS.
SMALL-GROUP COUNSELING WILL BE OFFERED TO SIXTH,
SEVENTH, AND EIGHTH GRADE STUDENTS. STUDENT GROUPINGS
WILL BE PREDOMINANTLY UNISEXUAL, SO THAT CHILDREN WILL
BE ABLE TO DISCUSS MANY OF THE PROBLEMS WHICH ARE OF
CONCERN TO THE PREADOTRSCENT. A COMMITTEE OF PARENTS
WILL BE FORMED TO WORK JOINTLY WITH A COMMITTEE OF
TEACHERS AND CONSULTANTS TO DEVELOP THE CURRICULUM.
APPROXIMATELY .698 STUDENTS, GRADES K-12, WILL BE
SERVED. FOR FURTHER INFORMATION, CONTACT DONALD J.
DICKINSON, DISTRICT SUPERINTENDENT, TRINIDAD UNION
SCHOOL DISTRICT, POST OFFICE BOX 87, TRINIDAD,
CALIFORNIA 95570. (707) 677-3631. (DC)"

The above-quoted project is provided to demonstrate to the Hearing

Examiner and to the Maryland State Board of Education the kind of

programs that are moving into innovative school systems in the

United States. We are convinced that Montgomery County has been

selected by the Federal and State social planners to implement

that kind of program and we go on record in strong opposition tip

it. Project No. ES 002 172 appears on pages 474-5 of Pacesetters 
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in innovation.

To close off the PARENTS WHO CARE charge that the Montgomery

County Public Schools system is instructing in the tenets of

Secular Humanism, we should like to present two examples of

criticism from other quarters of the commUnity. The first is

from a December 1974 report of the Media Center Subcommittee of

the Montgomery County Federation of Teachers on the theft of

books from Montgomery County Senior high school libraries. The

report states.

"The simple fact of the matter is that some, if not all
of the Senior High Schools in MCPS approach and/or -
exceed a 10% or more annual book loss...It would seem
that this problem would be of vital concern to the
community: from tax dollars not effectively used, from
an educational system which does not do the best possible
job of preparing its students for higher education by
having effective libraries but also from inaction by
the MCPS on the moral issue of theft. Certainly this
one issue could be used by local clergymen in sermons
as a factor in a morality-Watergate-moral decay of
the culture. Most of the tax paying businessmen in
the community would see a distinct correlation
between inaction on the theft problem in a local
high school and in their immense theft-prosecution-
security situation.

"When questioned about efforts toward the solution
of the above, the Montgomery County Public Schools:

1. does nothing, says nothing can be done,
2. discourages individuals in the system from

collection of information and trying
innovative approaches or

3. says the community will have to express
concern and direction for remedial action.

"This committee recommends that the leadership of
various segments of the community (businessmen,
clergy, school board, PTA's and political figures)
be apprised of the situation."

This was a most significant charge from a teachers' union that

the Montgomery County public schools are not teaching the students



that stealing is wrong, that it Is illegal.

The second example of criticism from the community about

the failure of the Montgomery County public schools comes from

the Montgomery County Chief of Police, Colonel Kenneth W.

Watkins. In an article which appeared in the June 23, 1975

edition of The Washington Star, Colonel Watkins indicated that

the Montgomery County public school system has contributed to a

disrespect for authority and the rights of others, a factor which

leads to criminal behavior. Watkins was quoted as saying:

"The educational institutions have reinforced
the dissonance in the family unit. Neglecting
their responsibilities to teach the academic
skills and perpetuate the culture of the
community, they have set themselves up as the
agents of social Change and have sought to
indoctrinate students into a new social order.

"In all institutions, there has continued to
creep in a degree of 'sophistication,' if you
will, of taking a look more critically at this,
asking 'Why do you do this?', saying 'Why is it
necessary?'

"I see educators questioning values. This has
had the effect of destroying some of the
'goodness' we have known."

This leads the PARENTS WHO CARE group to its final charge

against the Montgomery County Public Schools system. In its

open-ended, non-judgmental approach to legal matters, the

school system does not instruct the students that it is

illegal and wrong to lie, to cheat, to steal, to engage in

sexual relations with minortor with adults. PARENTS WHO CARE,

therefore, accuses the administration of the Montgomery County

Public Schools system, the Board of Education, and the

teaching staff of contributing to the delinquency of minors.
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To recapitulate, a succinct formal listing of the PARENTS

WHO CARE charges against the Montgomery County Public Schools

system is provided below:

1. That the methods of instruction and materials used by
the Montgomery County public schools are violations of
privacy of the student, of the family, and of the home
and, therefore, represent violations of our Constitutional
rights as protected by the Due Process Clause of the 14th
Amendment.

2. That the Montgomery County public schools are in violation
of Maryland State Board of Education Bylaw 321:1 relating
to "Focus Area One: Interpersonal Relationships," which
states, "Discussions shall encourage respect for personal
relationships within the pupil's family, and shall not
invade the privacy of the family."

3. That the Montgomery County public schools are in violation
of Maryland State Board of Education Bylaw 321:1 relating
to 'Focus Area Two: Physiological and Personality Changes"
and "Focus Area Three: Advanced i'hysiology and Psychology
of Human Sexual Behavior" in that such instruction and
materials, contrary to the Bylaw, are interspersed through-
out a wide range of curricula, both elective and required,
and are not identifiable so that we as parents can give
informed consent as to what our children learn and the
manner and time of how they shall be taught in these
highly sensitive subject areas.

4. That the Montgomery County public schools are employing
techniques in sensitivity training defined as: "group
meetings, large or small, to discuss publicly intimate and
personal matters, and opinions, values or beliefs, and/or,
to act out emotions and feelings toward one another in the
group, using the techniques of self-confession and mutual
criticism, group dynamics, and role playing"; that such
techniques are psychotherapeutic manipulation and are in
violation of a February 16, 1971 directive to all Montgom-
ery County principals on the subject "Sensitivity Training
and Other Group Psychotherapy Techniques."

5. That the Montgomery County public schools are providing
instruction based on the tenets of Secular Humanism as
most recently outlined in the 1973 Humanist Manifesto II
and are, therefore, in violation of our rights under the
First Amendment of the Constitution, under which the
principle of separation of church and state not only
prohibits the public schools from teaching a particular
religion, but also enjoins schools from interfering
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with the free exercise of religion. The Montgomery County
public schools are in violation of both counts: first, the
values and standards set forth in the methods of instruction
and materials are those of Secular Humanism, a religion with
legal recognition, and, secondly, these methods and materials
contradict Judeo-Christian morality and thus violate our
right to free exercise of religion.

6. That the Montgomery County public schools, by introducing
sensitive moral and legal issues for classroom discussion
and study and by providing immoral and illegal options to
students through an open-ended, non-judgmental approach to
those issues, are in violation of the goal as stated in the
Maryland State Board of Education Bylaw 321:1, to wit: that
the Family Life and Human Development instruction shall
build "an understanding of the rational and ethical basis
of moral values generally accepted in our society."

7. That the Montgomery County public schools, in failing to
instruct students that it is illegal and wrong to do such
things as lie, cheat, steal, and engage in sexual relations
with minors or with adults, but rather in presenting these
matters in the classroom setting with an open-ended, non-
judgmental approach, are contributing to the delinquency
of our minor children and other minor children in Montgom-
ery County.
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IV. Philosophy and Methodology

As indicated on page 4 above, the PARENTS WHO CARE group has

recognized basic changes over the past ten to fifteen years in the

philosophy and methodology of education in the country in general

and Montgomery County in particular. Our complaints are shared

with others and constitute the expression of a recognition of a

growing discontent among parents with some of the new techniques

and materials used in the schools, many of which are lacking in

evaluation as worthwhile educational tools.

Over the past decade, a centralized educational philosophy

has been formed, spurred on by U.S. Government financial assist-

_ ance, a philosophy that has been expounded by an elitist group

of "humanistic" educators and social engineers whose influence

has come to dominate the national and, therefore, the local scene

of education throughout the United States. The PARENTS WHO CARE

group is opposed to many of the new and unevaluated programs which

we believe not only invade the privacy of the child, but which

threaten the role of the family unit and the principles on which

our nation is based.

The Elementary and Secondary Education Act of 1965 opened the

door to Federal Government support for new concepts In the field of

education. The most important concept of the new re-education

is a concerted design to alter the attitudes, standards and values

of children toward a re-socialization which the educators have yet

to define much less justify. The schools have been drifting further

afield from the original concept that education should be the
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development of the basic skills

The noted educator Carl Rogers, while calling for change, has

difficulty defining it; in his article "Interpersonal Relations:

USA 2000" from the Journal of Behavioral Science, Issue No. 5,

1968, Rogers states:

"Can niag leave the static ways and static guidelines
which have dominated all of his history and adopt the
process ways, the continual changingness which must be
his if he is to survive?"

Dr. Paul Brandwein, another leading educator, tells us in

his article "School Systems of the Future" in Volume 77 of

The Instructor, May 1968, that a "new" school system would

transfer control of children from the parent to the state. On

page 43 of the article, he says, "Education must heal. If it

does not heal and make strong, it is not education." This same

viewpoint is reflected in Brandwein's Concepts and Values 

(Petitioner's Exhibit No. 134), Levels 3 and 4, Teachers'

Edition, page T-10, which states: "if the classroom does not

heal it has no teacher, only an instructor...For children do

not always choose their parents well, or their heredity, or

their environment, or their proper moment in history."

Re-education is also treated by Dr. John Goodlad, a continuing

consultant to the Montgomery County Public Schools system, in his

Report To The President's Commission On School Finance Issue #9

Educational Innovation, dated October 15, 1971. In the report,

Goodlad states that the majority of our youth still hold the same

values as their parents and that this pattern needs to be altered.

The report also states that the "use of conventional wisdom as a



basis for decision-making is a major impediment to educational

improvement." For educational improvement, the report recommends

"that the change agent is the decision-.maker about the innovation.

That is, it is assumed that he decides what the adopter will

change to." There is a concern expressed in the report about

willingness of the people to change: "people cannot be forced to

change until they are psychologically ready."

To make people psychologically ready for change, U.S. Govern-

ment grants have been given to universities for the training of

"change agents." In a recent grant (August 1973), the U.S.

Department of Health, Education and Welfare awarded 45,900,000

to 21 institutions to train 500 educational personnel to become

leaders of educational change and improvement; the program is

authorized under Part C of EPDA Act, Title V, of the Higher

Education Act of 1965. Under this grant, the State of Maryland

was to train 25 change agents. Six members from the Montgomery

County Public Schools system were sent to the University. of

Maryland to participate in this particular project. (See p.65 above)

Change agents play a most important role in Maryland education

as evidenced by a recent statement (March 1974) issued by the

Maryland State Teachers' Association in opposition to a proposed

Maryland State bill which called for more parental rights in

education and spedifically outlawed the use of change agents in

the public school system. As quoted in the March 22, 1974

Newsletter of the Prince George's County Educators' Association,

the MSTA statement indicated that if the proposed legislation

became law, curriculum would be placed in the hands of parents
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and schools would become "ineffective as change agents."

To illustrate the use of change agents for educational

purposes, we cite the University of Maryland Cultural Study

Center report of early 1974 outlining procedures for elimin-

ating racism in educational institutions. The report ,done by

W.E. Sedlacek, was highlighted in the University of Maryland

publication The Diamondback for February 22, 1974. The article

explained how a Situational Attitude Scale (SAS) was used on

students for measuring racial attitudes; it reported:

"By using data from the SAS, racial attitudes can be
better understood and It is then possible to design
approaches to deal with specific racial issues...The
report is an attempt at offering a way of bringing
about change and providing a way to measure the success
of the efforts of change agents. Change agents are
defined as people who actively look for methods of
bringing about social change, such as social scientists,
educators and administrators."

Sedlacek was quoted to say that "the model attempts to bring

people in a multi-racial and cultural environment through the

progressive tages of change without them being aware of it."

He said further that the use of the model considers all the

different viewpoints of the people involved and "attempts to

prepare them for actual changes in attitudes and a resultant

change in racist policies."

The University of Maryland paper did not reveal the correct

attitude toward race. How this is decided is not clear. What is

the attitude of the change agents toward race and should change

agents in our American free society be permitted to change the

attitudes of students toward race without the students being
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aware of it? If so, could not such chan ge agents also change

students' attitudes toward politics, morals, and religion

without their being aware of it?

For further information about change agent training, we

provide below a teachers' guide entitled On Being An Effective 

Change Agent by Joyce Badanes and Linda Foley. The guide is

used for student teachers training at the University of Maryland.

We draw special attention to the following materials listed in the

Change Agent Bibliography under ERIC: ED 054 604 - A Guide to 

Innovation in Education by R.G. Havelock; ED 056 345 - Humanism: 

The Counselor's Role as a Change Agent by Budzik and Anderson;

ED 154 513 - Emotional Arousal and Attitude Change During Simu-

lation Games; and ED 055 456 - Persuasion: The Theory and Practice 

of Manipulative Communication.

(On Being An Effective Change Agent follows)
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Basic Ccncents are;

1. ComLiunication lines are kept open through Immediacy of Feedback.

2. Data gathering is beet dots when you ask yourself the right Question*.

3. Data analysis is a thorough, objective continuous process.

4. 2ffecting change leana engaging in an on-going process of Data Gathering
and Data Analysis while 'keeping' communication lines open and feedback
as relevant and immediate as possible.

* Suggested questions are by no means exhaustive.
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WING Aa  a'ECTINS *WM AGM

I. Ability to 4,sk the Right Questions i.e Key Skill

A. Study System Theory (See attached bibliography)
1. As it applies to the Conmunity
2. As it applies to the School in general
3. As it applius to tha School's attitudinal set

II. Analyzing the Collected Data

A. An On-Going Process

B. Evaluate ALL data

C. Collect data from all available sources

D. Study data in terra of : (See attached)
1. Your goals as CRT
2. Assessed Need of School .
3. Compatiability of Goals
4. nodification of goals from Feedback
	 •

5. Ilathods to met Vesda

III. Preparation for Implementation

A. Build a Ilini-Support System
1. Identify members of the . faculty who are most amenable to

change and gain their support

B. Speak a language that can be Understood
1. List your skills and strengths
2. Write out what you are prepared to do , what services you

can offer, etc. in terms that will 41 understood
3. Distribute and discuss listings

IV. Implementation of Program In-Process

A. Set up Goals
1. Short Pangs*

At. WiarOUSIIS

2. Long Rang*
a. Workshops for teacher training

1. Plan and follow through
a4 Woods assessments
b. UOrkshop
c. Bvaluation
d. R.-plaa
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Proarams in Education and Other Fields *by Ronald G. Havelock

@ Best Sources

* ERIC files w be found in the idllowing places:

1 Dupont Circle, George Washington Univ. Library (Abstracts only)'
Arlington County Teachers Library and Council for Exceprioaral=laftle:

(End of On Being An Effective Change Agent)

The ERIC referred to in the above teachers' guide Is an

acronym for Educational Resources Information Center, which is

a Federally-funded operation in the U.S. Office of Education.

ERIC is a nationwide information network consisting of a central

staff within the U.S. Office of Education and 19 clearinghouses,

each of which focuses on a specific field of education. The

clearinghouses acquire, review, abstract, and index the documents

announced in Research in Education and disseminated through the

ERIC Document Reproduction Service. The clearinghouses also

prepare bibliographies and interpretive summaries of research.

ERIC urges educators to acquire Research in Education and the other

ERIC bulletins listed on the ERIC products list and use these

resources to search for desired information.

In short, ERIC is the centralized brain and clearinghouse for

the *new" educations It is one of the most influential Federal

.11
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Government propaganda machines for change agentry and other

unevaluated, Innovative educational programs infiltrating

schools throughout the United States. In addition to the

description of the innovative ERIC projects and programs

contained in HEW's publication Pacesetters In Innovation,

school system throughout the country -- including the Montgomery

County Public Schools system -- draw from the ERIC fountain of

information through special microfilm and card file stations in

public school Media Services Centers (central school libraries).

The intrusion of change agents and educators into the

students' personal feelings, attitudes and opinions is provoked

by the mandatory or compulsory aspect of Focus Area I "Inter-

personal Relationships" portion of the Family Life and Human

Development program (State Board of Education Bylaw 321:1), which

is interspersed throughout the entire curriculum K-12. Personal

data is gathered by various strategies such as self-revelatory

role-playing, sociodrama or by personal open-ended questionnaires

or questions, diaries, thought sheets, zig-zag lessons, logbooks

and autobiographies. What educators are trying to achieve with

interpersonal relationships and what they intend to do with the

data collected are two questions which thus far remain unanswered.

Going back to Dr, John Goodlad's Report to the President's 

Commission on Education Finance:

"The child of suburbia is likely to be a materialist and
somewhat of a hypocrite. He tends to be a striver in school,
a conformist, and above all a believer in being
polite, clean and tidy. He divides Humanity into the black
and the white, the Jew and the Christian, the rich and the
poor, the 'smart' and the 'dumb.' He is often conspicuously
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self-centered. In all these respects, the surburban
child patterns his attitudes after those of his parents.
If we do not alter this pattern, if we do not resocialize
ourselves to accept and plan for change, our society
may decay."

Dr. Elizabeth Wilson, curriculum mentor for the Montgomery

County Public Schools system, in her paper Notes on Response

and Responsibility in American Public Education" (Petitioner's

Exhibit No. 75) tells ust

"The art of man-making is, however, in its infancy.
Only hucksters and charlatans claim any expertise In the
technical knowledge required to relate educational means
and ends in any systematic fashion. There simply is no
tested body of knowledge upon which the would-be man-maker
can draw, whoever he is.

"Perhaps the creation of curriculum culture binders could
be helped by directing the attention of all students --
old and young alike -- to the study and practice of the
formative theories of man-making.

"We need to remember that very little is known about this
subject and less about how to practice it. There are,
however, pieces Which can be put together as the best
minds of the world begin to examine the teaching and
learning process and capabilities of man-making."

Dr. Wilson thus confirms the highly experimental status of

today's educational engineering for social change. Yet the

Montgomery County Public School system continues to go merrily

on its way manipulating the minds of our children.

The Behavioral Law Center, a project of the Institute for

Behavioral Research, Inc., Silver Spring, Maryland, in its paper

entitled, "Behavioral Law Center Background and Description,"

dated April 4, 1974, comments on the state of the art as follows:

"In the past two decades, the study of behavioral psychology
has emerged from the animal laboratory into the public school
classroom, the community recreation center, the home, and a
variety of other institutional and community settings. The
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systematic analysis of human action has had repercussions
throughout society. It has become increasingly clear that
behavior can be influenced by designing environments and
setting consequences directed toward achieving specific
goals. Our deepened understandings of human behavior has
both increased our ability to manage our own lives and
heightened our sensitivity to the possibility of being
manipulated without consent."

The public schools in the United States -- with the Montgom-

ery County system as one of the leading catalysts -- are delving

into areas beyond their charter. They are using students as human

guinea pigs in classroom experiments; they are attempting to take

over the total child. As an example, in the Montgomery County

Public Schools publication of April 26, 1975, entitled Project 

Developmental Continuity, it is stated that this HEW-financed

project for early childhood education "will emphasize the total

development of the child (physically, emotionally, intellectually,

and socially)."

The PARENTS WHO CARE group maintains that the Montgomery County

Public Schools system is conducting many experimental, unevaluated

programs without informed license from the community. Denials by

the school authorities of any wrong-doing or of unlicensed

activities only exacerbate the situation, a situation that may

ultimately have to be corrected in the courts and by State legis-

lation.
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V. Objections to Specific Materials 

The PARENTS WHO CARE group Is opposed to the continued use of

specified materials in the Montgomery County public schools. These

items are listed below and are identified by Petitioner's Exhibit

number as accepted into evidence and itemized in Volumes I, II, and

III. Generally, our objections to these materials fall within the

charges made by PARENTS WHO CARE against the Montgomery County

Public Schools system, as outlined in pages 62-93 above. These

charges, briefly, are:

-- Violations of privacy of the student, of the family,
and of the home and, therefore, violations of the
Due Process Clause of the 14th Amendment to the U.S.
Constitution

-- Violations of Maryland State Board of Education
Bylaw 321:1 - Focus Area One: Interpersonal Relation-
ships

-- Violations of Maryland State Board of Education
Bylaw 321:1 - Focus Area Two: Physiological and
Personality Changes and Focus Area Three: Advanced
Psysiology and Psychology of Human Sexual Behavior

-- Instruction and utilization of techniques classified as
sensitivity training, also known as brainwashing

-- Instruction based on the religion of Secular Humanism,
a practice in violation of the First Amendment of the
Constitution

-- Violation of the goal in Maryland State Board of
Education Bylaw 321:1 which states that the Family
Life and Human Development instruction shall build
"an understanding of the rational and ethical basis
of moral values generally accepted in our society."

-- Contribution to the delinquency of minors

The specific materials to which we object are:

PETITIONER'S	 NAME OF MATERIAL
EXHIBIT NUMBER 

2	 Social Studies Curriculum, K-3
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PETITIONER'S	 NAME  OF MATERIAL
EXHIBIT NUMBER 

	

3
	

Hilda Taba Social Studies

	

6	 Bulletin 233, Life Science and Human Devel-
opment, K-6

	

8	 Bulletin 245, Home Economics

	

10	 Home Economics - Grade 7

	

11	 Home Economics - Grade 9

	

12	 Home Economics - Grade 8

	

14	 Personal Awareness of Cultural Equality,
Eisel and Prigg

	

15	 Promise of America

	

18	 Relationships Curriculum

	

30	 Role Playing for Social Values, Shaftel

	

62	 - 36	 Man: A Course of Study (entire curriculum)

	

43	 Creative Writing, Upper Intermediate

	

48	 - 49	 Taba Social Studies curriculum (entire series)

	

52	 Family Life Education, Junior High School
Guide

	

53	 Health and Safety Education Course of Study,
Senior High School

	

58	 Drugs and Drug Abuse, K-6 (Revised 1971)

	

59	 Tentative Recommended Resources, Drugs and
Drug Abuse, Bulletin 241A

	

64	 Art Curriculum for Grades 7 and 8, Bulletin 250

	

68	 Resource List for Life Science and Human
Development, K-6, Bulletin 233A, December 1969

	

69	 Handbook of Structural Experiences for Human
Relations Training, Pfeiffer and Jones

	

78	 Teachers' Guide, 1st Grade - Investigating
Man's World
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PETITIONER'S	 NAME  OF MATERIAL
EXHIBIT NUMBER 

	

79	 Health, Teachers' Edition, Level 2

	

80	 Seeing Near and Far, Arnott

	

81	 Families and their Needs, Teachers' Edition

	

82	 Values Emu Teaching, Raths, Harmin and Simon

	

84	 Scope and Sequence, K-6

	

109	 Scope, Contact Series, Maturity, Growing Up
Strong

	

110	 Courage, A Scholastic Literature Anthology

	

120	 Voices in Literature, Languages and Composi-
tion

	

122	 Handbook for Choral Music, Bulletin 249

	

123	 Collection of Prose and Poetry on Family

	

124	 Scholastic Literature Unit, Teachers' Guide

	

127	 Choosing Your Goals

	

128	 Understanding Your Needs

	

130	 New Directions in English

	

161	 Teacher's Role in Social Science

	

162	 Social Science Lab Units - Teachers' Guide

	

136A-G	 Learning to Use Social Science - books 1 - 7

	

134A-F	 Brandwein's Concepts and Values

	

137	 Truth About Witchcraft

	

140	 Taba Social Studies, Grade 3, Communities
Around the World

	

142	 Sight Lines - Holt's Impact

143A-B	 Scope Series - Loyalties, Whose Side Are You On?
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PETITIONER'S	 NAME OF MATERIAL
EXHIBIT NUMBER 

144	 At Your Own Risk, Holt

145	 Learning About Our Families

146	 Family Student Log, Scholastic Literature

147	 Illustration Unit, Curriculum in Art

PARENTS WHO CARE comments on some of the above-listed mater-

ials are provided below:

Petitioner's Exhibit No. 2, Social Studies Curriculum, K-3,

shows on its cover the symbol of the religion of Secular Humanism,

a Leonardo Da Vinci sketch of Man. Da Vinci during the Renaissance

tried to show that man begins from himself and builds all the

answers from this base. See The Church At The End Of The Twentieth

Century by Francis A. Schaeffer. The cover of Exhibit No. 2 also

carries a sketch of a globe of the world which in conjunction with

the figure of Man symbolizes the Humanist world community, the

12th tenet of Humanist Manifesto II, "a system of world law and a

world order based upon transnational federal government. Exhibit

No. 2, on page 34, reinforces and supports the 3rd tenet of the

Humanist Manifesto, i.e., "moral values derive their source from

human experience. Ethics is autonomous and situational needing

no theological or ideological sanction. Ethics stems from human

need and interest." The following quotation is from page 34 of

Exhibit No. 2:

"What are the responsibilities of each member of a group?

"To revise and/or to refine his ideas as a result of
group discussion and planning.
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"To conform to the standards set by the group."

To deny singular self and to surrender the singular individual

to a group standard or collectivized individualism is placing

our children's own independence, autonomy and self-reliance at

risk.

In Petitioner's Exhibits Nos. 131, 132 and 133, the Social

Science Resource Book, SRA, we find similar forcing of a standard

sat by the group. The fourth grade teachers manual describes how

to isolate the "deviant" in the group. The "deviant" is that

child who does not abide by the decision of the group. The

"deviant" remains isolated by the group until he feels uncomfort-

able, at which time he is asked by the faciLitator or teacher to

reconsider his decision. Should he at this time change his position

and decide to conform to the decision of the group, he Is then

identified, according to the manual, as a "slider" and conse-

quently accepted by the group. He has, of course, responded to

group coercion or pressure.

In Petitioner Exhibit No. 69, Handbook of Structural Exper-

iences by Pfeiffer and Jones, another group technique is explained

for teachers, complete with diagram. In the technique, one circle

of students is surrounded by another circle of students for

observation and evaluation.

In Petitioner's Exhibit No. 18, Relationships Curriculum, on

page 44, the technique mentioned above is put to use: "Use eval-

uation device: Analysis of Individual Behavior in Groups. Giving

a group task. Have an inner circle of discussion participants
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and outer observation circle. Have each group evaluate the

groups' progress and compare results."

In Petitioner's Exhibit No. 8, Home Economics, on pages

143 and 144, is the test for students entitled "Analysis of

Individual Behavior in Groups." It is suggested in the guide

that the test be taken several times during the course of study

to compare results of a student's individual behavior in the

group.

The PARENTS WHO CARE group fears that the above-mentioned

exhibits and techniques threaten the autonomy and individuality

of our children. We reproduce below an article by Dr. Sigmund

Koch, Ph.D., which supports the PARENTS WHO CARE position. The

article is entitled, "The Image or Man Implicit in Encounter

Group Theory," as reprinted from the Journal of Humanistic 

Psychology, Fall 1971. Dr. Koch is Vice President for Academic

Affairs and University Professor, with appointments in psychology

and philosophy at Boston University. He was previously at the

University of Texas, and has also taught at Duke, University

College (London), and Clark. he was Director of the Ford Found-

ation's Program in the Humanities and the Arts, and is well known

for his work as Project Director and Editor of Psychology: A Study

of a Science (sponsored by the American Psychological Association).

He has been active in relating psychology to other disoiplines,

serving, for example, as President of the APA Divisions of Phil-

osophical Psychology and of Psychology and the Arts. Thus, his

critique of encounter group theory draws upon his extensive

involvement with the humanities as well as psychology. The article

follows:
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Reprinted from JOURNAL OF HUMANISTIC PSYCHOLOGY, Fall 1971, Vol. 11, No. 2

THE IMAGE OF MAN IMPLICIT IN
ENCOUNTER GROUP THEORY'

SIGMUND KOCH
Boston University

Many social critics have been concerned about the tendency of mod-
ern man—especially American man—to prize images, pictures, more
than the realities for which they "stand." Some fifteen years ago, I had
the melancholy accident of falling through a then prevailing picture of
psychology—one which contained some of the cant premises of what I
now think to be the bad metaphor of "psychological science." Like
most images, this one g_ot out of  phase with reality, and with its initial
intention, almost as soon as it was formed.

Scientific psychology was stipulated into life in the late nineteenth
century. That intensely optimistic age, understandably dazzled by the
apparent cognitive and technological fruits of the natural sciences,
decided to try out a hopeful new strategy: that of extending -the
methods of natural science to all human and social problems. At the
very beginning, there was some degree of realism about the magnitude
and difficulties of such a task. There was some degree of recognition
that the task would require ardent effort over historic time; that the
extensibility of natural science methods to human and social problems
is a matter of open hypothesis; that substantial readjustments of the
former to the requirements of the latter must be anticipated. But the
image had been created, and in almost no time at all the ever-autistic
character of man under challenge asserted itself. The hypothesis was
soon prejudged! The hope of a psychological science became indis-
tinguishable from the fact •of psychological science. The entire sub-
sequent history of psychology can be seen as a ritualistic endeavor to
emulate the forms of science in order to sustain the delusion that it
already is a science.

1 Requests for reprints should be addressed to Sigmund Koch. Ph. D., Academic
Vice President, Boston University, 147 Bay State Road, Boston, Massachusetts,
02215.
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As a result, the inability of anyone—whether psychologist or his
grateful lay victim—to fix the limits of the metaphor known as "psy-
chological science" has, in my opinion, been close to catastrophic
throughout the century. Strange things happen when image is seen
as factl Numbers are assigned to hundreds of millions of people in
the line of intelligence, personnel, or educational "measurement" with
little regard for their meaning and none for their effects on the dig-
nity, self-image, or practical fate of the victims. Vagrant guesses about
the importance of permissiveness, fondling, breastfeeding, social re-
inforcement, and the potentialities of teaching machines or compu-
terized instruction, are allowed to influence whole eras of parental
and educational practice. Dime-a-dozen -breakthroughs" are applied
wholesale to the "cure" of the mentally disturbed: exotic little inter-
ventions like partial destruction of the frontal lobes with an ice pick,
malarial, insulin, or electroshock. For the less refractory disorders, or
just for soul-expanding kicks, psychological "science" has available
its endless amiamentarium of "psychotherapies," most of them devised
with minimal concern for whether the presumably neurosis-free or
expanded person who emerges has not also been freed of large areas
of his personhood. 

But what is perhaps worse than any single symptom of psychological
science, as thus far given by history, is something more like an es-
sence: it is the demeaning image of man himself at the basis of its
presumably tough-minded conceptualization, an image which man-
kind cannot but accept and strive to emulate because of its association_ _ —
with the iconology of science. In its austere form, it depicts man as a
stimulus-response mechanism or, worse, a mere mathematical point
of intersection between stimulus and response processes, and steered
by socially "manipulated" rewards and punishments. According to
this form of the image, the laws of human and social "behavior" can
be derived from rigorous study of the variables controlling the rate
at which a hungry rat in a small, dark box presses a lever to obtain
tiny pellets of food. The more sophisticated and recent form of the
image holds man to be an information-processing  _entity_operating
on the principles of a binary digital computer  programmed to con-
form to pa),If cntena acting much like the rewards of the previous_	 _
case.
--Both of the "images of man" I have just sketched (and other slightly
varied ones) are products of the tradition of behaviorism, which for
fifty years has maintained hegemony, especially in this country. The
first of the images mentioned is representative of what might be called
explicit _behaviorism, while the second—which . is now beginning to
supplant older forms of behaviorism—might be called crypto-behav-
iorism. The behaviorisms are an especially pure assertion of man's
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reality-defiling propensities in that they achieve (brarbitrary stipula-
tion) the complete liquidation of psychology's subject matter: the
elimination, as legitimate or even meaningful objects of study, of
both experience and mind. Even the brain is proscribed, as unclean
and somehow fictive, by certain long-influential forms of behaviorism,
including Skinner's. The computerized version restores a brain in
some sort, but tidies it up by insisting that it be reduced wholly to
transistors, magnetic "cores" and miles of interstitial wire. I have given
much drab effort to the critique of behaviorism. My purpose in this
article is best served by resting the case with these few contumelious
remarks, which I hope will suffice as a background to the story I wish
to tell.

By the mid-fifties, an appreciable number of psychologists had
become restive over the behaviorisms and were searching for more
significant professional and human commitments. At about this time,
Abraham Maslow, who had long complained about the "means-cen--,.
teredness" and scientism of psychology and who was discovering ex-
istentialism, called for a "third force" in psychology. Fairly soon,
such a group—calling themselves "humanistic psychologists"—began
to emerge. Initially, it seemed a motley group with heterogeneous
interests.

By a process which no one has yet chronicled in a coherent way,
the interests of this group soon began to concentrate on various
forms of group therapy, a plethora of which was already available.
(Approaches to group therapy had been multiplying profusely ever
since the early efforts of people like Trigant Burrow and T. L. Moreno
in the twenties and ealiv thirties.) The pre-"humanist" tradition in
group therapy took its conceptual inspiration primarily from psycho-
analysis and various of the "depth" psychologies. By the mid-fifties,
however, a number of group approaches to therapy (or therapy-like
changes of individuals and groups), based on principles of "group
dynamics" and other non-depth psychological schemes, were in the
air. Drawing their ideas from these and other scattered sources (es- (
pecially, a variety of loose interpretations of existential philosophy,
but also client-centered therapy, psychodrama, sensitivity training,
dance therapy, Gestalt therapy, relaxation methods), the humanistic
psychologists began to experiment lushly and variously with an ever-
widening range of eclectic mixes.

Today the group movement has become the most visible manifesta-
tion of psychology on the American scene. Carl Rogers has said that
the encounter group may be the most important social invention of
the century. Within ps)choTogy, it has captured the interest of an
overwhelming majority of the students and investigators who wish
to maintain contact with a human subject matter. It is tremendously
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important that we assess its message, impact, meaning, "image of
man."

At the risk of displeasing many of you, I will give my assessment
right off by saying that the group movement is the most extreme
excursion thus far of man's talent for reducing, distorting, evading,
and vulgarizing his own reality. It is also the most poignant exercise
of that talent, for it seeks and promises to do the very reverse. It is
adept at the image-making maneuver of evading human reality in the
very process of seeking to discover and enhance it. It seeks to court
spontaneity and authenticity by artifice; to combat instrumentalism
instrumentally; to provide access to experience by reducing it to a
packaged commodity; to engineer autonomy by group pressure; to
liberate individuality by group shaping. Within the lexicon of its
concepts and methods, openness becomes transparency; love, caring,
and sharing become a barter of "reinforcements" or perhaps mutual
ego-titillation; aesthetic receptivity or immediacy becomes "sensory
awareness." It can provide only a grotesque simulacrum of every
noble quality it courts. It provides, in effect, a convenient psychic
whorehouse for the purchase of a gamut of well-advertised existential
"goodies": authenticity, freedom, wholeness, flexibility, community,
love, joy. One enters for such liberating consummations but inevitably
settles for psychic strip-tease.

Those are strong words, and it will certainly not be easy to make
them plausible to those of you who feel differently. There is no ques-
tion of proof in relation to such matters. It is a question of seeing,

of fidelity of perception of the human condition—and this kind of
question is as old as the history of man and will never be finally
resolved. But the history of the humanities has already given us many
differentiated, sensitive, ardent visions of the human condition. All of
us, I think, are capable of significantly sharing in, and even extending,
this non-counterfeit kind of vision—but that only comes the hard way,
the way that involves fear, trembling, loneliness, discipline, gallantry,
humor, and a loving if ironic sense of the dimension of human im-
perfectibility.

The autisms of those who want it the easy way have put them out of
touch with the differentiated content of the significant visions in man's
heritage; worse, they are out of contact with the intricate and delicately
contoured meanings of some of the best—as well as some of the
plainest—words in our language. They nevertheless use these words
incessantly, with the best of intentions but in debased, vulgarized,
schematic ways. For them, words like openness, honesty, awareness,
freedom, trust, growth, feeling, experience form a simplistic conceptual
abacus which they manipulate and apply in mechanical, repetitive, in-



- 112 -

KOCH	 113

cantatory fashion. To convince people who reside within this frame-
work of its impoverished character is like asking for a change of
sensibility.

I could start with a collection of horror stories about the grave
human crises, indeed tragedies, that have been precipitated by mem-
bership in one or another kind of "human-potential" group. I do not
think this rather horrifying evidence irrelevant, but it is not the main
basis of my concern. Group leader Shostrom, in an article (1969)
entitled "Group Therapy: Let the Buyer Beware" (one of the most
reasonable articles about the movement I have seen), presents a
roundup of representative suicides, breakdowns, and divorces pre-
cipitated by injudicious shopping. He proceeds to develop seven
guidelines for the floundering shopper in the form of specific "nos"
which should counter-indicate either joining, or remaining in, an
encounter group. These "nos" cut a very wide swath indeed, and call
for exceptional discriminative powers if not prescience (and om-
niscience to boot) on the part of the intending grouper. One of the
"nos," for instance—"Never join an encounter group on impulse"—
explains to the shopper that any "important crisis in your life. . .
deserves reflection" and enjoins him to be "doubly cautious" if "you
are sanely suspicious of your grasp on reality" (Shostrom, 1969, p. 38).
To apply such a rule effectively presupposes a remission of the con-
dition that invites its application. Were such a criterion met, I would
still doubt that the shopper, or even a committee consisting of his
mother, psychiatrist, and priest, could make this discrimination with
accuracy.

It is by now no secret that what concerns me about the group move-
ment far more deeply than its toll in human crises, of dramatic and
identifiable character, is the image of man it has  p_prveyed to man.
The centralliorrorof the history  of psychology is that distorted images
of human reality are soon accommodated by _the _reality which the
images distort. Perhaps more frightening than the failures consequent
upon participation in groups is the rich reported yield of "successes."
The_principal toll of the movement is in the reducing and simplifying
impact upon the personalities and sensibilities of those who emerge
from the group experience with an enthusiastic commitment to its
values.

Perhaps the best way for me to explicate this judgment is to present
a vignette of my impressions upon accidentally wandering into a na-
tional meeting of the American Association for Humanistic Psychology
in 1968. I had left psychology for Foundation work some four years
before and had not kept in touch with the dramatic strides of the
group movement. I included this vignette as a kind of impressionistic
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coda to my article (1969) on the general plight of psychological science
that was published in Psychology Today. My strategy will be to give
the substance of this vignette and then to enlarge the position by
replying to an official rebuttal of it (Haigh, 1969) by the President of
the Association for Humanistic Psychology that was also published in
Psychology Today. I quote selectively from the germane part of my
article:

I caught up with the "humanistic psychologists" last fall at the annual
American Psychological Association meeting in San Francisco. Here
scholarly exposition must give way to reportage 	 A bit of investiga-
tion established that these were members of the Association for
Humanistic Psychology, which , had been holding its own pre-convention
for two days. I learned further that the Association now has some 1,500
members and that there  are no professional requirements for membership.
The humanistic fervor of the group has been channeled into one activity,
variously designated as group therapy, T-group therapy 	

. . . With curiosity thus reinforced, I attended all the humanists'
activities that I could at the APA Convention proper [I had arrived at
the very end of the humanists' separate meeting.]. It was not easy because
every humanistic audience spilled over into the corridors, unlike the
sullen, spare audiences at the non-humanistic events.

By far the largest audience showed up at a symposium in which Paul
ri the originator of "nude-marathon group therapy," spoke and

showed a film. Reprints of a magazine report on Bindrim's "break-
through" were made available. Bindrim had wondered whether what he
calls a man's "tower of clothes" is not only a safeguard for privacy but a
self-imposed constraint to keep out people he fears. If so, a man who
disrobed physically might be better able to disrobe emotionally. The
modest Mr. Bindrim refuses to take sole credit for this hypothesis and
wishes to share it with Abraham Maslow. Dr. Maslow had speculated that
with nudity in groups, "people would go away more spontaneous, less
guarded, less defensive, not only -about the shape of their behinds, but
freer and more innocent about their minds as well."

Bindrim's methods, for the most part, are the standard devices of
group theory. He was enthusiastic at the symposium, however, about a
therapeutic intervention of his own inspired coinage that he calls "crotch-
eyeballing." The crotch, he notes, is the focus of many hang-ups. In
particular, three classes: (1) aftermath difficulties of toilet training; (2)
masturbation guilts; (3) stresses of adult sexuality. Why not blast all this
pathology at once! Thus two group members aid in (as Bindrim says) the
"spread-eagling" of a third member and the entire company is instructed
to stare unrelentingly and for a good long interval at the offending target
area. Each group member is given an opportunity to benefit from this
refreshing psychic boost. . . .

Admittedly, Bindrim's is only one of many approaches in group
therapy. But all these methods are based on one fundamental assumption:
that total psychic transparency—total self-exposure—has therapeutic and
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growth-releasing potential. More generally, they presuppose an ultimate
theory of man as socius: man as an undifferentiated and diffused region
in a social space inhabited concurrently by all other men thus diffused.
Every technique, manipulative gimmick. cherished and wielded by the lov-
able, shaggy workers in this field is selected for its efficacy for such an end.

This entire, far-flung "human potential" movement is a threat to
human dignity, It challenges any conception of the person that would
make life worth living, in a degree far in excess of behaviorism. . . . The
"human potential" movement obliterates the content and boundary of
the self by transporting it out of the organism—not merely to its periphery,
but right out into public social space. The force of behaviorism is merely
_to_legislate the inner  life out of existence for science, while allowing the
citizen to entertain the illusion, perhaps even the reality, of having one.
Even Skinner gallantly acknowledges a world of "private stimulation."

The "human potentialists" however, are saying in effect that a world
ofrivate stimulations is unhealthy. They generate a militant rhetoric of
anti-rigor and are derisive about the "up-tight," whether in scholarship or
life. But as fix-it men to the up-hung, they have a passion for the unending
collection and elaboration of group engineering methods. They have a
barrel of them for every type of hang-up. Have hope!

The moral and logic of the foregoing vignette are too obvious. "Hu-
manistic psychology" started as a revolt against . . . fifty years of reductive
behaviorism. In no time at all it achieved a conception of human nature
so gross as to make behaviorism seem a form of Victorian sentimentality—
which perhaps it was. We have come farther than full circle [Koch, 1969,
pp. 67-68].

Note that this brief characterization—which I introduced in my
Psychology Today paper by calling it "reportage" rather than
"scholarly exposition"—uses a strategy that verges on caricature. But
let there be no mistake about what "caricature," when responsibly
practiced, is: it seeks to reveal essential characters of its subject by
selection and even exaggeration; it is not a literal mode, indeed it
seeks to be in some sense more "true." more revealing, than literal
representation. The president of the Association for Humanistic
Psychology, Dr. Gerard Haigh, was quite understandably prevented by
his framewca—f-rTm perceiving the meaning of my caricature. In his
courteous letter of defense, his strategy is to treat it as literal analysis
and then rebut certain of the thus misconstrued literal details. He
attributes to me three assumptions that I make about the beliefs of
the human potentialists, and sees in each "a profound distortion." His
misconstruals and arguments provide a revealing context for further
analysis of the group movement.

Dr. Haigh states that my "first assumption is that humanistic
psychologists value total self-exposure for its therapeutic and growth-
releasing potential." He "strongly disagrees with such an absolute
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• valuing of openness." He gives the example of a leader, who finds
"anger toward another participant welling up within" himself. The
extent to which this emotion is expressed will depend upon (a) the
intensity with which" it is being experienced, (b) the leader's "per-
sonal defenses with regard to such expression," (c) his "concern about
the capacity of the other to receive [his] anger," and (d) his "awareness
of where the group is in terms of its values and its readiness for effec-
tive encounter... . There is no consensus among us as to the absolute
value of self-exposure" (Haigh, 1969, p. 4)._

The issues involved here are indeed fundamental. That there is in
the group movement no explicit consensus as to the absolute value of
self-exposure, I am fully willing to acknowledge. But in my brief pas-
,..sage, I was certainly not attempting a summary of the mountains oi
prose generated by groupers about their rationale and practice. As I
read that literature, I occasionally run into isolated, en passant
warnings about "over-exposure," But very seldom. What I do run into,
however, on almost every page are recommendations, advertisements,
celebrations, hymns about the cosmic values of openness, disclosure,
exposure, honesty, directness, "letting oneself be known," transparency,

. etc. The force of most of the theoretical rhetoric, of virtually all of the
group-engineering devices, of the experience-protocols of group leaders
and members, creates an inescapable conclusion that belief in the
growth-releasing potential of self-exposure is a dominant and per-

• vasive premise of the movement. "Self-exposure" functions very much
like a therapeutic absolute in the work of the movement.

A recent article by Carl Rogers (1969), which seeks to focus on
"certain threads that weave in and out" of "the rich, wild, new tapes-
try that is the intensive group experience" is an impressive case in
point. The threads which he singles out and presents in the rough
order of their emergence within the rich, wild tapestry of a group's
life (e.g., Milling Around, Resistance, Recalled Feelings, Lashing Out,
Revealing Self) make it quite clear that in the mind of the thread-
unraveler the group process is seen as a kind of Pilgrim's Progress
towards the stripping of self. Many of the other "threads" identified
by Rogers either have the character of basic changes which are conse-
quent upon the process of psychic stripping (e.g., Cracking Masks,
Basic Encounter, Positive Closeness), or facilitate the stripping_per--
formance (Here-and-Now Trust, Feedback).

I find this same iterative and echolalic concentration upon self-dis-
closure as the hub, nub, pivot and growth-releasing agency of the
group process in the writings of other leading encounter theorists
such as Frederick Stoller, Jack Gibb, or William Schutz—in fact, in
all accounts of encounter rationale, or method, that have come my
way. Indeed—if one disregards terminological embroidery and differ-
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ential turgity—most accounts of the therapeutic rationale turn out to
be remarkably uniform. Growth towards freedom, autonomy, authen-
ticity, spontaneity, expressiveness, flexibility, or realization is released
by self-disclosure in a group situation in which all of the atmospheric
variables militate towards mutual self-definition and the "direct" ex-
pression of response (whether hostile, loving or other) by all members
to any given member in process of disclosing. When theoretical
analysis is attempted, it is customary to point to the joint interplay
(If reinforcement and feedback in shaping each individual's movement
through the group experience. Such variables may be supplemented,
in some accounts, by postulating natural healing tendencies which are
liberated in individuals by the group process. That is about the size
of the rationale, whatever the yardage in which it is conveyed.

Some idea of the fruits of facilitating these growth-releasing dy-
namics may be derived from Rogers' description of that one of his
tapestry-threads called "Cracking Masks":

In time, the group finds it unbearable that any member should live
behind a mask or a front. Polite words, intellectual understanding of each
other and of relationships, the smooth coin of tact and cover-up--amply
satisfactory for interactions outside—are just not good enough... . Gently
at times, almost savagely at others, the group demands that the individual
be himself, that his current feelings not be hidden and that he remove the
mask of ordinary social intercourse. In one group there was a highly
intelligent and quite academic man who had been rather perceptive in
his understanding of others but who had revealed himself not at all. The
attitude of the group was finally expressed sharply by one member when
he said, Come out from behind the lectern, Doc. Stop giving us speeches.
Take °flour dark glasses—we want to know YOU [Rogers, 1969, p. 31].

Rogers reports that this man looked on the verge of tears during the
lunch hour. Then triumphantly: "When the group reconvened the
members sensed this and treated him most gently, enabling him to
tell us his own tragic personal story, which accounted for his aloofness
and his intellectual and academic approach to life."

Is it too much to hope that some may see something frightening
going on here? Is not the group a bit lecherous in its pursuit of its
payoff? Is it not possible that this "perceptive" and contained man
was pressured into relinquishing something gallant and proud in his
makeup? Is it not conceivable that even if disclosure had made him
feel somewhat better, he had become somewhat less? Cracking masks,
in Rogers' sense, could be therapy. But it could be brainwashing.

Some profound questions are raised by this example (incidentally,
an innocuous one in comparison to many in the group movement
literature). Are all so-called "facades" phony and psychically crippling
accretions? Are all surface-traits facades? If there is a distinction be-
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tween a surface-trait and a facade, who is to make it? Is every individual
or reference group equally competent to do so relative to a given
case? Who is qualified to tell Proust to get rid of his fur coat and his
hypochondria; Eliot to ditch his reserve; Mann his rather bourgeois
surface rigidities; Gide his exhibitionistically asserted homosexuality;
joysehj. r_p_ er_p_ j_j_t_yip_r:occasional fugues of high living; Dylan Thomas
his alcoholism arid arrogant scrounging? Is the  "facilitator,"  "change-
agent," "therapist" to be the chap who _shouted, "Come_ out from
-behind the lectern, Doc?" Is it to be Carl Rogers?

But there are deeper problems here. The concept of transparency,

as applied by our promoters of human potential, serves grotesquely
to mask certain of the most pervasive and potent conditions constitu-
tive of value. Total transparency is constitutive only of nullity, and
human beings in process of approximating or sustaining transparency
are among the most boring phenomena in creation. We all have run
into those bores who want to apprise you of the entire content of
their souls, not to mention the consistency of their feces and their
taste in deodorants, within five minutes of having met them. We
usually feel guilty over such boredom, for we know that they are sick.
Or again, what could be more boring, and even sordid and life-deny-
ing, than a spouse, lover or friend who wishes to pass half of each day
in salubrious examination of "our" relationship? But the point I am
trying to get at is far more subtle and important than such illustra-
tions convey.

We often talk about prizing "depth" rather than "transparency" in
people and their artifacts, and elsewhere. But "depth," too, is a rather
coarse-grained and unilluminating concept, as generally used. A little
reflection will show that what we tend to prize maximally in our per-
ception of people, or of art, or the natural world, is a special, dif-
ficult-to-specify relationship between surface-qualities and interior or
depth-qualities. Really a class of such relationships, for there can be
all kinds of complementarities, interactions, stresses, distances, degrees
of clarity or of ambiguity in the surface-to-interior relations. What-
ever the ultimate analysis of such matters, we are so constituted per-
ceptually and affectively as to derive intense and differentiated value
from carriers of such relationships. To take a simple perceptual
example, most of us differentially value a color which somehow
mysteriously emerges from the depths of an exquisite gem (say a fine
turmaline) as against a color of similar spectral properties in the form
of a pigmented surface patch. In every form of art what we maximally
respond to—when we respond competently—is a set of special and
complex relationships between surface and interior properties. The
much prized "ambiguity" that has been a dominant (but inadequately
explicated) aesthetic canon over much of the century probably points
to a particular subset of such relations.
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Until recently, most of us recognized such qualities of human beings
as the charm of certain forms of reticence; the grace of certain kinds
of containedness (which need not mean stiffness or rigidity but which
can be definitive of dignity); the communicative richness of certain
forms of understatement, allusiveness, implicativeness; the fetching
quality of that kind of modesty which is the outward form of the
capacity to prize personhood and to love directionally rather than
diffusely. Some of us even used to be charmed by the kind of "open-
ness" which is not transparency (a quality which renders even glass
only utilitarian) nor yet hearty and robust explicitness (which is
superficial) but, rather, a capacity to focus sensitively, precisely, and
even vulnerably upon value-laden human and natural objects, and
an analogous gift for allowing the self to emerge into focus, without
surrender of dignity or modesty, for valued others.

The encounter groupers I know have a great propensity for saying
"that is precisely what we mean" when I attempt such baroque
specifications of the ineffable. They will never convince me—for
everything they do with groups can only obfuscate, belie, and ulti-
mately destroy such distinctions. In this endeavor, they can count on
plenty of support from other agencies in our culture.

This easy traffic, on the part of encounter groups, in words and
claims which cannot possibly be rendered consistent with their actual
practice is illustrated by Dr. Haigh in the very passage which initiated
this discussion. To prove that he (and presumably other groupers)
would not espouse an "absolute valuing of openness," he details a
hypothetical complex of considerations that a group leader would
bring to bear on the expression of anger towards a participant. You
will recall that the extent to which such an emotion is expressed, in
his example, will depend upon such matters as its intensity, the
leader's "personal defenses," his "concern about the capacity of the
other to receive" this anger, and his "awareness of where the group is
in terms of its values and its readiness for effective encounter." These
are fine words! But they do not help. Such an assemblage of con-
straints upon a single decision (and of a sort that must be made by a
leader at every moment in the life of a group) calls for so exquisite a
"weighting" of transitory and subtle circumstances as to place the
qualifications for responsible group leadership beyond mortal attain-
ment. Yet, unless these be met, every encounter group must involve
grave human risk.

The second misconstrual of which Dr. Haigh finds me guilty runs,
in part, as follows:

The second assumption [you make] is that the humanistic model of
man is one in which the basic unit• is not the individual but the group.
Again I strongly disagree [Haigh. 1969, p. 4].
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Dr. Haigh proceeds to elaborate on this theme for some sentences, but
they are irrelevant. For his first sentence is an utter misreading of my
words, this time at quite a literal level.

In the brief passage to which his criticism has reference, I had
characterized the "human potentialists" as holding a theory of "man
as socius." Dr. Haigh, I fear, misunderstood the meaning of socius, a
dictionary definition of which is "the individual human organism or
person regarded as a participant in social relationships." In the few
sentences which developed this contention, I was clearly not maintain-
ing that the encounter movement does not grant ontological legitimacy
to the individual or that it espouses some form of a Group Mind
position. I was trying to convey that the pursuit of "openness" via
self-revelation before an adventitiously assembled group of strangers
centers the process of individual self-definition much too heavily upon
group response. What is implicit here is a simplistic and crass "solu-
tion" to the immensely complex and delicate question of the relation
of man and society, one which (despite all loving intentions to the
contrary) assigns as much weight to the social shaping of the individual
as do the most rigid theories of social determinism. I suspect, further,
that lurking under all this is a deep misconstrual of the concept of
democracy—a perversion of it which is widespread in the culture
at large. This is the sense of the democratic process as an egalitarian
merging of happy, well-met, mutually voyeuring "people," rather than
a system of agreements guaranteeing maximal dispersion of social
control and minimal invasion upon both self-determination and
privacy.

The tendency of these cheerful humanists to engineer individuation
via "feelingful," "direct," and "honest" feedback has already been
ilustrated by Carl Rogers' (1969) description of the archetypal pro-
fessor who was savagely denuded of his lectern and then gently
restored to "health." As another example, I quote an instructive para-
graph from a recent exposition of "Marathon Group Therapy" by
Frederick Stoller:

When time is compressed as it is in the marathon, the consequences of
one's behavior are placed in greater contiguity to the behavior itself. Both
the individual and the other with whom he is involved have the opportu-
nity to specify why he invites his particular fate. The assumption is made
that the marathon group represents a sample of the world, and one's be-
havior within the group represents a sample of one's behavior in the
world [Stoller, 1968].

This differential assessment of the force and value of real life ex-
perience as against encounter group experience is frequent in the
group literature. Up to a point it is correct, but this constitutes one of
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the very grave threats of the group movement. What Stoller says about
the force and immediacy of group feedback, under the prevailing
conditions of member motivation, group-objectives, and the leader's
structuring, cannot be denied. But it is a dangerous thing for an
adventitiously selected group to have this degree of force in controlling
the individual's self-image. As we have already seen, the assumption
seems to be that any old kind of feedback is fine—regardless of the
degree of sensitivity, general quality of sensibility, etc. of the feeders.
The literature is not encouraging concerning the evidence for such
qualifications, whether of the member-feeders or the leader-feeder. The
chances for simpleminded, callow, insufficiently considered or reduc-
tive shaping of the individual are high.

The obvious defense against this argument is: Are the chances any
better in actual life? This is superficial. The chances of winning sensi-
tive "feedback" (I loathe the word) are probably pretty meager, at
best, in any context. But in "ordinary- life we are most of the time
recipients of multiple and disparate feedbacks; we are protected by
this very dishomogeneity from the sense that our essence has been
caught and fixed by our assessors. Besides, any given assessment is
less likely to be perceived as peremptory; we tend more readily to
assess our assessors. We do not "enter" ordinary life, as we do an
encounter group, with pat and virtuous expectations of self-clarifica-
tion or improvement; usually we are merely there. In life we may pay
for our follies, but we do not commit the folly of buying feedback, at
so much per yard, from our friends. Indeed, the dynamics of friend-
ship are such that people receive much of their feedback from in-
dividuals of comparable or higher sensitivity, rather than lower. Most
persons need heroes in their lives, and there is at least a faint correla-
tion between admiration and admirability.

However inefficient the ordinary conditions of character formation,
it is diabolical to make these contingent on group engineering. More-
over, it is the very "effectiveness" of the group situation which is its
great danger. The ambiguities and delays in feedback in normal, non-
engineered life are safeguards—guardians of the significant (not
nominal) form of authenticity which can only be achieved by allow-
ing intra-personal factors the fullest possible play in development.
The capacity for individual transcendence of the group is perhaps
the most value-charged gift of the human station.

Dr. Haigh informs me that my third mistaken assumption is that
"humanistic psychologists regard the world of private stimulation as
unhealthy." He sets me straight by a "few quotes" from the humanistic
association's "statement of purpose." I will learn from these that my
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"assumption is diametrically opposite from" the humanists' "inten-
tion." His main quotation from this source is as follows:

[In the humanistic orientation there is . . .] a centering of attention
on the experiencing person, and thus a focus on experience as the primary
phenomenon in the study of man.... As a consequence of this orientation,
the Association encourages attention to topics having little place in exist-
ing systems, such as love, creativity, spontaneity, play, warmth, ego-transcen-
dence, autonomy, responsibility, authenticity, meaning, transcendental
experience, courage [Haigh, 1969, p. 4].

What I actually said, in the course of suggesting certain deeper
affinities between the behavioristic model of man and the group move-
ment's model, was: "Even Skinner gallantly acknowledges a world of
'private stimulation.' The 'human potentialists,' however, are saying in
effect that a world of private stimulation is unhealthy." "Private
stimulation" is a technical concept of Skinner's—a ludicrous one, in
my estimation, in that it is his only concept bearing on intra-
organismic process and experience, and he apparently considers it
adequate as the system-language surrogate for that whole domain.
Dr. Haigh, however, once more attempts to refute me by a straight-
faced literal rendition of my perfectly plain metaphor, in this case
a minor degree of hyperbole, or exaggeration, having (among other
things) a humorous intent.

What does merit notice is the character of the evidence that Dr.
Haigh considers adequate for my re-education: a pompous statement
of intention drawn from an official document of his Association. And
as we savor this swollen word-string, we find what?—an iteration of the
staple existential "goodies," the names of which preempt half the
verbal output of the "humanistic" literature, and the meanings of
which are so uniformly degraded and defeated both in the group's
literature and the group practice. We have, in short, another exercise
in one of the modes of stripping so dear to this strip-oriented move-
ment: in this application, the stripping away of meanings from words.

Consider what this mode of stripping involves. The words of our
natural language stabilize slowly and hard-won insights—sometimes
extraordinarily salient and delicately contoured insights—into the
universe, both the inner universe of experience, and the outer uni-
verse. The discriminations preserved and transmitted by natural
language form the matrix of all the knowledge that we have. Even the
technical languages of science have differentiated out of natural
language, and their interpretation continues to depend on discrimina-
tions within the natural language. From such considerations it follows
that if a word has stabilized a salient, delicately bounded and humanly
valuable discrimination with respect to the universe, then a coarsening



122

KOCH	 123

or degrading of its usage will entail a loss of actual knowledge. An
individual's conception of the application conditions for a word is a
fact of sensibility. Coarsening of language means coarsening of knowl-
edge, and a language communit y that uses language in a coarsened way
is a community of coarsened sensibility.

I have repeatedly made reference to the gross and debased ways in
which encounter groupers use certain humanly precious words of
our language. I hope it can now be appreciated that this deficiency is
no mere matter of literary or conversational inelegance. If an image of
personhood be specified in coarsened terms, then that image is a
coarsened one in comparison to the image that might be specified via
more sensitive (thus richer) use of the selfsame terms. When this de-
graded image now becomes criterial with respect to the desirable direc-
tions of personality change, we can anticipate only a degrading of
personhood in the course of efforts to move the person towards such
"ideal" qualities.

The low-level, mechanical way in which the groupers use glitter-
concepts like authenticity, love, autonomy, and the rest in the inflated
rhetoric that passes for their theory, but which nevertheless controls
the selection of their methods and practice, at once reveals and pro-
motes a serious impoverishment of sensibility.

I will conclude this paper with one final example of such crippled
and crippling uses of language. In encounter group parlance, "Trust"
is that homogeneous, gelatinous enzyme secreted by  a group which
catalyzes the process of self-exposure by decreasing  the apparent risk--
contingencies. The person will "let himself be known" because his
share of the collective ambience of trust gives him- a sense—of.safety.
And our perspicacious savants have discriminated certain subtle laws
of trust: for instance, if X trusts Y, Y is more likely to trust X, or if
X trusts Y, Y is more likely to like X, or again if X trusts Y, Y is more
likely to please X (whether by services rendered or in some other way).

I will spare the reader a serious analysis of "trust" and merely
indicate that it is no simple notion. Even in the sense which our
groupers have somewhere in mind (a dictionary form of which is "to
do some action, with expectation of safety, or without fear of the
consequences"), "trust" is not an undifferentiated, global matter. I can
trust someone's good intentions, or his friendliness, or that he will not
steal from me, or poison my shredded wheat, or that he will not covet
his neighbor's wife, or covet mine, yet distrust his capacity to per-
ceive me, or him, or them or it with clarity, delicacy, or precision.
Again, I can trust X's ability to see me with nicety and in depth, but
(perhaps) not his ahtlity or disposition to respond in a way congruent
with his perception, or to use his perception of my trust in any way
that may be congenial, constructive, or safety-engendering from my
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point of view. Again, I can trust X to be generally or in the long run
or fundamentally decent (or honest), but not that he will not try
to work me for all sorts of short-term and local advantages. "Trust,"
when asserted as between X and Y, is not truly a two-termed relation;
when the word is used sensitively, there is actually a third relatum
which may appear explicitly or be implicitly conveyed by context.
This reflects the human reality that when X trusts Y (and assuming
that X can satisfy some weak criterion of rationality) he does so with
respect to some finite class of Z's.

More revealing, however, than the groupers' general theory of trust
is their understanding of it as signalized by one Thàori iioi
verbal communication methods." You all know the device: "trust is
presumably instilled by asking members of a group to fall backwards
on the assumption that another member stationed behind the faller
will catch him. Now, to my febrile mind, this may instructively serve
as a screening device for detecting whether the presumptive catcher
is a psychopath, but has nothing to do with trust. Any designated
catcher who played the wry practical joke of allowing the faller to
crack his head on the floor could justly be thought the owner of a
character defect. A catcher, however, who did carry out the prescribed
function of catching could only be thought, by any intelligent faller,
to be a man capable of playing a meaningless game according to
prescribed and easily applicable rules, or one minimally equipped
with concern for the survival of his fellows quite outside the context
of those rules, but the faller would have no warrant for regarding the
receiver trustworthy as a recipient of psychic confidences.

The "operational" (or essentially mechanical) definition of trust
conveyed by this example exhibits, in especially witless fashion, the
deficiency of most so-called "operational definitions.- These are es-
sentially definitions by "symptom," and cannot be expected to hold
for the relational pattern of symptoms actually constitutive of any'
reasonably abstract or general concept. All other methods in the
copious armamentarium of the encounter groupers have this same
garbled relationship to the notions of which they are the purported
realization, and thus to the states of affairs it is hoped they will bring
about.

This "most important social invention of the century" that we have
been considering carries every earmark of a shallow fad. Yet the im-
petus behind it is poignant and powerful, and permanently embedded

, in man's condition. Man's search for egress from the cave, platonic
or other, is rendered especially frantic in such times as ours. Flowever
compelling its impetus, this fad will soon—as historic time is measured

'—fizzle out. But its effects need not.
When value-charged discriminations drop out of man's ken, there
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is no certainty that they will be rediscovered. We transmit to the
future what we are. We may be what we eat, but we are also what we
image. If what we are has been reduced by shallow or demeaning
images, that impoverishment will persist in the world long after the
images that conveyed it have gone their way.

POSTSCRIPT

[The following postscript to this paper was written in response to
various criticisms of it.]

I have presented this paper to several groups—one of which was an
audience (including many of the leaders of the encounter movement)
at the 1970 meeting of the Association for Humanistic Psychology. I
have been treated with great lenience—even by people like Drs.
Schutz, Shostrum, and Haigh. In general, the pattern of their response
has been:

(1) that I have rendered the movement a service by raising a set
of genuine problems some of which they had begun to consider,
but others of which were new, germane, and troublesome;

(2) that some of these problems point to deficiencies in the efforts
of inexpert, crass or meretricious group leaders, but not of ex-
pert, sensitive and saintly ones; and

(3) that, generally speaking, most of my demurs hold only for an
indeterminate subset of the disorderly spectrum of . "ap-
proaches" within the amplitudinous and fuzzily bounded do-
main of the "encounter movement."

My rejoinder is that I hope they are right! I sincerely respect the
motives, the quality of intent, behind the encounter movement. And
I deplore the societal circumstances—whether these be phrased as
"alienation," "dehumanization," "depersonalization," "emotional
anaesthesia," "anonymity," "existential nausea" or simple loneliness—
which have triggered the movement. But I suspect that the votaries of
encounter have to be wrong in their belief that my major demurs are
applicable only to some but not all of the "approaches" or that my
reservations point to remediable deficiencies. For the essence of my
position is that there are certain generic characters common to all so-
called "encounter" approaches, to all styles and philosophies of leader-
ship, which, when present in some minimal degree, render the group
process self-defeating relative to meaningful fulfillment of the stated
objectives (1 do not deny, of course, that some approaches and/or
some leaders of relatively greater sensitivity accomplish results that are
less "bad" than do others.)
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These minimal generic traits of the movement are summarized at
one point in my paper in the following way:

Indeed—if one disregards terminological embroidery and differential
turgidity—most accounts of the therapeutic rationale turn out to be re-
markably uniform. Growth towards freedom, autonomy, authenticity, spon-
taneity, expressiveness, flexibility, or realization is released by self-disclosure
in a group situation in which all of the atmospheric variables militate
towards self-definition and the "direct" expression of response (whether
hostile, loving or other) by all members to any given member in process
of disclosing. When theoretical analysis is attempted, it is customary to
point to the joint interplay of reinforcement and feedback in shaping
each individual's movement through the group experience. Such variables
may be supplemented, in some accounts, by postulating natural healing
tendencies which are liberated in individuals by the group process. That
is about the size of the rationale, whatever the yardage in which it is
conveyed.

I do not think this necessarily a final, or exhaustive, specification of
the common constitutive principles of the encounter group. But it
contains assumptional elements which are common to every version
of theory and/or practice that has come to my attention. Fuller and
more precise reconstruction of these definitive assumptional elements
would be a worthwhile pursuit. But certain entailments (regrettable
ones, I think) follow as soon as one isolates such "elements" as:

(1) a more or less adventitiously assembled face-to-face group;

(2) a leader who, via initial instruction and in other ways, seeks to
accelerate the normally slow, tortuous and painful process of
individual self-definition by encouraging frank, direct and un-
inhibited feedback of the group members to each other;

(3) a presumption that the objective of participation is the enhance-
ment or realization of "human potential" (as conceptualized in
one or another way), and the corollary presumption that self-
disclosure as facilitated by trust sets the process of "growth"
towards such an objective into motion; and

(4). accessory assumptions which emphasize (to one or another
degree) the importance of centering communication upon the
"here and now," of experientially direct rather than "cognitive"
or "abstract" communication, of nonverbal as well as verbal
expressive fluency, etc., etc.

I think the entailments of even so limited a subset of definitive
assumptional elements as those just stated are at least as far-ranging as
the critical considerations urged in my paper!

One set of consequences of such presumptions, which I have perhaps
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not sufficiently traced out, is that the encounter process becomes an
extraordinarily ritualized kind of game.

For instance, the attempt to accelerate, in the artificially engineered
ways at issue, what in real life might be the inefficient but meaningful
process of self-definition imposes on leader and group members alike a
tendency to perceive (i.e., interpret and assess) psychodynamic and
internal states in essentially symptomatic modes. The range of "evi-
dence" afforded by this artificial situation over its limited time course,
and upon which the group must base its shaping and modulating in-
fluences, is so thin as to enforce the rapid adoption of a crass and
simplistic lexicon of symptom-meaning (or phenotype-genotype) cor-
respondences. The essential complexity, indeed ambiguity, of the
meanings of human actions and expressions, thus of personhood, is
damped out.

Such "simplistic lexicons" may vary in content from group to group,
but we are all familiar with a number of rather widely presumed
symptom-meaning equivalence rules. Thus, in many encounter groups
joking or wit may automatically be seen as evasiveness; sleepiness,
boredom or torpor as withdrawal; a raised voice must mean hostility
(rather than, say, passionate concern); blocking must be defense (rather
than the stumbling desire to achieve a clear articulation of the com-
plex). Still more widely, abstract statement must mean a form of
intellectualistic concealment or "mind-fucking," despite the fact that
a responsible abstraction can be seen as a perceptual disembedding of
a highly specific, if widely instantiated, character from the concrete—a
point recognized in much Western philosophy and in most of the
great Eastern systems of thought. Still more consequentially, love may
be seen as a barter of reinforcements; honesty as transparency; or trust
as a state engendered by being caught upon falling backwards. But
these illustrations take us right back into the substance of my paper!

REFERENCES

HAIGH, G. V. Letter to the Editor. Psychology Today, 1969, 3, No. 7, 4.
KOCH, S. Psychology cannot be a coherent science. Psychology Today, 1969,

3, No. 4, 14, 64, 66-68.
RocERs, C. The group comes of age. Psychology Today, 1969, 3, No. 7, 27,

29-31, 58, 60-61.
SHosTRom, E. L. Group therapy: Let the buyer beware. Psychology Today,

1969, 2, No. 12, 37-40.
STOLLER, F. Marathon group therapy. In G. Gazda (Ed.), Innovations to

group psychotherapy. Springfield, Ill.: C. C. Thomas, 1968. Pp. 42-95.



- 127 -

128

SIGMUND KOCH, Ph.D., has just moved this fall to
Boston University where he is Vice President for Academic
Affairs and University Professor, with appointments in
psychology and philosophy. He was previously at the
University of Texas, and has also taught at Duke, Uni-
versity College (London), and Clark. He was Director of
the Ford Foundation's Program in the Humanities and the
Arts, and is well known for his work as Project Director
and Editor of Psychology: A Study of a Science (sponsored
by the American Psychological Association). He has been
active in relating psychology to other disciplines, serving,
for example, as President of the APA Divisions of
Philosophical Psychology and of Psychology and the Arts.
Thus, his critique of encounter group theory draws upon
his extensive involvement with the humanities as well as
psychology.



On page 113 of the article, Dr. Koch points out the failures

of participation in groups: "The principal toll of the movement is

in the reducing and simplifying impact upon the personalities and

sensibilities of those who emerge from the group experience with an

enthusiastic commitment to its values."

On page 116, he states, "there is in the group movement no

explicit consensus as to the absolute value of self-exposure."

On page 110, Dr. Koch voices his grave concern over the

demeaning image of man himself in conceptualization:

"But what is perhaps worse than any single symptom of
psychological science, as thus far given by history, is
something more like an essence: it is the demeaning image
of man himself at the basis of its presumably tough-minded
conceptualization, an image which mankind cannot but accept
and strive to emulate because of its association with the
iconology of science. In its austere form, it depicts man
as a stimulus-response mechanism or, worse, a mere mathe-
matical point or intersection between stimulus and response
processes, and steereu by socially 'manipulated' rewards and
punishments. According to this form of the image, the laws
of human aria social 'behavior' can be derived from rigorous
study of the variables controlling the rate at which a
hungry rat in a small, dark box presses a lever to obtain
tiny pellets of food. The more sophisticated and recent
form of the image holds man to be an information-processing
entity operating on the principles of a binary digital
computer programmed to conform to payoff criteria acting
much like the rewards of the previous case."

On page 112, Dr. Koch presents his assessment of the group

movement:

"At the risk of displeasing many of you, I will give my
assessment right off by saying that the group movement is
the most extreme excursion thus far of man's talent for
reducing, distorting, evading, and vulgarizing his own
reality. It is also the most poignant exercise of that
talent, for it seeks and promises to do the very reverse.
It is adept at the image-making maneuver of evading human
reality in the very process of seeking to discover and
enhance it. It seeks to court spontaneity and authenticity
by artifice; to combat instrumentalism instrumentally;
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to provide access to experience by reducing it to a pack-
aged commodity; to engineer autonomy by group pressure;
to liberate individuality by group shaping. Within the
lexicon of its concepts and methods, openness becomes
transparency; love, caring, and sharing become a barter
of 'reinforcements' or perhaps mutual ego-titillation;
aethetic receptivity or immediacy becomes 'sensory
awareness.' It can provide only a grotesque simulacrum
of every noble quality it courts. It provides, in effect,
a convenient psychic whorehouse for the purchase of a
gamut of well-advertised existential 'goodies': authen-
ticity, freedom, wnoleness, flexibility, community, love,
joy. One enters for such liberating consummations but
inevitably settles for psychic strip-tease."

We recommend that Dr. Koch's paper be read in its entirety.

Whether man is a "free will" or "predestined" (determined)

being has been debated in theological circles and churches for

centuries. Our Constitution forbids the State from entering

the controversy and, indeed, guarantees to protect each indiv-

idual l s right to choose his particular view on the subject.

Many children attending public schools in Montgomery County

are members of families and churches who hold as a fundamental

truth that man is a "free moral agent," determining his own

course in life, known as self-determination. On the other hand,

many children attending Montgomery County public schools, including

our own children, determine self-concept as measured by each

person's relationship to God and God's laws. To these latter

children, it is heresy to determine direction according to peer

group consensus.

In Petitioner's Exhibit No. 8, home Economics, we find the

Humanist Manifesto tenet No. 3 reflected in directions to

children on page 128:

"1. Accept the situation as fact: concern yourself with
choosing your companions not with attacking the logic or



probability of the situation."

These instructions are given to children before they decide

which persons to murder in the Value Discussion "Whom Will You

Choose?" This exercise in problem-solving is to be accomplished

with no ideological or theological sanction. The legality of the

exercise is not a considered factor. In this Value Discussion,

children are placed in a position of decision-making or problem-

solving where their own ideological and theological sanctions are

to be cast aside in order that a solution might be reached through

the Secular Humanist's approach of solving a problem solely for

"human need and interest."

We see the concept in Petitioner's Exhibit No. 2, conformity

to group standards, and the Humanistic survival game in Petitioner's

Exhibit No. 8 used as desensitizing processes necessary for

attitudinal change. This change would move a child from a com-

pliance to God's Commandment "Thou Shalt Not Kill," and would

force him to disregard an obedience to criminal law as well. In

so doing, the child adopts the Humanist moral relativism which is

in this case, kill if there is human need.

Petitioner's Exhibits Nos. 162 and 163 are letters prohibiting

this survival game. However, we continue to be faced with the

survival strategy in a newly approved textbook, Population and 

Survival by Jack Nelson. On page 107 in this book, an International

Mortality Lottery is proposed yearly for persons 30 years old and

over. In order to alleviate over-population of the world, 5% of

the participants in the lottery are to be exterminated and converted

into organic fertilizer. Those children holding an ideological or
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theological belief contrary to mass murder cannot accept this

proposition, a proposition that is illegal in the United States

under existing law. We see the exercises "Whom Will You Choose?"

and the "International Mortality Lottery" as "conditioners."

They are strategies used to coerce students to revise or refine

their decisions according to standards set by the group, thereby

ignoring legal, moral and ethical sanctions to solve a problem

for "human need and interest," a Humanistic approach, contrary

to the Judeo-Christian ethic. Mr. Nation's testimony in

Volume VIII, page 169, lines 1-21, indicates that no written

directives have gone out to stop the use of survival teaching

as a strategy. The strategy continues to be included in

teacher training at the University of Maryland in workshops for

Values Teaching, specifically with the use of the book Values

Clarification by Sidney Simon, Leland Howe and Howard Kirschen-

baum, in Strategy No. 48 "The Fall-Out Shelter," page 281. Values 

Clarification Is a project of the Adirondack Mountain Humanistic

Center in Upper Jay, New York.

We should like to quote from the "Royer identification Scale"

by Mary Royer, M.S. in Psychology from Portland, Oregon. Mrs.

Royer was a member of President Kennedy's Committee on Delinquency

and Crime; a clinical therapist and in-service training for school

counselors; Oregon State Chairman of National Justice Foundation

of America. The following passages from Mrs. Royer's Identifica-

tion Scale reflect the PARENTS WHO CARE concern over moral rela-

tivism as shown in the survival strategies and in conformity to

group standards:
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In researching casual factors of maladjustment which
are encountered during the course or maturation, special study
has been directed to the regressive contributions which are
being made by certain social institutions, such as schools and
too many churches, that employ against a child, those destruct-
ive techniques generically identified as behavior modification.
And, perforce, studies have included the severely adverse
effect upon any individual of over-weening peer-group press-
ures, when these have been manipulated, and are thus designed
to bring reluctant individuals into conformity with the
thinking, or emotions, or moral standards, or general behav-
ior of some particular behavioral philosophy. I have found
that the techniques of the behavior modification programs
which I have studied appeal directly to, and masterfully
manipulate, human emotions. Each is skillfully calculated to
bring about absolute rejection of all duly constituted, moral
authority. In and of itself this causes devastation in the
mind of any individual, regardless of age, especially when
he daily witnesses concerted attacks being made upon, and
tolerated by, such duly constituted moral authority. When
such tactics are directed against parents, they tend to
precipitate primary disidentifiaation in children, that is,
they cause alienation between a child and his parents. From
primary disidentifidation there subsequently develops a
summary rejection by the child of all parental and/or
Christian values and beliefs. All of which, as has been
objectively determined by the Royer Identification Scale,
almost inescapably leads to severe maladjustment."

"There exists in every man an Inner private self that
must remain inviolate, even though this concept is contrary
to the beliefs and strident practices of the behaviorists.
And, one additional point that is rarely considered is that
individuals suffer exquisite pain, that Is very real indeed,
when their privacy and personal integrity have been invaded
and/or denigrated, such as is occurring daily in the schools,
where heretofore private confession has now become public
property. Thus, it should be noted that in addition to the
1st Amendment guarantees, cited above, the right to privacy
is implicit in the 4th Amendment's safeguard against search;
and it is implicit , Ln . the 5th Amendment's mandate for due
process and against self-Incrimination. All of which is being
cavalierly ignored by those who proffer even one self-searching,
probative questionnaire to even one child, or non-informed
adult.

"Through the use of various behavior modification
techniques (found at all educational levels, and in defiance
of all constitutional guarantees), the innermost thoughts and
beliefs of every participating individual are probed, re-
vealed, and through self-confession, and self/other criticism,
are held up to public scrutiny, and/or ridicule; this is a
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A NEW ETHIC FOR MEDICINE AND
SOCIETY

Mr. MATHIAS. Mr. President, many
Marylanders have been in touch with me
since the Supreme Court's decisions in
Lie area of State abortion laws. In that
regard, Mr. William F. McGraw, chair-
man of the Citizens United for Respon-
sible Education, has brought to my at-
tention a thought-provoking editorial
entitled "A New Ethic for Medicine and
Society" which appeared in California
Medicine. In light of the timeliness of
the questions discussed in the editorial,
I commend it to the attention of my
colleagues in the Senate, and I ask unan-
imous consent that the editorial be
printed in the RECORD.

There being no objection, the editorial
was ordered to be printed in the RECORD,
as follows:

A NEW ETHIC FOR MEDIC/NE AND SOCIETY

The Traditional Western Ethic has always
placed great emphasis on the intrinsic worth
and equal value of every human life regard-
less of its stage or condition. This ethic has
had the blessing of the Judeo-Christian her-
itage and has been the basis for most of our
laws and much of our social policy. The rev-
erence for each and every human life has
also been a keystone of Western medicine
and is the ethic which has caused physicians
to try to preserve, protect, repair, prolong
and enhance every human life which comes
under their surveillance. This traditional
ethic is still clearly dominant, but there is
much to suggest that it is being eroded at
Its core and may eventually even be aban-
doned. This of course will produce profound
changes in Western medicine and in Western '-
society.

There are certain new facts and social re-
alities which are becoming recognized, are
widely discussed in Western society and seem
certain to undermine and transform this
traditional ethic. They have come into being
and into focus as the social by-products of
unprecedented technologic progress and
achievement.

Of particular importance are, first, the
demographic data of human population ex-
pansion which tends to proceed uncontrolled
and at a geometric rate of progression; sec-
ond, an ever growing ecological disparity be-
tween the numbers of people and the re-
sources available to support these numbers in
the manner to which they are or would like
to become accustomed; and third, and per-
haps most important a quite new social em-
phasis on something which is beginning to be

called the quality of life, a something which
becomes possible for the first time in hu-
man history because of scientific and tech-
nologic development. These are now being
seen by a growing segment of the public as
realities which are within the power of hu-
mans to control and there 1.5 quite evidently
an increasing determination to do this.
What is not yet so clearly perceived is that

in order to bring this about hard choices will
have to be made with respect to what is to be
preserved and strengthened and what is not,
and that this will of necessity violate and
ultimately destroy the traditional Western
ethic with all that this portends. It will be-
come necessary and acceptable to place rela-
tive rather than absolute values in such
things as human lives, the use of scarce re-
sources and the various elements which are to
make up the quality of life or of living which
is to be sought. This is quite distinctly at
variance with the Judeo-Christian ethic and
carries serious philosophical, social, economic
and political implications for Western society
and perhaps for world society.

The process of eroding the old ethic and
substituting the new has already begun. It
may be seen most clearly in changing atti-
tudes toward human abortion. In defiance of
the long held Western ethic of intrinsic and
equal value for every human life regardless
of its stage, condition or status, abortion is
becoming accepted by society as moral, right
and even necessary. It is worth noting that
this shift in* public attitude has affected the
churches, the laws and public policy rather
than the reverse. Since the old ethic has not
yet been fully displaced it has been necessary
to separate the idea of abortion from the idea
of killing, which continues to be socially ab-
horrent. The result has , been a curious avoid-
ance of the scientific fact, which everyone
really knows, that human life begins at con-
ception and is continuous whether nitre- or
extra-uterine until death. The very consid-
erable semantic gymnastics which are re-
quired to rationalize abortion has anything
but taking a human life would be ludicrous
if they were not often put forth under so-
cially impeccable auspices. It is suggested
that this schizophrenic sort of subterfuge is
necessary because while a new ethic is being
accepted the old one has not yet been
rejected.

It seems safe to predict that the new demo-
graphic., ecological and social realities and
aspirations are so powerful that the new'
ethic of relative rather than of absolute and
equal values will ultimately prevail as man
exercises ever more certain and effective con-
trol over his numbers, and uses his always

comparatively scarce resources to provide the
nutrition, housing, economic support, educa-
tion and health care in such ways as to
achieve his desired quality of life and living.
The criteria upon which these relative values
are to be based will depend considerably
upon whatever concept of the quality of life
or living is developed. This may be expected
to reflect the extent that quality of life Is
considered to be a functionf of personal ful-
fillment; of individual responsibility for the
common welfare, the preservation of the en-
vironment, the betterment of the species;
and of whether or not, or to what extent.
these responsibilities are to be exercised on
a compulsory or voluntary basis.

The part which medicine will play as all
this develops is not yet entirely clear. That
it will be deeply involved is certain. Medi-
cine's role with respect to changing attitudes
toward abortion may well be a prototype of
what Is to occur. Another precedent may be
found in the part physicians havc- played in
evaluating who is and who is not to be given
costly long-term renal dialysis. Certainly this
has required placing relative values on hu-
man lives and the impact of the physician
to this decision process has been consider-
able. One may anticipate further develop-
ment of these roles as the problems of birth
control and birth selection are extended
Inevitably to death selection and death con-
trol whether by the individual or by society,
and further public and professional deter-
minations of when and when not, to use
scarce resources.

Since the problems which the new demo-
graphic, ecologic and social realities pose are
fundamentally biological and ecological in
nature and pertain to the survival and well-
being of human beings, the participation of
physicians and of the medical profession will
be essential in planning and decision-making
at many levels. No other discipline has the
knowledge of human nature, human behav-
ior, health and disease, and of what is in-
volved in physical and mental well-being
which will be needed. It is not too early for
our profession to examine this new ethic,
recognize it for what it is and will mean for
human society, and prepare to apply it in a
rational development for the fulfillment and
betterment of mankind In what is almost
certain to be a biologically oriented world
society.
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PARENTS WHO CARE maintains that our children who hold to the

Judeo-Christian ethic must not be coerced into becoming involved

in cleverly contrived psychologically manipulative group discussions,

simulations or games and strategies. Any presentation of the

so-called "new ethic" must be placed in a realistic format where

all moral and legal approaches are explored.

Petitioner's Exhibit No. 2, pages 49-51, "A Beginning Look At

My Family History" explains that children are asked to give

detailed data on their forbears to emphasize that "American society

is made up of families of many ethnic groups." The detailed data,

including pictures, could easily identify a child's ethnocentrism.

Petitioner's Exhibits Nos. 152, 153, and 155 reveal that data

collected on ethnics and transmitted to State and Federal agencies

is to be only numerical. Names are not to be revealed. The

privacy of the individual and his family members is thus pre-

sumably to be protected. However, the ethnic data collected in

Petitioner's Exhibit No. 2 Identifies the Individual child and

his forbears, by name and picture. This is an invasion of privacy.

Ethnic data and a child's ethnocentrism are bits of infor-

mation vital to the success of the Hilda Taba curriculum. Peti-

tioner's Exhibits Nos, 3, 48 49, and 140, specifically the guides

for Grades 1 (p. xv) and 6 (p. xviii) under the heading "Rationale"

state:

"The outcome here is sensitivity to and acceptance of
cultural and personal differences that can perhaps best be
conceptualized as the opposite of ethnocentrism. It is
one of the major attitudinal goals in this curriculum."

Taba intends to bring about attitudinal change in children
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in the above-stated goal. Her negative attitude toward ethno-

centrism reflects the philosophy of the Secular Humanist as
expressed in the Eleventh Tenet of the Humanist Manifesto II

which states:

"We deplore social, religious, ethnic, or class anta-
gonisms. Although we believe in cultural diversity and
encourage racial and ethnic pride, we reject separations
which promote alienation and set people and groups against
each other; we envision an integrated community where
people have a maximum opportunity for free and voluntary
association."

The word "integrated" in the Humanist Manifesto II indicates

a combining into one unified system; oneness of mind and feeling.

We, of course, reject as unconstitutional (right to religious

freedom and right to pursuit of happiness) all programs of

syncretism and dialogue which imply to our children that all

cultural values are of equal veracity.

In Petitioner's Exhibit No. 1, Tab 9 0 Sections I and II, which

are in School Board President John Aird's response to PARENTS WHO

CARE, there is a condemnation of the inconsistency of the atti-

tude of the social scientist in the curriculum toward ethnocen-

trism, particularly since our world is still predominantly

ethnocentric. Dr. Aird's comments are quoted below, in part:

"The idea of 'acceptance' of 'personal differences,
among first graders is expected to develop later on into
a corresponding 'acceptance' of culture differences as
cross-cultural comparisons are made. The teacher is ex-
pected to sit in judgment on the contributions of students
to class discussion to make sure that they are:

'...fair toward the various people involved and...
show recognition and acceptance of merits of different
ways of living and points of view.'

"However, the points of view of children who are critical
of some of the things that other persons and societies do are



- 137 -

not acceptable according to the Taba philosophy. The
teacher 'challenges derogatory or belittling statements
about people of different cultures or about people who
exhibit unusual behavior' (Grade one: The Family, psxv).

"These attitudes are expected to culminate In a
relativistic approach toward cultural values in general:

'The ultimate goal can best be conceptualized as the
Opposite of ethnocentrism. It is one of the major
attitudinal goals of this curriculum.' (Ibid, p.xvi).

"Unfortunately, however, a relativistic approach to
personal and cultural values inevitably implies some weak-
ening of their potential as constraints on human behavior.
William Graham Sumner long ago distinguished between the
casual habits of a people, which he called 'folkways,' and
the 'mores,' which are those values held to be most 'sacred'
in the sociological sense, to which strong feelings of right
and wrong were attached. The latter tended to include the
core Values of any culture. To take a relativistic or de-
tached attitude toward these values is to reduce them all
to the level of folkways and thus rob a culture of much of
its moral force. I don't think that the social scientists
have quite come to grips with the possible consequences of
this attitude toward the viability of cultural imperatives.

"However, they are seized in a gross inconsistency, for
the hostile attitude they themselves assume toward l ethno-
centricism' is in itself an expression of the in-group mores
of social scientists. Tbus, not only is the opposition to
ethnocentrism in violation of the 'acceptance' value else-
where espoused, but it is an example of in-group ethnocen-
trism.	 no cannot condemn the practice without committing
it,.

"For our own purposes, the vital question is whether we
do condone the indoctrination of children in the 'acceptance'
value and the Inhibition of their native or home-bred value
preferences under the pretext of stamping out ethnocentrism
or whether this is an incursion into the sphere of values
that would not be acceptable to our community and ought to
be disavowed and discouraged. Is it possible to make
children aware of the variety of forms culture takes and
thus increase their awareness of their own culture without
prescribing for them certain attitudes of social scientists
which may be in conflict with their own upbringing? It seems
to me that the Taba 27s-ic - he means Bruner7 treatment of the
Netsilik Eskimos does that with understanding and delicacy,
but I think we need to reexamine our objectives in regard
to this whole sphere of attitudes to be taught in the social
sciences. Even if we do not accept the Tabs goal, there are
certain attitudes implicit in the social sciences that ought
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to be subjected to further study.

"The Shaftels express similar values on the culture
question. Eschewing ethnocentrism (p. 8), they note that
'children...bring prejudice and stereotyped thinking to
the studies of people of other cultures,' ask 'what edu-
cational experiences help children to step out of their
own 'culture shells' and see situations through the eyes
of those with other cultural perceptions?' (p. 24).
They justify this 'stepping out' on the grounds that such
cross-cultural understanding is necessary to the creation
of a 'humane world' that will be governed by ideals
capable of protecting men everywhere from the predation
of 'nuclear warfare' (pp. 16-17 and 25). However, they
never come to grips with the problem of the possible
negative survival value of unilateral humaneness in a
world still predominantly ethnocentric. Like Taba, it
seems that the Shaftels have not fully thought their way
through their own rationale."

PARENTS WHO CARE firmly contends that the singular individual

child's ethnocentrism in our American free society must not be

altered or weakened by the Taba concept of a relativistic and

situational approach toward cultural values.

We find that our children are at grave risk by the use of the

"interpersonal relationships" discussions demanded in Petitioner's

Exhibit No. 2, pp. 49-51, as well as those used in the Taba curri-

culum. Will the child's ethnocentrism be altered? Who decides

and how is it decided? It is obvious to us that it is the class-

room teacher, who is trained in the use of Hilda Taba Social Stud-

ies designed to bring about an attitudinal change in our children

toward their ethnocentrism.

In the Hilda Taba Social Studies (Petitioner's Exhibits Nos.

6, 48, 49, and 140), specifically in the Grade 3 Guide, entitled,

"Four Communities Around the World," page xxviii, under Teaching

Strategies - Attitudes,Feeling . and Values, the highly experimental

nature of the Taba approach is indicated, as follows:
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"one of the major emphases of this curriculum is in the area
of feelings, attitudes and values. It is recognized that
these terms have a variety of meanings and implications and,
further, that comparatively little is known about the out-
comes of in-school procedures in this area. Nevertheless,
a considerable body of theory and some research suggest that
it should be possible to devise teaching strategies to
facilitate attainment of objectives in this domain."

Again a risk factor to our children is detected in the same

Guide under Interpersonal Problem Solving:

"In this strategy (described In Chart V) students are
presented with a problem situation involving conflict
among persons or groups (e.g. playground disputes, dis-
agreement over traditions) and are required to: propose
and defend solutions, relate the events to similar exper-
iences they have had, evaluate the way of handling the
recalled problem and consider possible alternatives they
could have followed.

It is particularly /important that students become ser-
iously involved in the issues raised - rather than simply
giving what they consider to be an acceptable or 'good'
answer. The latter is particularly likely when they are
asked to evaluate their own (recalled) behavior. For this
reason it is crucial that the teacher refrain from showing
judgmental reactions and, on the contrary, accept the
unusual or anti-social response at face value and encourage
the students to consider its consequences.

"One danger with this strategy is that students may tend to
engage in excessive judging of their own (or others) actions
without progressing to the crucial steps of: 1. exploring
criteria and values implicit in their judgment and 2.
considering alternatives. This tendency can be counteracted
by preventing students from judging the actions of others
and by moving the discussion to succeeding questions."

We, as parents, believe that when the teacher refrains from

judgmental reaction toward anti-social behavior, it could be

confusing and misleading to our children. Such a position could

be interpreted as acceptance of the behavior by the teacher and

thereby cause confusion to the observing child. We see our

children's emotional and moral development at risk. Surely the
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teacher should protect the observing children by admonishing any

illegal behavior. Otherwise the teacher is contributing to the

delinquent behavior of the children*

The Taba curriculum also makes use of the Sociogram, shown

in Petitioner's Exhibit No. 24. For a clear definition of the

Sociogram, we quote from the Sixteenth Report of the Senate Invest-

igating Committee on Education in the California Legislature, 1958

Budget Session. We refer to this report because it gives extensive

information on sociometry, sociogram, psychodrama and role playing

as well as on Hilda Taba and J. L. koreno. The report clearly

provides explanations of changes in educational policy and methods

not ordinarily available to citizens and parents. The Taba curri-

culum was being piloted in the State of California at the time of

the Committee report under a Federal Government grant. Teacher

training for Taba curriculum is also Federally funded. On pages

144 and 145 of the California Committee, we find reference to

Bulletin of the California State Department of Education, Volume

XXI, No. 6, April 1952, Evaluating Pupil Progress, from which we

quote below:

"Sociometry is the study of relationships existing in any
group. A sociogram is a diagram of these social relation-
ships. Test situations have been devised in which children
are afforded opportunities of making cholues involving
classmates. For example, each pupil in a classroom may be
asked to list in order of preference the three students with
whom he would like to work on a class project. The school
bus, the playground, the cafeteria, and study trips furnish
other places in which pupils may indicate choices among
themselves for associates.

"Planning Sociograms: The discussion presented in the foll-
owing paragraphs explains the importance of this kind of
information about pupils:
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"Some children are readily accepted by their classmates.
Others find it difficult to make friends. As a first step
in helping Children to find a place in their group it is
necessary to determine the degree to which they are sought
out as companions In work and play activities.

"Children who are ignored or rejected by their classmates
usually are nervous and unhappy. As a result, they may learn
erratically, and may frequently disturb other children in the
classroom. By studying the 'social acceptance' patterns in
the classroom, a school staff can plan activities that will
enable 'isolated' (no friends) and 'rejected' (disliked)
children to show their constructive qualities and to earn
the respect of their group.

"Programming the Soclogramt Preliminary to diagramming the
socio;zram, it is necessary to ascertain from the children
the choices and order of choices in a specific situation.
The Information shown in the sociagram is most valid when
restricted to a single social situation. It is important
that the preference situation provide pupils opportunities
to make choices that are meaningful to them. It should be
a situation in which pupils actually have unrestricted
choices upon which they are free to act..."

The California report, under the heading "Hilda Taba and

Deborah Elkins," quotes from the TabatElkins book With Focus

on Human Relations on pages 159-61, illustrating Taba's use of

the sociogramt gs spoken through a grade 8 teacher, presumably Taba7

"When I first became interested in human relations as a
possible focus for my program, I wondered what I knew about
my students. Before me sat an eighth grade class of approx-
imately thirty youngsters, all new to me..." (page 1)

"The first technique tried was a sociometric question designed
to reveal the structure of the pupil society in my classroom..."

"Then I made a sociogram, a graphic picture of the acceptances
and rejections that the choice cards showed..." (page 2)

"What was there in this child's home background that made
her socially rejected?" (page 5)

"Although the sociogram and the interviews yielded much
information, there were still many gaps in my knowledge of
the children. What standards did they set for themselves?
What values did they subscribe to? What problems did they
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face and what were they concerned about? The consultants
suggested ways to find answers to these questions. Themes
on a variety of open topics were one way of getting clues
about values and standards." (page 6)

"Therefore, the following year I asked the class to write
about what worried them and why they thought it worried
them..." (page 11)

"These papers gave me a glimpse of the shadowy, nameless
fears that walked beside these children. I also saw
well-defined fears - report cards, bills, illness, loneliness,
parents who drank. The papers pointed up certain social
needs too. Children were concerned because they were not
wanted; the sociogram and the interviews had prepared ma for
this information. A wide range of worries clustere around
the family. The children definitely needed help in this
field of human relations." (page 13)

"A set of papers on My Three Wishes disclosed much. I told
the children to write about anything at all that they would
wish for if their wishes could come true. From these papers
I learned the effect of crowded homes on these children, their
intense desire for more room, more privacy, beauty, and
places to do things.

"Each new investigation added to my picture of these children
and their environment. These papers added their quota of
insights and questions to ponder. Apparently only a few
homes managed to provide security and affection for their
chldren. Most of them keenly felt their insecurity. How
could a school environment fill this gap!' Many lacked
affection at home and had no one they could talk to. What
could we do about that in the classroom."

"A child's background had some bearing on his personal and
social values. Unless I knew the facts of the children's
backgrounds, I might misinterpret or fall to see the signi-
ficance of what they said about themselves, and one another.
I was interested in their families only so that I could under-
stand the children themselves." (page 16)

"Diaries for two-day periods on weekends and during the school
week helped round out the picture of my class by giving me an
idea of their social activities. Children were asked to write
about what they did and with whom." (page 29)

The last chapter in With Focus on Human Relations is entitled

"In Effect" from which the California Committee report quotes on

page 169 as follows:



- 143 -

"I recorded their discussions in detail and kept notes on
lacks in skills and thinking that I noticed as we went
along...In this manner I gradually accumulated insights
on what happened to children, on what they believed and
valued, on what they could do or think. My conclusions
were based on the data these devices supplied.

"Naturally, this evidence was not entirely objective.
The evidence that reading records and sociograms yielded
was compact and comparable; I could count the number of
books read and assess their level of maturity; I could
trace the broadening in patterns of acceptance and maturing
of reasons for choices..."

That the students were affected by the use of the soclogram

is pointed out by the observations of the Taba teacher:

"These children grew in their ability to work in groups
and to relate themselves to each other. This was one of
my central objectives..."

"There was a marked improvement in working together. This
is not easy for children who for many years have been
conditioned to work by themselves...Once they learned the
effectiveness and the wise use of group action they
benefited in and out of school." (page 190)

The above quotations from the California Committee report

add to the evidence that the sociogram is a sociometric tool to

assist in effecting a behavioral and attitudinal change in a

child's interpersonal relationships not only in the school setting

but, as pointed out in the Taba description, "they benefited in and

out of school."

The PARENTS WHO CARE group fully understands the function of

the sociogram and as pointed out in our testimony, we have found

it to be a dangerous tool. (See Petitioner's Exhibit No. 1, Tab 4,

pages 29-32.) We deplore the use of the sociogram in the class-

room. It is indeed a manipulative and psychotherapeutic technique

that should be removed from the hands of the public school teacher.

We are most concerned with who decides the mold of individual

behavior in group interaction. Are shy children to become



— 144 -

aggressive? Aggressive children more introverted? Is a happy

loner to become a joiner, one who conforms to the wishes of the

group? Who determines what is to be considered and how and what

decisions are made? What is the desired mold for group inter-

action. Do teachers consult parents on what sort of person they

want their child to be?

As parents we want our children to maintain their individ-

uality and their capacity as an individual to achieve personal

progress. As parents we also realize that self-reliance and

individual integrity are qualities tantamount to maintaining

freedom for our children's thoughts and actions to develop as

opposed to a conformance to group pressures, a compromise to a

group standard and cooperative sharing. It is definitely not

the role of the classroom teacher to manipulate the social

roles and values of our children.

Edward Hunter, author, foreign correspondent, editor, world

traveler, specialist in propaganda and psychological warfare,

in consultation as an expert on brainwashing before the Committee

on Un-American Activities, House of Representatives, told the

Committee in testimony on March 13, 1958:

"The Communists are being abetted in their brainwashing
program in the United States by the collapse of tradi-
tional American ideals of self-reliance and individual
integrity.

"When we raise a young man to believe that at all costs
he must get on with everyone, we have put him into a
state of mind that almost guarantees if he falls into the
hands of an enemy...that he will react as he had been
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raised, to try to get on' because he must not be 'anti-
social.' Being 'antisocial' has become the cardinal sin
in our society. We have to again go back to character-
istics of ours which made us, as individuals, say that
which is right, and whether or not it is 'antisocial'
makes no difference."

This expert's observation applies not only to a resistance

to Communist brainwashing but to any political, religious, or

sociological coercion or indoctrination. Conforming to group

standards and emphasis of group interaction are risks to our

children's independent, individual development.

The extraction of highly personal data required to complete

the sociogram is an invasion of our children's privacy. Personal

data is extracted from the children in Petitioner's Exhibits

Nos. 6, 8, 10, 11, 12, 18, 78, 80, 81, 142, 144, 145, and 146.

These exhibits request diaries of family conflicts, family

activities, living quarters and arrangements, ways emotions of

love, anger worry, fear, anxiety and trouble are experiences.

Petitioner's Exhibit No. 109, page 5, explains the six sections

of the book:

"The first is concerned with your attitudes toward yourself;
the second, with your attitudes toward your family; the
third, with your attitudes toward school. The fourth section
is concerned with what you do when things go wrong; the fifth,
with how you value yourself as an individual. The last
is concerned with your goal in life - with what you want
to do and why."

This book is only one of the Contact Series. Even a most cursory

glance at the entire series shows the personal probing nature of

the questions asked at the close of the short stories. The

Contact Series also includes a student's logbook with each

separate anthology. In the logbook, each student, according to
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the text, opens himself, to wit:

"Logbooks are the heart of the Contact open-classroom concept
of learning, as different from conventional workbooks as
today's students are from yesterday's. They are places
where students react to the anthology material by creating
their own log or diary of progress through the CONTACT
Unit...where students take pride in answering questions
with their own imagination...putting down, then proving,
what they have read and seen and heard - in school and out.
In the CONTACT Logbooks, there are no right answers -
only personal responses."

In addition to the Contact Series, the Impact Series

(Petitioner's Exhibit No. 142) and Scholastic Literary Units

Series (Petitioner's Exhibit No. 146) also use the logbook

technique.

In Petitioner's Exhibit No. 82, Values and Teaching,

pages 130-134, teachers are advised as follows:

"..be on the lookout for ways to elicit values in a consistent
way...One of the most effective techniques involves giving
students the opportunity to write freely about anything that
has occupied their attention during the week. Unlike most
of the preceding strategies, this gets directly at the
concerns of the students...It works this way. Each week a
student turns in a single sheet or perhaps a four by six
inch card upon which he has written some thought of import-
ance to him. It is written after due reflection and indi-
cates something of the quality of living or thinking in the
preceding week. These are called 'thought sheets.'"

Pages 134-135 of Values and Teaching describe "Weekly

Reaction Sheets":

"It Is important to realize that there will be some resistance
from some students who feel that this kind of questioning
borders on prying or invading privacy. We inform each student
that he has the right to leave any questions blank any time.
(however, to leave any particular question blank for three
or more times may also bring forth a gentle 'why' from the
teacher.)"

Page 139 of the same book suggests that teachers make use

of a student's "Time Diary," as follows:
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"...how one spends each day's twenty-four hours and each
year's 365 1/4 days...in each half-hour block, each student
records what happened to his life. The teacher does not
ask to see this. But the teacher does ask each student to
analyze his completed diary with questions. After individ-
uals have examined their diaries from the perspective of
questions such as those, a discussion that shares insights
is useful although not necessary. More important would be
for the student to summarize what he has learned from the
study of his time diary and give that summary...to the teacher
for comment or simple recognition."

Page 140 explains the use of the "Autobiographical coestionn-

aire":

"Early in the term a teacher can take a step to find out as
much as he can, short of prying, about his students. Stu-
dents have the right not tc answer, but again the tone is one
of encouragement, support, and acceptance. The data that
comes in can be reviewed or can be filed until such time as
information about a particular student is desired, perhaps
when one needs value indicators in order to work with a
particular student."

Page 136 recommends the use of the Open-Ended questions:

"Open-ended questions give the teacher a method of getting the
students to reveal some of their attitudes, beliefs, activities,
and other 'value indicators' on an irregular basis or in a
one-shot effort.

"An open-ended question Is dictated or written on the board
and students are asked to write responses either in class or
at home. For example, 'If I had twenty-four hours to live.'
or 'The purposes of my life are..' What comes out of such
writing, usually, is a rather fruitful list of some of the
child's interests, hopes, fears, the people he likes the
most, and some things in his life which he considers worthy
or unworthy."

In Petitioner's Exhibit No. 17, Handbook On Formative and

Summative Evaluation of Student Learning, by Bloom, Hastings, and

Madaus, Chapter 10, pages 237 and 238, the open-ended questionnaire

is rationalizedt

"The open-ended questionnaire has been widely used to measure
attitude structure and socialization. Getzels and Walsh
(1958) report on an interesting technique that can be used
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not only to measure socialization but also to reduce the
tendency of respondents to indicate attitudes more favorable
than their true beliefs. Their approach to the open-ended
questionnaire involves the use of two instruments: the paired
'direct' and the 'projective' questionnaire. In the direct
questionnaire each item includes a first-person pronoun; in
the projective questionnaire the same items are phrased in
the third person.

"In responding to the direct instrument, the subject is fully
aware of the self-revelatory and possibly evaluative nature
of his responses. Because of this his response represents
'the level of behavior at which the individual permits society
to look at him' (Getzels and Walsh, 1958, page 3). The
projective questionnaire, In contrast, is devoid of personal
reference, and thus affords a truer measure of respondent's
beliefs.

"When used in the formative or summative evaluation of a
curriculum that purports to change attitudes, the 'projective'
version will reduce the conscious and unconscious tendencies
students have to give what they consider to be the socially
acceptable response.

"The open-ended question technique allows the respondent
freedom and spontaneity, but it is time-consuming and some-
times difficult to read; therefore, it is often desirable to
construct a questionnaire which forces the respondent to
choose among alternative replies. This in turn expudites
and adds objectively to the processing of responses. The
construction of meaningful and attractive alternative
answers to items becomes easier when a teacher has first
collected responses to open-ended questions."

This is a devious form of coercion. During testimony, the

Montgomery County school system personnel did not make it clear

who has access to personal data extracted in the above-mentioned

techniques; nor was it determined if and how the personal data is

evaluated. As parents we know that the personal data revealed and

collected, whether in written form or in discussion, is incrimina-

ting -- not only to our children themselves but to parents, mile-

.,	 tives, friends, neighbors and classmates. The personal data could

certainly be used to entrap the child to unjustly incriminate the

parents under the newly adopted (August 1973) Child Abuse/Child
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Neglect policy, particularly that portion of the policy entitled

Child Neglect. Under the neglect portion, Part II - Reporting

Cases of Child Neglect, the policy states:

"All suspected neglect cases should be reported on Montgomery
County Form 535-44 to the Department of Social Services...If
there is any doubt or question in reporting such cases it
should be resolved in favor of the child."

Item 4 of the policy states that a neglected child is defined

by the Department of Social Services as one who has been:

"denied normal experiences that produce feelings of being
loved, wanted, secure (emotional neglect).

For Item 6: "Exploited, overworked."

For Item 7: "Emotionally disturbed due to continuous friction
in the home, marital discord, mentally ill parents."

The Montgomery County classroom discussions on the private

matters of the students feed . right into the Child Neglect policy.

Children as early as grade 2 (Petitioner's Exhibit No. 6) are

asked if they are overworked or over-burdened with responsibil-

ities. In the same guide they are asked for conflicts in their

homes, their anxieties, fears, worries. Most elementary and

junior high school children are not aware of the Child Neglect

Policy and the Implications of the policy for their parents and

themselves. Should personal data extracted by logbooks, diaries,

or their discussions be exaggerated, or inaccurate due to a

child's misinterpretation of questions, or his unwillingness to

participate, we are apprehensive about errors in evaluation and

groundless accusations which could produce a whole host of

needless and embarrassing investigations into the homelife of the

students.
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Children are not made aware of their rights when asked about

conflicts, worries and fears divulged in their logbooks, diaries

and group discussions. Most children are not made aware by their

teachers that they are protected by the 5th Amendment of the

Constitution; they need not give evidence which could be held

against them.

In Petitioner's Exhibit No. 146, Family Student Log, page 21,

is an example of the possibility of a child's being led into a

specific attitude or self-analysis. Questions here are asked

in such a way as to plant seeds of doubt in the minds of children,

to perhaps cause them to think that they or their families are not

normal:

"If you have a family, you never feel lonely; right? Not
necessarily. Being part of a family is no guarantee against
loneliness. Even if your family is a happy one, you're
bound to feel sad, angry, or upset sometimes -- or even
lonely. What are your experiences with loneliness? Add
your own examples to the list below. When might a person
be lonely even if he is part of a family? Loneliness is
listening to your parents arguing. Loneliness is when you
come home and there's no one there."

This is a prime example of begging the problem, of dwelling on

negatives, and germinating alienation of the child from the home.

The PARENTS WHO CARE group maintains that the Montgomery County

schools have not been given the right to involve themselves in

such activities,

In Petitioner's Exhibit NO. 146, our children get more of the

same: on page 51 they are asked to criticize their family before

a group of classmates:

"Share with your classmates some weekend traditions or
customs from your family. Holiday traditions? Other
traditions or customs? How has your pleasure in certain
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family customs or traditions changed as you have gotten
older? What family customs or traditions do you most
cherish? Write a description with details. What family
custom are you positively sure you will never carry on
when you have your own family? Describe the custom with
details and explain why you reject it."

There is great room for doubt as to the validity of these

personal inventory inquiries. Pitirim A. Sorokin, head of the

Department of Sociology at Harvard, in his book, Fads and Foibles 

in Modern Sociology and Related Sciences, observes:

"When they probe the psychological, psychiatric, sociological,
anthropological, economic, political, historical, philosophi-
cal, ethical, juridical, or aesthetical values of the tested
person - the unreliability of the tests is still more in-
creased for the following reason. In these fields there
are few generally accepted concepts, definitions, theories,
methods, uniformities and values. In these disciplines we
have, instead, different theories, approaches, generaliza-
tions and values. Insofar as the testers are all too human,
they are inclined to regard their own denominational creed.
In this way new elements of subjectivity are introduced into
the tests."

Martin L. Gross in "The New Tests in (Alr Schools - The Three

R's and a P (for Psyche)", an article in Life magazine for Sept-

ember 1, 1962, and quoted in the Congressional Record for October

10, 1962, stated:

"These non-academic interrogations are standard procedure
in schools throughout the country where an effort is being
made to find out why Johnny can't read - won't read - by
probing deeply into his psyche. While parents and PTAs
have been debating the merits and shortcomings of IG4 and
aptitude ratings, a far more controversial program of
personality testing has been gathering momentum in public
school system. Few students in the United States will
graduate from high schools without having come under this
careful psychological watch.

"The most common school personality probers are 'inventories'
and 'check lists' including the California Test of Personality-
Primary, the Mooney Problem Check List, The Science Research
Associates Junior Inventory...
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"But the quizes cover considerable psychological grounds;
a child's worries and fears, nightmares, sex problems,
insights into mom and dad, sister and brother.

"Some professional psychologists, however, not only question
the usefulness of personality testing but consider it more
harmful than helpful. In Denver, Colorado, school psycho-
logists and other guidance personnel in the school system
protested the wide use of a personality quiz for individual
evaluations."

In the same Congressional Record entry, there Is reference

to a book by Martin Gross entitled, The Brain Watchers, which

examines the results of the attempt to measure human qualities.

The personality quiz or the attempt to assess people by questionnaire

and depth interview are attacked on two grounds, as follows:

"First that the brainwatching system is a violation of human
rights; second, that it fails to isolate the qualities which
its practitioners (quite wrongly) suppose to be best."

A reprint from the Congressional Record excerpt of October 10,

1962, is reproduced below. Introduced by Representative John M.

Ashbrook, the entry entitled "Nonacademic Brainpicking Tests

Constitute Unwarranted Invasion of Individual Privacy and Parent-

Child Relations," vividly demonstrates that the same line of

questioning to which PARENTS WHO CARE has raised objection in

Petitioner's Exhibits Nos. 6, 8 0 10, 11, 12, 18, 78, 80, 81, 142,

144, 145, and 146 were being objected to elsewhere in our country

some thirteen years ago:

(Entry from ConFressional Record for October 10, 1962,

begins on following page .)
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Nonacademic Brainpicking Tests Constitute Unwarranted Invasion of
Individual Privacy and Parent-Child Relations

H.R. 10508 Would Curb Testing Abuse in
Schools

SPEECH
OF

HON. JOHN M. ASHBROOK
OF OHIO

IN THE HOUSE OF REPRESENTATIVES
Wednesday, October 10, 1962

Mr. ASHBROOIC. Mr. Speaker, I have
introduced H.R. 10508 which would curb
abuses in many of the testing programs
which are being conducted in our schools
throughout the United States. Its pur-
pose is to assure that parents be ap-
prised of tests of a nonacademic nature
which are to be administered to their
children. It is based on the positive be-
lief that parents are primarily respon-
sible for the upbringing of their children
and that schools are partners in that
sphere, along with the church arid home,
and not preeminent. All too many edu-
cators are taking the view that education
is the exclusive province of the schools.
I believe there is an urgent need for this
legislation so that proper guidance and
counseling will not be confused with
brainpicking and interference.

The U.S. Department of Health, Edu-
cation, and Welfare, in its booklet No.
0E-25003 (1962) notes that—

Tests are classified in terms of the purpose
for which they are designed, for example:
mental ability, intelligence, or scholastic ap-
titude tests; achievement tests; interest in-
ventories; anti personality inventories.

The latter two areas render themselves
subject to wide abuse if not properly ad-
ministered and constitute, in many cases,
an outright invasion of the privacy of the
home and family life.

On page 10, this booklet, entitled - un-
derstanding Testing," states:

A personality inventory is designed to
measure personal adjustment, to describe a
person in terms of his personality traits, or
to discover the nature of his problems. Such
tests differ in purpose, types of items, and
the traits they purport to measure.

It can be seen at the outset that all
children are deemed to have p:oblems. A
well-adjusted, successful pupil is tested
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right along with the rest. In all of the
testing which I have researched, the tests
are uniformly administered to all stu-
dents and not merely those who have
problems.

On the same page, booklet Ot-25003
honestly admits the dangers inherent in
this shotgun approach of testing by this
cautious injunction :

Much care should be exercised in the use
and interpretation of results, for much dam-
age can be done when inadequately trained
people interpret inventory scores.

HEW sees no dan ger, however, in the
overall invasion of privacy that comes
when children are asked questions such
as these:

My father is a tyrant.
I feel there's a barrier between me and my

parents.
My parents play favorites.
I'm ashamed of my father's job.
I'm ashamed of my parents' dress and

manners.
My parents avoid discussing sex with me.
I wonder if I am normal in my sexual de-

velopment.
I want to knew about venereal disease.
I need an acceptable vocabulary to discuss

sex.
I think about sex a good deal of the time.
How far should high school students go

in love relations?
I'm confused in my religious beliefs.
I'm bothered by thoughts of heaven and

hell.
Is there a conflict between the Bible and

my school subjects?
I'm losing faith in religion.
Is it wrong to deny the existence of God?

These are but a few of the 298 ques-
tions which are contained in the SRA
Youth Inventory, published by the Sci-
ence Research Associates, one of numer-
ous testing services available to our high
schools. It is my contention that non-
academic tests of this type should be giv-
en only with parental consent. At the
present time they can be given without
any prior notice to the parents. A school
would be in serious trouble if it would
undress young students for examination
or inoculate them with some serum
without parental permission. Yet, vir-
tually the same thing is being done all
of the time through these brainpicking
tests which literally undress young peo-

ple and interfere in private areas which
would be better left alone by schools.

Many tests call for difficult or impos-
sible answers—in some cases pitting loy-
alties of religion, home, and parents
against each other. Take the following
excerpts from one moral value inven-
tory exam, for example:

Which is worse: (1) spitting on the Bible;
(2) spitting on the American flag?

Which is more important: (1) taking the
oath of allegiance to the United States; (2)
joining a church?

Which is worse: (1) denying the existence
of God; (2) laughing while the Star-
Spangled Banner is being played?

Which of the following men contributed
more to the progress of mankind: (1) St.
Paul (in the Bible) ; (2) Abraham Lincoln?

Guidance and counseling received a
big boost through the enactment of the
National Defense Education Act of 1958.
Section V carries the high sounding
name "Guidance, Counseling, and Test-
ing: Identification and Encouragement
of Able Students." The purpose of inc
title V was set out as follows:

To provide financial assistance to tile
States to establish and maintain (1) a test-
ing program in secondary schools to iden-
tify 'students with outstanding aptitudes
and abilities, and (2) a program of guidance
and counseling in the public se00nc7ry
schools to encourage students to compli:ie
their secondary school education in pre para-
tion for their entrance into institutions of
higher education and to enter such institu-
tions.

Nothing here would seem to foster or
encompass the nonacademic, psycho-
logical testing aforementioned. The
1951 amendment restated the same pur-
pose and expanded the program to
elude the seventh and eighth grades.

One point should be made clear. Test-
ing of this type could be done withoot
the NDEA. It has been through the
NDEA that guidance and counseling has
become vogue. Most of this testing
would seem to be legitimate when di-
rected toward the principle of erin01,:-
aging students in developing their abili-
ties and goals. Office of Education Com-
missioner McMurrin testified that dur-
ing the 2 years of operation of title V.
a 50 percent increase occurred in the
number of qualified full-time counselors
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2
employed by secondary schools. The
counselor-pupil ratio, he stated, had im-
proved throughout the Nation during
this period from 1 to 750 to 1 to 610, a
substantial step toward the ratio of 1
to 300 acknowledged by leaders in the
field to be the acceptable proportion.
The NDEA has been a vehicle to en-
hv nee testing at the high school level.

On the face of it, HEW has maintained
that there is no authorization in the Na-
tional Defense Education Act for testing
projects of the type referred to in my
legislation. Counselors in high schools
who are supported by HEW funds, how-
ever, are currently conducting such tests.
Laws on the State level are obviously
needed to further block the loopholes for
these nonacademic invasions of privacy.

Here is the test which is currently be-
ing given to secondary school students
in my State of Ohio and elsewhere
throughout the Nation:

SRA YOUTH INVENTORY

(Form A, prepared by H. H. Remmers, Pur-
due University and Benjamin Shimberg,
director of Educational Testing Service
guidance inquiry)

MY SCHOOL
1. I have difficulty keeping my mind on

my studies.
2. I wish I knew how to study better.
3. I wish I knew more about using the

library.
4. I have difficulty taking notes.
5. I don't know how to prepare for tests.
6. I wish I could be more calm when I

recite in class.
7. I spend too much time studying.
8. I would like to take courses that are

not offered in my school.
9. I dislike my courses.
10. I have too much homework.
11. I hate school.
12. I feel sleepy in class even When I've

had enough sleep at night.
13. I wish I could quit school now.
14. I doubt the value of things I study.
15. I am too restless to stay in school.
16. I have difficulty keeping my mind on

what goes on in class.
17. My courses are too far removed from

everyday life.
18. I must select a vocation that doesn't

require college. •
19. I would like to get some practical

work experience.
20. I have difficulty expressing myself in

writing.
21. I need some individual help with my

courses.
22. My teachers give me no encourage-

ment.
23. My teachers make fun of me.
24. My teachers don't make assignments

clear.
25. My teachers aren't interested in me.
26. My teachers are too strict.
27. My teachers are too impersonal.
28. My teachers play favorites.
29. My teachers don't understand me.
30. Class periods are not well organized.
31. My teachers aren't interested in the

things that interest me.
32. My teachers don't like me.
33. I have difficulty expressing myself in

words.
AFTER HIGH SCHOOL?

34. What are my real interests?
33. What shall I do after high school?
36. For what work am I best suited?
37. How much ability do I actually have?
38. I would like to know more definitely

how I am doing in my school work.
39. I need advice in choosing courses.
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40. I want to know more about what peo-

ple do in college.
41. Should I go to college?
42. What are the requirements for college?
43. How shall I select a college?
44. Can I get into the college of my choice?
45. I wish I could afford college.
46. Should I borrow money for college?
47. What are some ways of financing a col-

lege education?
48. How do you fill out application blanks

for college?
49. Do I have the ability to do college

work?
50. I would like to have more vocational

courses.
51. How can I get apprenticeship training?
52. What are some careers for girls?
53. I want to learn a trade.
54. What courses will be most valuable to

me later on?
55. What fields are overcrowded?
56. What career shall I pursue?
57. What training do different vocations

require?
58. How will the draft affect me?
59. What are the opportunities in different

fields?
60. What jobs are open to high school

graduates?
61. How do I got about finding a job?
62. Where can I go for help in finding a

job?
63. I wish I could write good letters of ap-

plication.
64. How can I prepare for a job interview?
65. For what kind of job should I apply?
66. How should I act during an interview?
67. I have no work experience.
68. What's expected of me on a job?
69. What is proper office etiquette?
70. Am I likely to succeed in the work I

do when I finish school?
ABOUT MYSELF

71. I'm easily excited.
72. I have trouble keeping my temper.
73. I worry about little things.
74. I'm nervous.
75. I can't sleep at night.
76. I can't help daydreaming.
77. I have thoughts of suicide.
78. I feel guilty about things I've done.
79. I'm not popular with (boys) (girls).
80. I often feel lonesome.
81. I feel "low" much of the time.
82. My feelings are easily hurt.
83. I need to learn not to let people push

me around.
84. I don't see much future for myself.
85. I often do things I later regret.
86. People dislike my race or nationality.
87. I lack the drive others have.
88. People stare at me.
89. I feel that I'm not wanted.
90. I have a "crush" on an older person.
91. I'm not ready for any Job when I

graduate.
92. I hesitate to take responsibility.
93. I feel that I'm not as smart as other

people.
94. I must always be "on the go."
95. I prefer to be alone.
96. I must learn to "keep my head" when

things go wrong.
97. I would like to discuss my personal

problems with someone.
98. I wonder if I am normal in the way

my mind works.
99. I worry about tests.
100. I'm unsure of myself.
101. I feel that I'm different from the

other kids.
102. I'm trying to get rid of an undesirable

habit.
103. I'm afraid of failure or humiliation.
104. My nose is ugly.
105. I bite my nails.
106. I can't help feeling bad when I can't

get my own way.

107. I don't know why people get angry
with me.

108. I don't know what is expected of me.
109. I wish I could overcome being care-

less.
110. I'm always thinking up alibis.
111. I'M afraid of making mistakes.
112. I'm afraid to speak up in class.
113. I can't do anything right.
114. I don't want to leave home for a job

or college.
GETTING ALONG WITH OTHERS

115. I want people to like me better.
116. I don't know how to introduce people

properly.
117. I wish I could carry on a pleasant

conversation.
118. I don't know how to treat people

whom I don't like.
119. I wish I were more popular.
120. I want to make new friends.
121. I need to Cevelop self-confidence.
122. I need to be more tactful.
123. I wish I knew how to drop a person

I no longer want for a friend.
124. I don't know how to act on formal

occasions.
125. I'm ill at ease at social affairs.
126. I want to learn to dance.
127. I want to feel important to society

or to my own group.
128. I wish I had things to talk about in

a group.
129. I can't live up to the ideals set by

groups to which I belong.
130	 ur2 to learn how to keep from

bein g eo aggressive.
r. licex much initiative should I take

in ge .,t' eg invited to parties or dances?
132. I need to learn to be a good listener.
133. I need to learn to be more e/erant

of other people's opinions.
134. I need to learn how to p",	 zty.
135. There aren't enough placte:

some recreation where I live.
136. I don't know what clothe,: ',.

on different occasions.
137. I get stage fright when I sp. .	 ore

a group.
138. I'd like to learn proper table maneers.
139. I need to learn how to get along with

people my own age.
140. I need to learn to be a "good sport"

in games.
141. I'm often left out of things other

kids do.
142. I need to learn how to select the right

clothes for my figure. 	 -
143. I wish I knew how to use cosmetics

properly.
144. I don't know how much of in" :eller

feelings to reveal to my friends.
145. I need to learn to be on	 for

appointments.
146. I need to learn how to order	 eei a

restaurant.
147. I need to learn how to wor t- -

good of the group.
148. I'd like to know how to become a

leader in my group.
149. I have difficulty deciding between my

own standards and those of the crowd.
150. I can't find a part-time job to earn

spending money.
151. I need money for social affairs.
152. I don't have a (girl) (boy) friend.
153. I am not attractive to the other sex.
154. I can't seem to live up to the ideals I

have set for myself.
MY HOME AND FAMILY

155. I have no 'quiet place at home where I
can study.

156. I can't get along with my brothers
and sisters.

157.There is constant bickering and quar-
reling in my home.

158. I feel that I'm a burden on my
parents.
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159. I have to do too many chores around
the house.

160. My allowance is too small.
161. I feel there's a barrier between me and

my parents.
162. I can't discuss personal things with

my parents.
163. My father is a tyrant.
164. I don't like to invite people to my

home.
165. I don't feel that I belong in the

166.I airs seldom consulted in family
decisions.

167. I want to be accepted as a responsible
person by my parents.

168.My parents play favorites.
169.My parents interfere with the spend-

ing of the money I earn.
170. My parents are trying to decide my

• vocation for me.
171. My parents are too strict about

letting me use the family car.
172. My parents are too strict about

dating.
173. My parents won't let me make my

own decisions.
174. I get no encouragement at home.
175. My parents don't usually respect my

opinions.
176. My parents don't trust me.
177. My parents expect too much of me.
178. My parents are too strict about my

going out at night.
179. I am criticized for dating someone

older than I am.
180. I am criticized for dating a person of

whom others do not approve.
181. I have too many dates.
182. I wish I could get my parents to

treat me like a grownup.
183. I wish I had my own room.
184. I am ashamed of my father's job.
185. I am ashamed of my parents' dress

and manners.
186. I wish I could gain the confidence of

my parents.
187. I want to get married soon.
188.I feel like leaving home.
189. My family tries to hold me down.
190. I am afraid to tell my parents when

I have done something wrong.
191. I must turn over my earnings to the

family.
192. I feel disloyal because I do not share

the views of my parents.
193. My parents are too strict about per-

mitting me to date on schoolnights.
194. My family is always worried about

money.
195. My parents often pry into my private

affairs.
196. My parents object to my following

fads.
197. My parents continually nag about

studying.
198. My parents neglect me.
199. My parents interfere in my choice of

friends.
200. My parents disapprove of my social

activities.
201. My parents won't let me do my own

shopping.
202. My parents hate to admit that I'm

sometimes right.
203. My parents are cold toward my friends.
204. My parents aren't interested in what

I accomplish.
205. My parents criticize me too much.
206. My parents don't let me decide in

which activities I can take part.
207. My parents avoid discusing sex with

me.
BOY MEETS GIRL

208. I seldom have dates.
209. I don't know how to ask for a date.
210. There is no place to dance in the town

where I live.
211. I'm bashful about asking girls for

dates.
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212. I don't know how to keep (boys)

(girls) interested in me.
213. I don't know what to do on a date. .
214. What are good manners on a date?
215. How do I refuse a date politely?
216. I'm bothered by dirty stories or vulgar

talk.27. 
I wonder if I am normal in my sexual

development?
218. I don't know how to break up with a

person I have been dating without causing
bad feelings.

219. Is there anything wrong with going
places "stag"?

220. Is it all right to accept "blind dates"?
221. Is drinking harmful?
222. I am dating a person of a different re-

ligion than mine.
223. How can I keep (boys) (girls) from

taking ma for granted?
224. Should I go steady?
225. Should I kiss my date the first time we

go out together?
226. Must I neck to be popular?
227. I'm embarrassed in any discussion

of sex.
228. I wonder if high school students

should pet and make love. 	 e
229.I need an acceptable vocabulary to

discuss sex.
230. I think about sex a good deal of the

time,
231. How far should high school students

go in love relations?
232. I need more correct information about

sex.
233. I don't understand how children are

born.
234. I have conflicting information about

sexual matters.
235. I want to know about venereal dis-

ease.
2. What things should one consider in

selecting a mate?
237. How long should people know each

other before getting married?
233. How can I prepare myself for mar-

riage and family life?
239. What things cause trouble in mar-

riage?
HEALTH

240.I want to gain (or lose) weight.
241.I want to learn how to select foods

that will do me the most good.
242. I smoke too much.
243. I am crippled (or have some other

handicap).
244.I am bothered by menstrual disor-

ders.
245. I'm concerned about improving my

figure.
243. I want to improve my posture and

body build.
247. My stomach is upset easily.
248. What can I do about bad breath?
249. Is smoking harmful?
250. What can I do about body odor?
251. I worry about my health.
252.I don't get enough exercise.
233. I get tired easily.
254. I don't get enough sleep.
255. I have no pep.
256. My teeth need attention.
257. I have frequent headaches.
258. I have frequent colds.
259. I don't hear very well.
263. My muscles are poorly developed.
261. I have no appetite.
262.I want to get rid of pimples.
263. I sometimes feel faint.
264.I wonder if I am normal in my energy

and endurance.
THINGS IN GENERAL

265. I'm concerned with what life is all
about.

266. I'm eonfused in my religious beliefs.
267. I'm bothered by thoughts of Heaven

and Hell.
268. Is there a conflict between the Bible

and my school subjects?

269. I feel that I'm not living up to my re-
ligion.

270. I'm searching for something to believe
in.

271. How does one set standards of "rant"
and "wrong"?

272. I'm concerned about cheating.
273. I'm having difficulty deciding what's

Important in life.
274. I'm confused on some moral questiore,
275. Can I believe the newspapers at: e

radio?
276. How can I help get rid of intolerance?
277. How can I help to make the world a

better place in which to live?
278. What can I do about the injustice all

around us?
•279. I'm mixed up about world affairs.
280. I'm worried about the next war.
281. Is there something I can do about

race prejudice?
282. Is there any way of eliminating slums?
283. What can I do to help get better

government?
284. How can I learn to use my leisure time

wisely?
235.I have difficulty budgeting my time.
236. How can I learn to get the most for

my money?
287. Does one have to take advantage of

people to be success:ul?
288.What can I contribute to civilization?
289. I'm losing faith in religion.
290. I need to develop a satisfactory philos-

ophy of life.
291.I can't decide whether or not money

is the major thing to work for in life.
292. How can we get honest government?
293. Can I believe advertising?
294. What is eternity?
295.Does it really pay to be honest?
296. I wonder about the after-life.
297. Is it wrong to deny the existence of

God?
298.What makes people selfish or unkind?
A typical type test which deals with

wishes, desires and impulses is the Wish-
ing Well, published by the Bureau of
Educational Research, Ohio State Uni-
versity, given to youth in grades 4
through 7. Here are a few of the
score wishes which the child is sup-
posed to answer:

I wish I did not feel so different from my
parents.

I wish I could talk over important things
with my parents more often.

I wish I felt like a real member of the
family.

I wish my parents did things that would
make me feel more love toward them.

I wish I could be sure my father would
always have a steady job.

I wish our family could afford to give each
other better presents at Christmas and on
birthdays.

I wish I knew how you can believe that
God is always right and at the same time
believe that you should think for yourself.

I wish I knew how you can make lots of
money and still be a very good citizen.

I wish someone would help me to see the
place of religion in my life.

I wish I liked Negro children as well as
white children.

I wish I knew how you can like your own
country best and at the same time like peo-
ple in other countries too.

I wish I knew why factories sometime shut
down when people need the things factories
make.

I wish I knew why people say that every-
one is equal when some people have rin-r•
money than others.

A parent could well aac what all of
this has to do with the educational proc-
ess. Suggestions often plant seeds of



that the defectiveness of the tests is
notably increased by the conditions un-
der which they are administered. They
are for the most part not continuous but
sporadic ad hoc tests, given only once or
a few times. Results tend to be some-
what accidental and may be entirely un-
representative of the knowledge or the
traits of the testee.

The most notable complaint that can
be lodged against these personal inven-
tory examinations is that the results are
autocratically decided by the testerfl
Many questions in the above SRA ex-
aminations ask for wishes, desires,
aspirations, preferences, tastct and other
subjective evaluations by the testee. It
is entirely possible that the testers are
not right, especially when it comes to
sociological problems. In many cases
it can be shown that the right answers

\\ are wrong. *yySorokin points out that
when these tests deal with psychosocial
phenomena:

For instance, when they probe the psycho-
logical, psychiatsic, sociological, anthropo-
logical, economic, political, historical, philo-
sophical, ethical, juridical or aesthetic values
of the tested person—the unreliability of the
tests is still more increased for the following
reason. In these fields there are few gen-
erally accepted concepts, definitions,
theories, methods, uniformities and values.
In-these disciplines we have, instead, differ-
ent theories, approaches, generalizations and
values. Insofar as the testers are all too
human, they are inclined to regard their
own denominational creed. In this way new
elements of subjectivity are introduced into
the tests.

Although they would never admit it,
Iam sure it is hitting close to home.
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The trend toward testing programs of
this type has its genesis in the Freudian
concept of psychiatry. Supposedly,
these people are specially anointed to
solve all of the ills of the world by rid-
ding man of his delusions, repressions,
frustrations and problems up to and in-
cluding wars. When their theory is re-
duced to practice we have life adjust-
ment curriculum in schools whereby the
student "adjusts" to his various
neuroses. These neuroses are spotted
by the eye of the tests given not to check
academic achievement but rather
through subjective brainpicking tests
which probe into the deepest recesses
of the mind and deal with opinions, at-
titudes, and ideas—many of which have
always been private through good taste
and modesty.

Dr. G. B. Chisholm, renowned psy-
chiatrist, solemnly told a group of his
compatriots:

With the other human sciences, psy-
chiatry must now decide what is to be the
immediate future of the human race. No
one else can. And this is the prin-fe respon-
sibility of psychiatry.

He was giving the William Alanson
White Memorial Lectures on "The Psy-

The enormous influence of tests is pri-
marily due to the supposedly scientific and
infallible character of these tests. Th ,,, sass°.
crats have succeeded in selling their tests as
strictly scientific, precise, operation:0 and
unerring. As such they are rarely challenged
and hardly ever questioned.

In this testomania, Sorokin observes

THE GENESIS OF BRAINPICKING

chiatry of Enduring Peace and Socia:
Progress" and this address was printcy:
in the Febida:y IG issue of "nsy-
elliatry—Journiii of 11:0 Biology :Ind
Pathology of Interpersonal Relations."

What stands in the way of attainine
the goals that Dr. Chisholm wanted?
He states:

For many generations we have bowed our
necks to the yoke of the conviction of sin.
We have swallowed all manner of poisonon,
certainties fed us by our parents, our Sun-
day and day school teachers, our politicians.
our priests, our newspspers, and others with
a vested interest in controlling us.

He makes it about as clear as one can,
Morality is the culprit—our burdensome
sense of right and wrong. Pierce this
iron veil of stultifying restraint and you
will have progress. Impeding progress
are the forces of the home and church—
they must go.

If the race is to be freed from its crippling
burden of good and evil it must be psychia-
trists who take the original responsibility.

How will all of this be done? He has
an easy answer—the upbringing of the
child. He states:

The most important thing in the world
today is the bringing up of children. It is
not a job for economic or emotional misfits,
for frightened, inferiority-ridden men and
women seeking a safe, respectable and quick-
ly attainable social and emotional status.
• * • It is therefore necessary that, for so
long as it may take to change the bringing
up of children in enough of the world, our
close watch on each other and everyone in the
world should not be relaxed for a moment.

By proper training children will not
grow up as their elders did with a
"warped" sense of guilt emanating from
the antiquated sense of sin. In fact, sin
is the arch-enemy of progress and has
caused all of our troubles. According to
Dr. Chisholm—

The only psychological force capable of
producing these perversions (note: prevent-
ing the rational use of intelligence) is mor-
ality, the concept of right and wrong, the
poison long ago described and warned against
as "the fruit of the tree of the knoa ledge
of good and evil." We have been very slow
to rediscover this truth and to recognize the
unnecessary and artificially imposed inferi-
ority, guilt and fear, commonly known as
sin, under which we have almost all labored
and which produces so much of the social
maladjustment and unhappiness in the
world.

Freedom from moralities, says Dr.
Chisholm, means freedom to think and
behave sensibly. By a program of reedu-
cation a new world can be molded and,
children be prepared for world citizen-
ship.

Who is this man? A crackpot? He
has influenced your life more than you
would care to admit. My stud y of this
area has extended over several years
and many related subjects. Brainpick-
ing tests and life adjustment education
are part and parcel of this field. Dr.
Chisholm cannot be dismissed lightly—
if for no other reason than the posi-
tions he has held. He wee
General of the World Health Organiza-
tion in its formative years and pre:iident
of the World Federation for Mental
Health, 1957-58—how about those for
qualifications. It is not surprising to also

4
doubt. Children who are normal may
begin to think they are not normal. To
read all of the le0 criestions tends to
give anyone an inferiority complex.

It can be seen that tests of this type
go far beyond any superficial goal of
testing academic prowess or even the
proper role of assisting a student to se-
lect his vocational pursuit. These tests
are based on the premise of so-called
"life adjustment" by which the student
is psychoanalyzed and then fitted into
the group by adjustment. Miss Emily
Cuyler Hammond conducted an inten-
sive study of the surge toward together-
ness in the Germany of the thirties and
refers to these testers as a dedicated cult
of hidden persuaders "using the Freudian
art of motivation research .toreach and
manipulate young minds." She added:

These are not the Madison Avenue huck-
sters of bubble gum, station wagons or other
materialistic accouterments of belonging-
ness. These are the modern educationists
and guidance counselors, selling not only
packaged, sugar-coated, easy-to-take lessons
but the necessity of adjustment to together-
ness, or belongingness, itself.

In a free society, education should be
directed toward teaching the child to
think. Not to think what I might
think or the testers might think but to
think for himself and make his own de-
cisions. The home, the church, the
overall sense of morality which we im-
bue into our children implant the sense
of right and wrong which make the
ability to think meaningful. To develop
patterns referred to in UNESCO book-
lets as "right attitudes" is indeed a
dangerous one in a free society and can
well lead our youth down the path to
collectivism and internationalism where-
by they gradually lose their loyalty to
home and nation.

There is ample room for doubt of the
validity of these so-called personal in-
ventory exams. Pitirim A. Sorokin, one-
time head of the Department of Sociol-
ogy at Harvard. in his book, "Fads and
Foibles in Modern Sociology and Related
Sciences," observes that—

At the present time in Western countries
almost every individual is tested from the
cradle to the grave, before and after the
Important events in his life. He is given a
battery of various tests after his birth, in
his nursery school and kindergarten, in his
elementary school, high school, and college,
before and after his draft into the Armed
Forces, before and during his marriage, be-
fore and after his gainful employment, and
so on, up to the tests preceding and follow-
ing his death. His, life-career is largely de-
termined by these tests. Beginning with
intelligence tests and ending with the tests
of loyalty and subversiveness, various testers
have replaced the old-fashioned angel-
guardians that supposedly guided the life-
course of each person. We are living in an
age of testocracy. By their tests of our intel-
ligence, emotional stability, character, ap-
titude, unconscious drives, and other char-
acteristics of our personality, the testocrats
largely decide our vocation and occupation.
They play an important role in our promo-
tions or demotions, and in our successes and
failures in social position, reputation, and
influonco. 111,2y (:. u.i normality or
abnormality, our superior intelligence or
hopeless stupidity, our loyalty or subersive-
ness. By all this they are largely responsible
for our happiness or despair, and, finally, for
our long life or premature death.
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learn that he is honorary president of
the World Federalists of Canada.

Cut out of the same cloth are the rec-
ommendations of another United Na-
tions agency, UNESCO, which would re-
design the upbringing of our youth if it
had its way. In their "Toward World
Understanding," we see the same line of
reasoning:

The kindergarten or infant school has a
significant part to play in the child's edu-
cation. • • * Not only can it correct the
errors of home training, but it can also pre-
pare the child for membership * • • in the
world society (page 9]. It is sufficient to
note that it is most frequently in the fam-
ily that the children are infected with na-
tionalism bj hearing what is national ex-
tolled and what is foreign disparaged. • * *
The school should therefore use the means
described earlier to combat family attitudes.
• • • As long as the child breathes the poi-
soned air of nationalism, education in world<
mindedness can produce only rather precari-
ous results [pages 54-58].

UNESCO, the United Nations Educa-
tional, Scientific and Cultural Organi-
zation, has set out in the nine volumes
of "Toward World Understanding" the
means of instructing young people to-
ward the day when their first loyalty
will be to world government and not to
country. The above excerpts were taken
from volume V. "In the Classroom With
Children Under 13 Years of Age." The
same target is present in all of these
schemes—the upbringing of the child.

All of these—freudian psychiatry,
UNESCO and brainpicking tests—point
toward the same goal—detect and then
indoctrinate. Kept to their proper use
as a tool of education which will help
develop the intellect and the ability to
think for one's self, testing programs
would not meet with objections from the
parents. It is the effort to play God and
to indoctrinate which meets our stren-
uous opposition.

U.S. OFFICE OF EDUCATION

It is significant to note that these
theories are coming into more prom-
inence in the U.S. Office of Education.
In an early publication of the Federal
Security Agency, Office of Education—
Bulletin 1951, No. 3—entitled "Vitaliz-
ing Secondary Education—Education
for Life Adjustment," it is solemnly pro-
claimed:

In summary, educational research has
found that youth learn chiefly what they ex-
perience • • • [and] the impact of
democratic experiences upon individual per-
sonality is more significant than the mas-
tering of figures and facts and the learning_
of rules and regulations (p. 10).

This John Dewey or Mann approach
to education is closely tied to educa-
tional testing through increased devel-
opment and use of educational statis-
tics, testing techniques and community
surveys which has pointed out the need
for democratizing the processes of
learning as well as the operation of the
high schools. The booklet emphasizes
the importance of bringing real life into
the curriculum and practicing democ-
racy—whatever that means—and in
"orienting" the thinking of the sec-
ondary student. On page 101, under
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the heading "Functions Schools Should
Serve," the report states:

School programs should provide the un-
derstandings and experiences necessary to
meret the demands for democratic world
citizenship. • * * Schools should help youth
understand the patterns of the new social
structure and the changed social relation-
ships which advancing technology brings.
In short the modern school should induct
youth by stages into full membership in the
dynamic local, State, national, and world
communities in which they live.

This is almost exactly the way that
the UNESCO Commission also puts it.
This 104-page booklet outlines many
good goals and changes but throughout
is the overall theory of indoctrination
and orientation which are a . far cry
from the educational goals of teaching
young people to think for themselves
and to make decisions tor themselves
in a free society. UNESCO calls this
developing right attitudes.

This is exactly what the progressive
educators, the Chisholms, the t NESCO
crowd, the personal inventory-type test-
ers and the Office of Education all have
in common. The testing program is an
integral part of developing _the attitunles
cited. The new ,,rbcia.1 order referred to
is socialistic and the world communities
is very clearly the one-world of the inter-
nationalists in which American sover-
eignty becomes subservient to the United
Nations.

In the foreword to "Vitalizing Second-
ary Education," eight staff members of
the Office of Education were credited
with writing the report, one of whom
was John R. Ludington.

In a 1961 HEW-Office of Education
document "Guidance Counseling and
Testing Program Evaluation," No. 0E-
25020, the foreword contains the names
of the same John R. Ludington, Director,
Aid to State and Local Schools Branch,
and E. Glenn Featherston, Assistant
Commissioner Division of State and
Local School Systems. It is my under-
standing that Mr. Ludington will move
up even further and become chairman of
the Office of Education Civil Service Re-
view Board.

Mr. Speaker, last year I read into the
record the HEW publication "A Federal

l+ Education Agency for the Future," which
presented the Office of Education blue-
print for making American education
Federal rather than local in nature.
Many of the recommendations made in
that bureaucratic design have already
been implemented. It is especially in-
teresting to note that in recent reorga-
nizations within the Office of Education,
staff and contributing members of the
group or so-called mission which drew
up the document are now in the driver's
seat. I pointed out these changes in
my July 23, 1962, speech to the House.
Here are some of the promotions which
have moved those officials up the ladder:

Mr. Arthur Harris, a member of the
Committee on Mission and Organiza-
tion, became acting Associate Commis-
sioner and Director of the new Bureau of
Educational Assistance programs.

Mr. Ralph C. M. Flynt, an ex officio
member of the Committee on Mission
and Organization, became acting Ass°.
ciate Commissiciner and Director of the
new Bureau of Educational Research
and Development.

Mr. John F. Hughes, another ex officio
member of the Committee ' on Mission
and Organization, became acting execu-
tive officer and Director of the Offic e cf
Administration in the, new Office of the
Commissioner.

Mr. Charles P. Dennison, a member of
the Committee on Mission and Organiza-
tion, became acting executive officer
under Mr. Flynt in the Office of Educa-
tional Research and Development.

Mr. Thomas E. Cotner, a member of
the Committee on Mission and Organiza-
tion, became. acting Deputy Associate
Commissioner in the Bureau of Inter-
national Education.

Mrs. Sonia 0. Ashworth, a staff mem-
ber of the Committee on Mission and
Organization, became acting budget as-
sistant under Mr. Flynt in the Bureau
of Educational Research and Develop-
ment.

Mr. Edward Cunningham, a staff mem-
ber of the Committee on Mission and
Organization, became acting personnel
assiate tit under Mr. Harris in the Bureau
of iseaeational Assistance programs.

Me. E. Glenn Featherston, author of
a confidential repozt to the Office of
cation Committee on a Federe7L.Jet-

	

tion Agency for the Future	 me

	

Deputy Associate Commissicei	 ler
Mr. Flynt in the new Burea l i
cationa/ Assistance programs

	

Now, Mr. Speaker, in this ine	 .
are not buying that famous ea a
poke—because these various aur.:-:: of
the discredited pamphlet, who leave, as
it were, written their own job-promotion
tickets, have some pretty telltale quo:.-
tons to their credit or discredit. For
example:

Mi.. Featherston, in his advisory memo-
randum to the committee, observed:

Without question the Office of Echicatie:n
has and will continue to exert leath?rehi2
through the collection of inform;::
through research, through consultati
through the administration or
However, it is to a broader type of le--
I am referring here and that is the
and planned effort to influence ov.
sive, nationwide scale, thinking
education • • • What changes
made in elementary and secondary
curriculums? This would open up a tremen-
dous area of activity and through the proper
role the Office could bring about a great
change without dictating.

If American education is directed and
controlled by those bureaucrats it is
certain, in my opinion, that they will
move us in the direction, of indoctrina-
tion rather than education. Control
education and you write the future. If
we allow these people to "teach'' accord-
ing to their social, economic, political.
and international proclivities we will
truly be a different America.

Another indication of the type of lead-
ership that is being L1.;t:111:: LI
of Education is indicated by a memoran-
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dum of May 9, 1962, which notes this
prolix) Lion:

Erie R. Baber, presently regional repre-
sentative, Office of Education. Chicago, Ill.,
to Director. Division of Elementary and Sec-
mid..ry Education, Burc,u of Educational Re-
search and Development, effective May 14,
1962.

Now just who is Eric R. Baber, you
might ask, and what is significant about
this appointment. William H. Whyte,
Jr., in his 1956 best seller, "The Organi-
zation Man," told us quite a bit about
Mr. Baber. On page 428 of his book,
Mr. White gave considerable attention
to Mr. Baber, then superintendent of
Park Forest Illinois high school. He
noted that:

What makes Park Forest's high school
'unique is that, where in traditional commu-
nities what has been called the life adjust-
ment curriculum has been introdueed a bit
at a time, at Park Forest it has been the
foundation.

He goes on to tell of Baber in these
terms:

Five years ago, when the school was still
in the planning stage, Baher told parents
that the trouble with U.S. education is that
it is concentrated far too much on the in-
tellectual aspect of education.

Mr. Whyte quotes a letter from Dr.
Baber in which he said:

If I were to attempt to define the bases of
our educational program, I believe it would
be in terms of three fundamental concepts:
(1) the philosophy of experimentalism, com-
promised somewhat by the pressures of tra-
dition, (2) an organismic (or Gestalt) psy-
chology, and (3) democratic educational
leadership.

Now you begin to see why Dr. Baber
is so significant. Like Dr. Chisholm, he
would make a slight concession by hav-
ing his experimentalism compromised by
the pressures of tradition but life ad-
justment education is to be the corner-
stone. When coupled with testing pro-
grams you can see just what this means.
Dr. Baber proudly proclaimed that all
aspects of family group life are open to
study. On page 432, Mr. Whyte gives
one of the keys we see in all of these pro-
gressive educational programs when he
says:

The testing program is extensive. In
addition to a battery of achievement tests,
such as the Iowa tests, and intelligence
tests, the school has given students the Ku-
der vocational preference record, the Bell
adjustment inventory, and the California
personal adjustment test.

The Department of Health, Educa-
tion, and Welfare scrupulously denies
that any testing of this type is carried
out under the National Defense Educa-
tion Act. In a letter from Mr. Feather-
ston, he stated:

Under title V-A of the act, Federal allot-
ments are made to State educational agen-
cies to assist them in establishing and main-
taining programs of guidance, counseling,
and testing in the secondary schools. States
desiring payments under their allotments
have submitted a State plan to the U.S.
Commissioner of Education for approval.
State plans set forth the programs for which
the funds will be spent. Payment under
the Federal allotment is made in an amount
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equal to one-half of the State and/or local
funds expended for the programs.

In connection with testing under title V-A,
the act provides that, if a State is not au-
thorized by law to make payments to cover
the cost of testing students in any one
more secondary schools in the State, the
Commissioner will arrange for the testing of
such students and shall pay one-half the
cost thereof out of the State's allotment.

Under Regulations which we have issued
pursuant to title V-A, "testing" means "the
use of tests which measure abilities from
which aptitudes for the individual's educa-
tional development validly may be in-
ferred." We have advised the chief State
school officers, in the enclosed bulletin, that
there can be no Federal financial participa-
tion in expenditures for "tests, scales, in-
ventories, or other devices for the collection
of information relative to the student's so-
cial, moral, spiritual, or family values, rela-
tionships, or adjustments."

This may be the Department's posi-
tion but it is done anyway. This is why
I feel we need legislative action rather
than an administrative regulation.
Guidance counselors who are receiving
Federal funds as part of their salaries
have been conducting these brain-picking
tests in many schools. In some cases,
bureaucrats get the same thing accom-
plished if by a roundabout method. The
heading of one test of the so-called in-
ventory-type carried the following head-
ing: "Kansas Junior High School Stu-
dent Survey—Conducted by the Univer-
sity of Kansas,lritreauilf Child Research,
Lawrence, Kans.—Supported by Grants
From the U.S. Public Health Service and
the University of Kansas."

I have included this particular test in
the Appendix following these remarks.
Note that this test was supported by
grants from the U.S. Public Health Serv-
ice.

CONCLUSION

One of the pronounced tendencies of
these tests is to stress the materialistic
side of life and place little emphasis on
the moral or spiritual. As Archbishop
O'Hara so aptly put it on April 8, 1958,
when addressing the National Catholic
Education Association:

I am afraid that sometimes some of our
teachers overlook the fact that the philoso-
phy of secularist counseling is based on the
exclusion of God and the soul from the
educational process. I mention this because
counseling is the subject of a piece of legis-
lation now before the Congress. A bill pre-
sented at this session proposes Federal sub-
sidies for enlarged counseling services avail-
able to students in both public and non-
public schools.

The archbishop was referring of
course to the National Defense Educa-
tion Act of 1958 which opened the door
on counseling of this type.

My bill, H.R. 10508 would not, as some
educators charge, prohibit such tests.
It would merely bring these tests out into
the open. It would not be the whole an-
swer but it would be a start. It specif-
ically requires that reasonable notice be
given to parents of students to whom
such examinations are to be given, that
the parent be given the opportunity to
view the test. If they so desire, the par-
ent could then refuse permission to the
school officials to administer the tect to
their child. My bill reads as follows:

H.R. 10508
A bill to limit the purposes for which funds

appropriated or otherwise made available
to the Department of Health, Education,
and Welfare may be used
Be it enacted by the Senate and House of

Representatives of the United States of
Anierica in Congress assembled, That, not-
withstanding any other provision of law, no
funds appropriated or otherwise made avail-
able to the Department of Health, Educa-
tion, and Welfare shall he expended, granted,
or otherwise used for the purpose of giving
an examination to any student in an elemen-
tary or secondary school, or to pay or sup-
plement the salary of an individual adminis-
tering an examination taken by any such
student, if any information is to be re-
quested or obtained by means of such exam-
ination which relates to such student's per-
sonality, environment home 11fe.-lcarefitWri7
fanliff_r_elationabips, economic status, reli-
glous beliefs. patriotism, sexual behavior or

"attitudes CM_ sorinlogieal _. or psyef-i6.FFF"!aT-
.problems, unless (1) reasonable iTotice is
given to parents of students to whom such
examination is administered of the giving
of such examination and of the right of any
such parent (A) to see or hear each question
that will be given or asked during such ex-
amination, and (B) to refuse to permit the
giving of such examination to his child:
and (2) the rights described in subclasses
(A) and (B) of clause (1) are accorded to
each such parent.

SEC. 2. If the Secretary of Health, Edu-
cation, and Welfare determines that there
is failure to comply substantially with the
provisions of the first section of this Act in
carrying out any program in whole or in
part with funds appropriated or otherwise
made available to the Department of Health,
Education, and Welfare, he shall take such
action as may be necessary to assure that
no more of such funds are expended to carry
out such program until he is satisfied that
there will no longer be any such failure
to comply.

Martin L. Gross, writing in Life maga-
zine, recently stated :

Some State education laws, which prevent
a licensed physician from giving a child an
aspirin without parental permission, allow
school testers to diagnose "maladjustment"
or "potential schizophrenia" and have it en-
tered on the child's record without informing
the parents.

Mr. Speaker, this article is included
in the appendix to these remarks be-
cause I believe it is timely indeed. I do
not believe we want George Onyell's
"1984" with Big Brother watching over
all of us. In the first place I do not be-
lieve these people are that smart. Mc::t
educators do not invade the privacy of
the home or fashion themselves as junior
psychiatrists. Most educators are inter-
ested in academic development and re-
ject these questionable tests. It is obvi-
ous that we need State laws to plug these-
loopholes in addition to my bill which
would prevent the use of Federal funds
for these purposes. Let the words of
Dr. Chisholm ring in your ears:

Let us be our own authority. We know
far more than any of our ancestors. Scien-
tists of this generation have no obligation to
admit superiority of knowledge or of wisdom
in any body of traditional belief or authority.
There is no room for authoritarian dogma
in the field of human relations.

•	 •	 •	 •
Let us discard the bromides which have
kept us drugged, obedient to the old pe.apie,
and afraid of their dir,pleasure. Let us ;.,ept
our own responsibility to remodel the world
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in bolder, clearer, more honest lines. Let us
stop prostituting man's noblest and highest
development, his intellect, to the service of
guilt and fear and shame.

By alerting Americ p n fathers and
mothers to the dan gers inherent in these
ponacadernic brainpicking tests we can
encourage them to be ever vigilant lest
their children be guinea pigs in sonic
classroom. My bill H.R. 10503 would help
plug this gap but in the final analysis
it is going to be an alert and vigilant
citizenry which will rectify this erroneous
usurpation of the privileges and respon-
sibilities of the home and church.

Mr. Speaker, appendixes 1 and 2, to
which I have referred, follow:

APPENDIX 1
THE NEW TESTS IN OUR SCHOOLS—THE THREE

R's AND A P (FOR PSYCHE)
(By Martin L. Gross) 	 -•

(Life Magazine, Sept. 1, 1962)
In the first few weeks of the new school

year several million pupils from the first
grade through senior high will open exami-
nation booklets that pose some surprisingly
personal questions.

"Are you too nervous?"
"Have you often felt that you would

rather not live at home?"
"Do many of the people you know seem

to dislike you?"
Grade-school children will be required to

answer these questions with a simple "Yes"
or "No." Or they will be asked to mark
"problem check lists" which state such child-
hood concerns as "I wish my father had a
higher level job."

These nonacademic interrogations are
standard procedure in schools throughout
the country where an effort is being made
to find out why Johnny can't read—or won't
read—by probing deeply into his  psyche.
While parents and PTA% have been debating
the merits and shortcomings of IQ and
aptitude ratings, a far more controversial
program of personality testing has been
gathering momentum in public school sys-
tems. Few students in the United States
will graduate from high schools without
having come under this careful psychological
watch.

Most parents are amazed to learn that
their child's "personality" is all recorded in
black and white in the locked files outside
the principal's office. These personality
probes are often conducted in a confidential
atmosphere by guidance counselors. And
pupils are not inclined to talk about the
exams. The child who may return home and
sadly admit he didn't know the answer to
the question "Who fought in the War of
1812?" is unlikely to admit he wrote "Yes"
next to the question, "Do you sometimes feel
lonely at home?"

But the discovery of these tests can bring
sharp reaction. Last spring in Hicksville,
Long Island a candidate ran—and won—a
place on the school board through his cam-
paign pledge to eliminate the "Blacky" test,
a psychoanalytic-based device that, with a
series of dog cartoons, attempts to evaluate
a fifth grader's "castration anxiety" and
"oral eroticism," among many other traits.

The most common school personality
probers are "inventories" and "check lists,"
Including theralifornia Test of Personality-
Primary, the Mooney Problem Check List,
the Science Research Associates Junior In-
ventory, the Minnesota Counseling In-
vsntory. Each of the tests views children's
psyches in somewhat different terms (calif'',
ness or nervous symptoms—freedom from
or conventionality ) . But the quizzes cover
con_sisis.srab_e_l ps ychological grounds; a child's
worries and fears, nign -sex- problems,
insights into mom and dad, sister and
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brother, and, among teenagers, menstrua-
tion. The scores, which of ten become part of
a child's permanent school record, are
marked on graphs provided by test pub-
lishers and connected into "personality
profiles." With the help of national "narn,7''
teacher's and guidance counselors may at-
tempt to compare the child's psyche with
those of his classmates and decide whether or
not the youngster is "emotionally well- or
mal-adjusted." Unfortunately, few guidance
counselors or teachers have had enough
psychological training to make such deci-
sions.

Because school personality probes stress
Intimate family details, mother's attempts to
keep family business private are becoming
distressingly futile. The popular California
test of personality, used in 1,370 schools last
year, asks 12-year-olds these questions about
their home life:

Have you of ten felt as though you would
rather not live at home?

Do you prefer to keep your friends away
from your home because it is not attractive?

Another popular test, the SRA junior in-
ventory (814,000 schoolchildren have taken
this and other SPA inventories since 1956),
tries to tap a student's adjustment with a
list of 168 weighty problems which fourth
through eighth graders must finish in 45
minutes. Some of the problems are casual:
"I wish I could take music lessons." But
others can have strong psychological im-
pact: "I am too nervous," "I am not very
happy," "I wish I could be a girl." The SRA
youth inventory for 7th to 12th graders,
probes further: "My parents play favorites,"
"I want to know about venereal disease,"
"I'm losing faith in religion," "My family is
always worried about money."

The teacher or counselor doubling as ama-
teur psychologist has some bizarre tools to
experiment with, including the clinical Min-
nesota Counseling Inventory, which was de-
rived from an adult test that compared hos-
pitalized psychotics with those of a normal
sample. Some statements on the MCI check
list are:

"Most of the time I wish I were dead."
"I hear strange things when I am alone."
"I am afraid tx.: losing my mind."
Although the teacher is often pressed into

service as a personality tester, most of the
work is handled by guidance counselors who
have become essential members of school
staffs. The guidance counselor keeps a close
watch over the confidential results of person-
ality tests. High scorers, supposedly more
maladjusted, are singled out for further test-
ing, counseling, or referral to the school psy-
chologist. The results, say counselors, pro-
vide hints on areas to discuss with parents
during conferences and even emotional back-
ground information for some college entrance
blanks.

"We find that inventories and checklists
are wonderful timesavers," says one coun-
selor who administers a checklist to a sev-
enth-grade class. "Through it, we can often
find children in need of help whom we might
not have found otherwise. Even if a child
leaves his test blank free of problems, it
doesn't mean that he is worry free. This
itself might be an indication of a greater
underlying problem."
• Most tests give the students a chance to
Indicate whether or not they wish to discuss
their problems further. "We may call them
in anyway if we feel they are troubled
enough," says one counselor.

Some professional psychologists, however,
not only question the usefulness of person-
ality testing but consider it more harmful
than helpful. In Denver, Colo., school psy-
chologists and other guidance personnel in
the school system protested the wide use of a
personality quiz for individual evaluations.
("Do you sometimes suffer from a trembling
feeling in your muscles?" the test asked.)

The test has been dropped by the Denver
schools this year because, as a Denver guid-
ance official admits, "Some teachers used the
results to play God."

Efforts by unorganized groups of parents to
halt similar tes t s have had mixed success. In
Whitehall, Ohio, parents complained that the
SRA Youth Inventory was a threat to "pa-
rental authority and privacy." But the test
has been retained as acceptable to the Ohio
Education Department. In the suburb of
Island Trees, Long Island, complaints from
several parents that their 12-year-olds were
being quizzed on sex and dating habits in
written examinations did stop the use of the
youth inventory exam in the seventh grade.

"I take a dim view of current personality-1
tests and I think the general public is be-
ing much too frequently taken in by the
mumbo-jumbo that goes with them," says
Dr. Henry S. Dyer. of the nonprofit Educa-
tional Testing Service in Princeton, N.J.
"The inventories, the projective tests—all
of them—are scarcely beyond the tealea.f .
reading stage."

Gilbert M. Trachtman, past chairman of
the School Psychologists' Division of the
New York State Psychological Association,
describes personality quizzes as rough group
instruments that are not accurate enough
for individual evaluations. -There is too
much overbuying and overselling of them
by naive people," he says.

Why, then, are they so commonly used
by reputable school administrators? Guid-
ance Expert John W. M. Rothney, of the
University of Wisconsin, suggests that it is
the result of "amazing psychometric in-
nocence" on the part of teachers, adminis-
trators and guidance people, "round-the-
clock hucksterism" by test publishers, and
the desire to impress with an "array of
scores seemingly supported by pedantic
jargon."

The popular interest tests—the Kuder
Preference Record, the Strong Vocational
Interest Blank, the California Occupational
Interest Inventory—have met with the same
skepticism. This year some 2 million
schoolchildren will bring home their "Kuder
graphs" as vocational guidance evidence.
The results may indicate the child is suited
for a career in engineering because he
checked, among other things, that he would
like to "visit a factory in which typewriters
are made." Most studies indicate that
children's interests change rapidly and
radically. Children usually do not enter
occupations indicated by interest tests taken
in junior or senior high.

A parent may be amused or even impressed
by marks on the Kuder graphs, but he
would likely be confused by the results of
the personality tests. Even if given the
opportunity, few parents are equipped to
evaluate the findings of these tests. The
knowledge that they are being given in local
schools often produces dismay or resent-
ment. But the individual parent can do
little about it. Some State education laws,
which prevent a licensed physician from
giving a child an aspirin without parental
permission, allow school testers to diagnose
maladjustment or potential schizophrenia
and have it entered on the child's record
without informing the parents.

Despite the public's growing awareness of
and opposition to personality tests, there is
no letup in their use in schools. The
standard college entrance examination and
the National Merit Scholarship Corp. are
preparing ways to spot personality traits in
student applicants. The national testing
program, Project Talent, given under direc-
tion of the Department of Health. Educa-
tion, and Welfare in 1960 to 440,000 high
school pupils, plans to check up for the
next 20 years on the pcisasnality sores
those who took the exams—and may dis-
cover that a test paper is no place to probe
a student's psyche.
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APPENDIX 2
KANSAS JUNIOR HIGH SCHOOL STUDENT SUR-

VEY-CONDUCTED BY THE UNIVERSITY OF
KANSAS, BUREAU OF CHILD RESEARCH, LAW-
RENCE, KANS.--SUPPORTED BY GRANTS PROM
THE U.S. PUBLIC HEALTH SEP.VICE AND THE
UNIVE:ISI:Y OF KANSAS

FACTS AEOUT YOLTIU,ELF
Please answer all questions completely.
5. How old are you? (Check only one

answer.)
(1) 	 11 years or younger.
(2) 	 12 years old.
( 3 ) 	 13 years old.
(4) 	 14 years old.
( 5 ) 	 15 years old.
(6) 	 16 years old or older.
6. Sex:
(1) 	 Boy.
(2) 	 Girl.
7. What grade in school are you now in?
(7) 	 Seventh grade.
( 9 ) 	 Eighth grade.
( 9 ) 	 Ninth grade.
8. Are you (check only one answer)
(1) 	 An only child?
(2) 	 The youngest child in your

family?
(3) 	 The oldest child in your family?
(4) 	 Neither the youngest nor the

oldest child?
9. How many living brothers and sisters

do you have?
(0) 	 None.

One.
Two.
Three.

(4) 	 Four.
( 5 ) 	 Five or more.
10. What was the highest grade your

father finished in school?
(1) 	  Eighth grade or less.
(2) 	  Some high school.
(3) 	  Finished high school.

PART I. RULES WE ALL BREAK
The questions in part I are about more

personal things concerning you and your
friends. Do not put your name or address on
this questionnaire. We want to assure you
that your answers will be kept completely
secret and confidential. No one will ever
know how you answered any of the follow-
ing questions. We encourage you to be
completely honest with your answers.

For the purpose of this study, we are in-
terested in the things you have done during
the last 2 years only.

11. Damage or disfigure furniture in
schools, such as chairs, tables, and desks:

(1) 	  No.	 .
(2) 	  Yes.
12. Steal goods from warehouses or stor-

age-houses:
(1) 	  No.
(2) 	  Yes.
13. Damage cemetery property:
(2) 	  Yes.
(1) 	  No.
14. Damage or destroy public signs or road

markers:
(1) 	  No.
(2) 	  Yes.
15. Steal automobile parts such a hubcaps,

mirrors, ornaments, etc.
(1) 	  No.
(2) 	  Yes.
16. Kicked, bit or scratched a student of

about your own age:
( 3 ) 	  Three or more times.
(2) 	  Twice.
(1) 	  Once.
(0) 	  Never.
17. Get out of going to school by writing

a fake excuse for yourself :
(2) 	  Yes.
( 1 ) 	 No.
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18. Steal or siphon gasoline from cars,

trucks, or other kinds of vehicle equipment:

	

(2) 	  Yes.

	

(1) 	  No.
19. Damage or destroy mailboxes:
(1) 	  No.
(2) 	 Yes.
20. Steal more than $2 (money) from your

parents:

	

(2) 	  Yes.

	

( 1 ) 	  No.
21. Puncture or cut automobile tires, bike

tires:

	

( 1 )' 	  No.

	

(2) 	  Yes.
22. Steal materials or equipment from

buildings that are being constructed:

	

(2) 	  Yes.

	

( 1 ) 	  No.
23. Kicked, scratched or bit an adult rela-

tive (mother, father, guardian, or uncle, for
example)

	

(0) 	  Never.

	

- (1) 	  Once.
(2) 	  Twice.
(3) 	  Three or more times.
24. Damage or destroy toys or games that

belonged to persons your own age:
(1) 	  No.
(2) 	  Yes.
25. Steal from buildings that are being

torn down:
(1) 	  No.
(2) 	  Yes.
26. Tied a person up with rope, string, or

wire to a tree or similar object and then
left them that way:

	

(0) 	  Never.
(1) 	  Alone.
(2) 	  With one or more others.
(3) 	  Both alone and with others.
27. Steal things from your parents that

were worth more than $2:

	

(2) 	  Yes.

	

(1) 	  No.
28. Teased severely, hurt, or killed a cat or

dog.
	  Al _ .

(2) 	  With one or more others.

	

(0) 	  Never.
(3) 	  Both alone and with others.
29. Scratch the paint on someone's car on

purpose:
(1) 	  No.
(2) 	  Yes.
30. Steal more than $2 (money) from

your brothers or sisters:

	

(2) 	  Yes.

	

(1) 	  No.
31. Skip school with one or more friends

or classmates:

	

(2) 	  Yes.

	

(1) 	  No.
32. Steal articles of clothing worth more

than $5 from clothing or department stores.
(1) 	  No.
(2) 	  Yes.
33. Become so mad or angry that you

threw things at or hit a teacher or principal
or other school official:

	

3 	  Both alone and with others.

	

(0) 	  Never.
(1) 	  Alone.
(2) 	  With one or more others.
34. Steal a bicycle from anyplace other

than a place that sells bicycles (like from
neighborhoods, schoolgrounds, or public
places where bikes may be parked) :

	

(2) 	  Yes.

	

(1)	 No.
35. Remove spark plugs or wires from cars:
(1) 	  No.
(2) 	  Yes.
36. Steal a car for joyride without the own-

er's knowledge or permission:

	

(2) 	  Yes.

	

(1) 	  No.

37. Break or crack windows in automo-
biles:

(1) 	  No.
(2) 	  Yes.
38. SS.;,) school	 Li, three or more friend--

or classmates:
(2) 	  Yes.
(1) 	  No.
39. Steal articles of clothing worth less

than $5 from clothing store or departmen:
store:

(1) 	  No.
(2) 	  Yes.
40. Damage flowerbeds or gardens on pur-

pose:
(2) 	  Yes.
(1) 	  No.
41. Steal gasoline from gas stations, farms,

or other private places:
(1) 	 No.
(2) 	  Yes.
42. Taken part in fights where knives or

switchblades were used:
(3) 	  No.

,(2) 	  Yes.
43. Steal a bicycle from a store that sells

or repairs bikes:
(2) 	  Yes.
(1) 	  No.
44. Skip out of certain class periods, but

not the whole day, without permission (like
gym class or student assemblies

(2) 	  Yes.
( 1 ) 	  No.
45. Fought physically and bodily with an

adult relative such as mother, father, or aunt
(that is, fought in anger or fear, not in
sheer fun)

(0) 	  Never.
(1) 	  Alone.
(3) 	  Both alone and with others.
(2) 	  With one or more others.
46. Steal things (not money) from your

brothers or sisters that were worth more
than $2:

(2) 	  Yes.
(1) 	  No.
47. Get out of school early by pretending

to your teacher that you were sick or not
feeling well:

(2) 	  Yes.
( 1 ) 	  No.
48. Steal anything because an adult asked

you to steal it:
(1) 	 NO.
(2) •	  Yes.
49. Beat up a person much older than

yourself in a fight?
0	 Never.

(2) 	  With one or more others.
(1) 	  Alone.
(3) 	  Both alone and with others.
50. Steal more than $2 (money) from your

friends or classmates:
(2) 	  Yes.
(1) 	  No.
51. Damage parking meters on purpose

(break glass, jam slot)
(1) 	  No.
(2) 	  Yes.
52. Steal jewelry worth more than $2 from

jewelry, department, dime or drugstores:
(2) 	  Yes.
( 1 ) 	  No.
53. Skipped school or stayed out of school

without a genuine excuse for more than 1
day:

(1) 	  No.
(2) 	  Yes.
54. Damage or break coin machines of any

kind on purpose:
(1) 	  No.
(2) 	  Yes.
55. Damage or ruin personal clothing of

classmates or other schoolchildren:
(1) 	  No.
(2: 	  Yes.

(1)
(2)
(3)
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56. Get out of going to school by pretend-
ing to your parents that you were sick:

(2) 	  Yes.
( 1 ) 	  No.
57. Steal more than $2 (money) from

candy, coke, or cigarette machines:
(2) 	  Yes.
(1) 	  No.
58. Leave home with intention of going

to school, but just never making it to school
(without a good reason):

(1) 	  No.
(2) 	  Yes.
59. Injured or hurt someone not in your

family, but arranged matters so that some-
one else got the blame:

(1) 	  Alone.
(2) 	  With one or more others.
(3) 	  Both alone and with others.
.(0) 	  Never.
60. Steal more than $2 from school.:
(2) 	  Yes.
(1) 	  No.
61. Leave school early without permission:
(2) 	  Yes.
(1) 	  No.
62. Try to "get by" without paying the bill

in restaurants, cafes, soda fountains:
(1) 	  No.
(2) 	  Yes.
63. Skip school by yourself without good

excuse from parents:
(2) 	  Yes.
(1) 	  No.
64. Taken part in a gang fight against an-

other gang or against one or two other per-
sons:

(1) 	  Once.
(2) 	 Twice.
(3) 	 Three or more times.
(0)	 	  Never.
65. Steal things from inside of parked

cars:
(1) 	  No.
(2) 	  Yes.
66. Break windows on purpose in vacant

homes, garages, or other buildings:
(1) 	  No.
(2) 	  Yes.
67. Damage or destroy anything because

someone "dared" you to do it:
(1) 	 No.
(2) 	  Yes.
68. Steal things worth more than $2 from

foodstores:
(2) 	  Yes.
(1) 	  No.
69. Damage school property other than

chairs, tables, and desks:
(1) 	  No.
(2) 	  Yes.
70. Curse or use obscene language in

speaking to a teacher or other school official:
(2) 	  Yes.
(1) 	  No.
71. Steal anything and then sell it to an

older teenager or adult:
(1) 	  No.
(2) 	  Yes.
72. Damage or destroy anything that be-

longed to another person, in order to "get
even" with that person:

(1) 	  No.
(2) 	  Yes.
73. Steal money from public telephones

or parking meters:
(1) _	 No.
(2) 	  Yes.
74. Hit or strike a teacher, coach, or other

school official:
(2) 	  Yes.
(1) 	  No.
75. Take part in fights where BB guns, air-

pellet guns, or slingshots were used:
(1) 	  No.
(2) 	  Yes.
76. Tease or embarrass someone by strip-

ping or taking his or her clothes off?
• (2) 	  Yes.

(1) 	  No.
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77. Damage or destroy anything "just for

the heck of it":
(1) 	  No.
(2) 	  Yes.
78. Steal less than $2 (money) from candy,

coke, or cigarette machines:
(2) 	  Yes.
(1) 	  No.

PART III. YOUR SOCIAL ACTIVITIES

Instructions: In this section are state-
ments about what some boys and girls do
most of the time in their time after school
and on weekends. Read each statement and
decide whether it fits you or does not fit you
as you are right now or during this year. If
the statement is true of you, that is, if you
would say "Yes" to the statement, put a No.
1 next to it. If the statement is not true of
you, that is, if you would say "No" to the
statement, put a No. 2 next to it.

Be sure to read and to answer each state-
ment with a 1 or a 2. If it fits you fairly
well but not exactly, put a 1.

Answers: Put 1 for a "Yes." Put 2 for a
"No."
	 27. I spend a lot of time with one

special friend who is not a mem-
ber of my family.

	 28. I stick pretty much to myself.
	 29. I never disobey my parents.
	 30. I spend a lot of time with one

friend at a time, although I have
several close friends.
	 31. I spend a lot of time with two or

three friends. The group of us
play together.
	 32. I do some talking about or listen-

ing to talk about sexual matters
when I am with my friends.
	 33. I play with a large group of four

or more children in or near my
home neighborhood.
	 34. I mostly play alone or with my

brothers or sisters.
	 35. I belong to a group that is often

chased after by some adults such
as storekeepers, police, or home-
owners.
	 36. I never catch cold in the winter or

spring.
	 37. I play with friends my parents do

not like.
	 38. I never tell lies.
	 39. I often share secrets and ideas or

hopes with my friends.
	 40. I have taken part in kissing and

necking while on a date or while
alone with a person of the op-
posite sex.
	 41. Most o.g my friends are my own age

or between 11 and 14.
49 I have never spent a night in a

detention home or jail.
	 43. Most of my friends are 2 or 3 years

older than I am.

9
PART II. ALONE OR WITH OTHERS

Instructions: We are interested in how
certain rules are broken. So -ale p.ple break
rules only when they are with others, some
break rules only when they are alone, and
others break rules both when alone and
when with other persons. For each item,
check the box that applies to you. If it
does not apply to you, leave that item blank.

In the last 2 years, did you:

(3)

Both alone
and with

other
persons

	 44. I have petted with a person of the
opposite sex while on dates or
when we were alone.
	 45. Most other boys and girls like me.
	 46. I try to get other boys and girls

to like me.
	 47. I have gone further than petting

with a person of the opposite
sex.

	 48. I care a great deal about what
other boys (or girls) think of me.
	 49. I want to be different somehow

from others in my own age
group.

	 50. I have answered ads in comic books
or other magazines which M yer-
terised pictures, photographs, or
stories about sexual matters.
	 51. I like most of all to spend my free

time alone.
	 52. Some of my friends do not like the

way I act.
PART IV. LEISURE ACTIVITY AND FAMILY LIFE

Instructions: The statements in this sec-
tion are like those in the section you just
completed. But these have to do with how
you spend your spare time and how you are
treated by your parents.

Read each statement. If it applies to you
as you are right now or have been during
this year, mark the statement with a 1 for
a "Yes." If it does not apply to you, mark
it with a 2 for a "No."

The statements: Write 1 for a "Yes," and 2
for a "No."
	 53. Do you spend more of your free

time with your friends than with
your family?
	 54. Do you go to dances more than

once a month?
	 55. Do you go out with your mother

or father more than once a
month? (Movies, dining, social
events, etc.)
	 56. Is your father fairer about punish-

ment than your mother?
	 57. Do you study school work at home

less than five times a week?
	 58. Is your mother fairer about

punishment than your father?
	 59. Do you work at a part-time job

job once or more a week?
	 60. When you do something extra

good, do your parents reward
you with praise or special priv-
ileges or without money?

11. Steal hubcaps, mirrors, etc., from ear, 	
12. Puncture or cut tires, convertible tops, scratch the paint on cars__
13. Tie a person up with rope or string and left them that way 	
14. Tease, hurt, kill harmless animals 	
15. Steal clothing worth less than $5 	
16. Steal a car for a joyride 	
17. Beat up a person much older than you 	
18. Derange or break coin machine,
19. "Get by" without paying the bill in cafes, soda shops, movies,

other events 	
20. Damage school property on purpose 	
21. Steal things in order to soil them 	
22. Damage or destroy road markers. si gns, mailboxes, street lights 	
23. Steal anything worth more then $5 but less than $50 	
24. Beat up an adult for his money 	
25. Steal anything worth 850 or more	
26. Break into and enter a locked store, gas station, or other buildings 	

(1)

Only when
alone

(2)

Only when
with other

persons
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"C"
Or

average

	 61. Do you help around the house do-
ing chores almost every day?
	 62. When you have done something

wrong or "bad" do your parents
try to reazon with you?
	 63. Do you usually attend at least one

movie a week?
	 64. Are some children in your family

punished more severely than
others?
	 65. Do you spend time after supper

at a local hangout (drugstore,
soda shop, bowling alley, etc.)
at least two times a month?
	 66. Do your parents get all the facts

before they punish you?
	 67. Do you usually have one or two

dates a month or more?
	 68. Are the children in your family

punished more severely than in
other families?
	 69. Do you think that your friends

have better ideas than your
parents do about what a young
person should do in his spare
time?

100
	 90	 80

"A"	 "B"
Or
	

Or
best	 high

possible

PART V. GUESSING CAT/SES

Instructions: Reprinted below is a news
story that appeared not long ago in the Kan-
sas City Star. After you read the story care-
fully, pretend that you are talking the story
over with some school friends. None of you
knew the boy in the story directly or indi-
rectly, but you are all guessing about why he
did what the police claim he did. Then the
questions that follow the story, indicating
what your guesses would probably be.
(Names and places in the story have been
added or changed.)

The story
"The Kansas City police last night arrested

Walter Stevens, age 13, who was caught by
Police Sergeant Daniels. Daniels charged
the boy with stealing coins from the coin
machine and the washing machines in the
Whirlaway Laundromat. The policeman said
he saw Stevens pry open the coin slots on the
machines and remove quarters and dimes.
He had $15 in coins in his pocket when
arrested.

"The boy's mother, Mrs. William Stevens,
said she thought her son was at work at his
part-time job in the nearby Roll 'Em bowl-
ing alley. He had worked there 2 nights
a week for 2 months, she said, and had been
earning about 60 cents an hour. The boy's
father, William Stevens, 48, is a clerk in the
central past office. He works the night shift
and was away at the time of the arrest.

"Walter Stevens is a seventh grade student
at Wlltmore Junior High School. The Wilt-
more principal, Mr. John Savage, reported
that young Stevens had been doing very
poorly in school for several months, and said
that he had been expelled once for breaking
school property and had often skipped school.

"When interviewed. young Stevens told
this reporter that his father had to work
such long hours that he was very seldom
home and that his mother was often ill and
had to remain in bed. He claimed, 'Nobody
at school understands me or tries to help
me.'"

Instructions: Now check the statements
below that you think provide the best possi-
ble explanation for why Walter Stevens did
what he did. Remember that these are
guesses and that all of them may be true or
all may be false.

Put a 1 if you agree, and a 2 if you dis-
agree.
	 11. Walter wanted to get more money

than he could earn at his job
in order to help his poor parents.
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	 70. Do you usually spend three or
more evenings a week away from
home?
	 71. Are the children in your family

ever punished when they do not
need it?
	 72. Does your father punish rou when

your mother does not think you
should be punished?
	 73. Would you like to spend more of

free time with your friends than
your parents now allow?
	 74. Does your mother punish you

when your father does not think
you should be punished?
	 75. Do you feel your mother punishes

you fairly?
	 76. Do you feel your father punishes

you fairly?
77. Below is a line that stands for your

grades or marks in school this year, think-
ing of them lumped together. Make only
one check where you best fit.

70	 60
"D"	 "F"

or	 Or
below	 failing

average

	 12. Walter was lonely and unhappy at
school, where no one understood
him.
	 13. Walter was raised by bad standards

and had not been taught prop-
erly what was right and wrong.
	 14. Walter had everything against him.

He was bound to get into trouble
when everything at school and
at home went wrong.
	 15. Walter was fired from his job at

the bowling alley but didn't
want to worry his mother, who
needed the money he had been
giving her.
	 16. A gang of young boys managed by

a professional thief had organ-
ized stealing from laundromats
and other service stores, and
Walter had fallen in with this
gang through his acquaintances
at the bowling alley.
	 17. Walter liked to steal and had prob-

ably been stealing one thing and
another for several years before
he was caught.
	 18. Walter was sick, mentally or phys-

ically, but no one at school or at
home understood this and
helped him.
	 19. Other children at school had been

selfish and unkind in the past
and had kept Walter from
building any friendships. His
loneliness led him to steal.
	 20. Older boys in a gang really broke

the coin machines and did the
stealing, but they left Walter,
who thought they were his
friends, when they heard the
police car and dumped the coins
into his pocket.
	 21. Walter's parents had never taken

him to Sunday school, where he
could have learned what is right
and wrong.
	 22. Walter wanted to find a way to

get decent clothes and money for
an allowance. His parents could
not give him these things, but
he needed them to try to make
friends at school.

PART V/. WISHES

Below are listed some wishes that have
been expressed by boys and girls in other
junior high schools. Read each wish care-
fully. Then check the wish with an X if
you feel It is a wish that you have made or

thought about any time during this year.
If the wish does not	 eee, leave it blaak.
Check (X) here
	 23. wish I could buy my lunch in the

cafeteria more often.
	 24. I wish I could afford to go to the

movies as often as many of the
others in my school.
	 25. I wish my family could take me on

vacation trips like those that
many of the persons in my
school have enjoyed.
	 6. I wish I were able to dress as well

as most or many of the persons
in my school.
	 27. Many of the students in my class

will get to go to college some
day, but I probably won't get
the chance.
	 28. I wish I were physically better

built or more attractive.
	 29. I wish I were as attractive to the

opposite sex as many of my
schoolmates.
	 30. I wish I could join the Boy or Girl

Scouts like many of my class-
mates.
	 31. I wish my parents were more un-

derstanding, like the mothers
and fathers of many of my class-
mates.
	 32. I wish my family had nearly as

much money as the families of
many of my classmates.
	 33. I might like to be an engineer or

a scientist when I grow up, but
I probably will not get the
chance.

	 34. I won't have as good opportunities
when I grow up as many of my
classmates.
	 35. I wish my parents were not so

strict with me, and more like
the parents of many of my class-
mates in this way.
	 36. I wish my parents were a little

more strict with me, like the
parents of many of my class-
mates.
	 37. I wish my father and mother were

better educated, like the parents
of many of my classmates.
	 38. I wish my father had as good a

job as many of my classmates'
fathers.
	 39. I wish I could go on dates the way

many of my classmates do.
Now write down one wish that you have

felt strongly about this past year.

PART VII. SOCIAL VALVES AN/3 FEELINGS

Please answer each question by making a
check in the space next to agree or disagree.
There are no right or wrong answers. Just
report your opinion.

40. Watching television programs such as
"Sugarfoot" and the "Donna Reed Show" and
"Dobie Gillis" is boring or dull and a waste
of time:

(0) 	  Agree.
(1) 	  Disagree.
41. Having a coke in a drugstore with other

boys and girls after school or on a weekend
is dull and a waste of time:

(0) 	  Agree.
(1) 	  Disagree.
42. Watehince school athletic contests is

boring and a waste of time:
(0) 	  Agree.
(1) 	  Disagree.
43. Watching school basketball or football

games is fun:
(1) 	  Agree.
(0) 	  Disagree.
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44. Television programs such as "Chey-
enne" and "National Velvet" and "Lassie"
are fun to watch:

(1) 	  Agree.
(2) 	  Disagree.
45. The people who get the best jobs when

they grow up are usually the people who
have friends who do favors for them, rather
than the people who are best trained or edu-
cated:

( 0 ) 	  Agree.
(1) 	  Disagree.
46. Teachers give their praise and recog-

nition to the students who find a way to
become their special favorites, whether these
students are good workers in school or not:

(0) 	  Agree.
(1) 	  Disagree.
47. Most teachers do not really like to help

students:
( 0 ) 	  Agree.
( 1 ) 	  Disagree.
48. Teachers give their praise and recog-

nition to the students who work the hardest
and learn the most:

(1) 	  Agree.
(0) 	  Disagree.
49. The popular children in any school are

the ones who have earned the respect and
admiration of other students:

(1) 	  Agree.
(0) 	  Disagree.
50. Teachers have such different ideas

about what you are supposed to learn in
school that it is impossible to get a clear
Idea of what is best:

(0) 	  Agree.
(1) 	  Disagree.
51. People have such different ideas about

what is right and wrong that you can't ever
get clear ideas on this question:

(0) 	  Agree.
( 1 ) 	  Disagree.
52. Once some teachers decide that a cer-

tain boy or girl is "bad" or a "troublemaker,"
there is nothing you can do to change their
minds:

(0) 	  Agree.
(1) 	  Disagree.
53. Teachers can usually tell quite well

who is learning a lesson and who is not:
(1) 	  Agree.
(0) 	  Disagree.
54. Most parents have very clear ideas

about how their children should act on dates
and about matters like kissing:

(1) 	  Agree.
(0) 	  Disagree.
55. People in any town have a lot to say

about how their town government is run:
(1) 	  Agree.
(0) 	 Disagree.
56. The children and adults in any town

can help the police do a good job of enforc-
ing the law:

(1) 	  Agree.
(0) 	  Disagree.
57. Students in junior high schools never

have any say or influence in what they are
taught in their classes.

(0) 	  Agree.
( 1 ) 	  Disagree.
58. So many other people voted in the na-

tional election last fall that it didn't matter
to me whether my parents voted or not.

( 0) 	  Agree.
(1) 	  Disagree.
59. If a group of children decide they do

not like you, there is nothing much you can
do to change their minds.

(0) 	  Agree.
( 1 ) 	  Disagree.

PART VIII. WAYS OF DISCIPLINING YOUNG PEOPLE

Below are various ways by which many
parents discipline children and young peo-
ple. Please answer each question by check-
ing the choice which best tells how your
parents have disciplined vou durincr the lost
2 years. Answer each question for your
mother and your father separately.
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Do your parents take away your allowance?
61. Father:
	  Never.

(1) 	  Very seldom.
(2) 	  Sometimes.
(3) 	  Frequently.
62. Mother:
(0) 	  Never.
(1) 	  Very seldom.
(2) 	  Sometimes.
(3) 	  Frequently.
Do your parents refuse to speak to you')
63. Mother:
(1) •	  Very seldom.
(2) Sometimes.
(3) 	  Frequently.
(0) 	  Never.
64. Father:
(2) 	  Sometimes.
(0) 	  Never.
(3) 	  Frequently.
(1) 	  Very seldom.
Have your parents slapped you or given you

spankings?
65. Mother:

( 3 ) 	  Frequently.
(2) 	  Sometimes.
(0) 	  Never.
(1) 	  Very seldom.

66. Father:
(2) 	  Sometimes.
(3) 	  Frequently.
( 1 ) 	  Very seldom.
(0) 	  Never.
Do your parents forbid you to do some-

thing that you were especially planning on
doing?
67. Father:

( 3 ) 	  Frequently.
(2) 	  Sometimes.
(0) 	  Never.
(1) 	  Very seldom.

68. Mother:
( 3 ) 	  Frequently.
(2) 	  Sometimes.
(0) 	  Never.
(1) -Very seldom.
Do your parents tell you to leave home, or

to find a new home if you can't be better?
69. Mother:

(1) 	  Very seldom.
(2) 	  Sometimes.
(0) 	  Never.
(3) 	  Frequently.

70. Father:
(2) 	  Sometimes.
(0) 	  Never.
(3) 	  Frequency.
(1) 	  Very seldom.
Do your parents spank you with a stick,

belt, hairbrush, or things other than their
hands?

71. Mother:
( 1 ) 	  Very seldom.
(0) 	  Never.
( 3 ) 	  Frequently.
(2) 	  Sometimes.
72. Father:
(0) 	  Never.
( 3 ) 	  Frequently.
(2) 	  Sometimes.
(1) 	  Very seldom.
Do your parents take away some special

privileges?
73. Mother:
(2) 	  Sometimes.
(3) 	  Frequently.
( 0 ) 	  Never.
(1) 	  Very seldom.
74. Father:
(2) 	  Sometimes.
(3) 	  Frequently.
(0) 	  Never.
(1) 	  Very seldom.
Do your parents say they don't love you or

warn you that they will stop loving you?
75. Father:
(3) 	  Frequently.
(2) 	  Sometimes.
(0) 	  Never.

(1) 	  Very seldom.
76. Mother:
(2) 	  Sometimes.
( 3 ) 	  Frequently.
( 1 ) 	  Very seldom.
(0) 	  Never.
Have your parents beat you up (using their

fists, etc.)?
77. Father:
(2) 	  Sometimes.
(0) 	  Never.
( 3 ) 	  Frequently.
(1) 	  Very seldom.
78. Mother:
(3) 	  Frequently.
(2) 	  Sometimes.
( 1 ) 	  Very seldom.
(0) 	  Never.

Alert Citizens Can Prevent Abuse in Non-
academic School Tests

EXTENSION OF REMARKS
OF

HON. JOHN M. ASHBROOK
OF OHIO

IN THE HOUSE OF REPRESENTATIVES
Saturday, October 13, 1962

Mr. ATTIBROCK. Mr. Speaker, my
bill H.R. 10568, would be a meaningful
way to prevent abuses in the nonaca-
demic t"	 tests which are cur-
rently 7. eenducted in many of our
schools throughout the country. Of
course, it cannot do the full job. Star::
laws are needed and, above all elso.
alert citizenry at the local level.

During the past 2 years, I hav - .
extensively on this very significiti.'•
of education. I have received 1.2'
and advice of many hundreds of
jeans throughout the United
Without their information on the
ing programs carried out in their .31S

at the local level, I would not have been
in a position to present the infc:i'ina-
ton to the House which I had in my
October 10 address.

If I am returned to the 88th Congress,
I assure all of you that I will make every
effort to press with vigor this legislation
which will be reintroduced at that time.
I believe we will win the next round.
have been amazed at the reception.
in the House following the
of these sordid tests. Disbelief 	 •
shock as the Members I discuss._.
matter with read the tests whif: -
being given. We will have a
swell of support in the 88th Congre:z
this proposal.

Mr. Speaker, I encourage Americans
in our 50 States to study the testing pro-
grams in their own local school districts.
As I put it in the concluding paragraph
of my October 10 address:

By alerting American fathers and mothers
to the dangers inherent in these nonaca-
demic brainpicking tests we can encourage
them to be ever vigilant lest their children
be guinea pigs in some classroom. My bill
H.R. 10508 would help plug this gap but in
the final analysis it is going to be an alert
and vigilant citizenry which will rectify
this erroneous usurpation of the privileges
and responsibilities of the home and church.

I hope we can spread this message
throughout our entire Nation. I will be



most appreciative of all of the informa-
tion on local testing that can be sent to
me in the next few months since I want
to build up a good file which can be used
to further demonstrate the need for this
legislation and buttress our arguments
when we begin once more our efforts in
January.

New Book by Martin Gross Analyzes
Brain-Picking Tests

EXTENSION OF REMARKS
OF

HON. JOHN M. ASHBROOK,
OF OHIO

IN THE HOUSE OF REPRESENTATIVES
Saturday, October 13, 1962

Mr. ASHBROOK. Mr. Speaker, H.R.
10508, a bill which I have introduced,
would help correct many of the abuses
which are now present in testing pro-
grams in our schools. I am referring, of
course, to the nonacademic brainpicking
tests which are being used by many self-
styled psychiatrists. I am very proud
that two of our outstanding colleagues in
the House, the gentleman from Califor-
nia [Mr. UTT] and the gentleman from
Wisconsin (Mr. SCHADEBERG] have intro-
duced companion bills. Mr. UTT'S H.R.
12114 and Mr. SEIMESERG'S H.R. 12581
would accomplish the same purpose as
my H.R. 10508 and are identical.

In the Saturday Review issue of Octo-
ber 13, 1962, C. Northcote Parkinson has
reviewed "The Brain Watchers," a most
interesting and timely book which is just
off the press. The author of this fine
treatise on the general field of testing is
Martin L. Gross, who is also the author
of the September 21, 1962, Life magazine
article which I inserted in the RECORD on.
October 10.

The review to which I refer follows:
GENIT:S BY THE YARD

"The Brain Watchers," by Martin L. Gross
(Random House, 304 pp. $4.95), examines
the results of the attempt to measure human
qualities by mechanical methods. C. North-
cote Parkinson's latest book is "In-Laws and
Outlaws.")

(By C. Northcote Parkinson)
The personality quiz, or the attempt to

assess people by questionnaire and depth
interview, deria es partly from size and
wealth, partly from a mechanized way of life,
and partly from World War II. In a rela-
tively small community, whether of ancient
Athenians or modern Egyptologists, there are
few applicants for few posts vacant, and the
reputation of candidates was and is pretty
well established. The wrong appointment
could and can be made, but not as a result
of any ceucial interview or test. The situa-
tion is totally different when a mammoth
corporation has to consider 2,000 unknown
applicants for 20 vacancies. As its directors
live already in a mechanized world of com-
puters, addressographs, and conveyor belts,
they feel instinctively that their potential
recruits (like their new materials) can be
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sifted mechanically. Wool, rubber, or cotton
can be graded for quality by a rapid and
reliable test. It should be possible to do the
same with human beings. More than that, it
has become essential, the applicants being
too numerous to deal with in any other way.

What was no more than a tentative experi-
ment in 1004, a first and unsuccessful mass
survey in 1917, became an accepted technique
in 1943. With recruits to be numbered by the
million, the process of selecting potential
officers and technicians could no longer de-
pend upon personal recommendation or
background. Not only in the United States,
but in Britain as well, the sheep were
separated from the goats by a fairly arbitrary
process. In defense of this system it can be
said that some mechanical cream separator
had to be used and that the method adopted
may not have been much worse than any
other. It must also be recalled that fur-
ther selection—at least in combat units—
would depend upon the far more effective
test of active service. By the end of World
War II, it was generally believed that po-
tential leaders could be scientifically chosen
and that the system used in the forces could
be adapted to suit the purposes of indus-
try and commerce. The fallacy of the argu-
ment became almost immediately apparent in
Britain, but is only now being realized in the
United States. America's slowness over this
must be attributed to the wealth and size of
her larger organizations. The cost of the
test is (relatively) nothing, and the need for
It rests firmly upon the number of the
applicants. The personality test must be
regarded as valid, for no other basis of selec-
tion seems even practicable.

Unfortunately, the reality of the demand
does not prove the value of what is supplied.
In this instance the accepted procedure
breaks down at every point. 'Fhe accented
criteria are  demonstrably false. Thearaeans.
o1'7aneasurement are manifestlyinaccurate,
and the known results are obviously bail.
All this Martin Gross has set out to prove.
Nor could any intelligent reader doubt for
a moment that his point has been made.
In the realm of commonsense he leaves his
giant opponent dead on the battlefield. The
advocates of the personality quiz can say
nothing effective in reply, for they have said
nothing intelligent at any time. Insofar as
there was ever a serious discussion, Mr. Gross
can be said to have ended it. Insofar, how-
ever, as there is an established circle of per-
sonality quizzards, the author may scarcely
have damaged it. Evils are easier to define
than abolish.

But while the quizzards, like their cousins
the educationalizers, will not collapse at a
single blast of a trumpet (not even when
blown by Admiral Rickover), their dupes are
at least publicly ranged 'among the sub-
normal. And Mr. Gross has exposed their
racket in a book which could hardly be bet-
tered. Ile combines full knowledge with
acute analysis, sound organization, and
caustic style. He attacks the system on two
grounds: first, that the brain-watching sys-
tem is a violation of human rights . second,
that It fairs to isolate the qualities which its
practitioners (quite wrongly) suppose to be
the best. While his moral point may be
generally agreed upon, his practical criticism
should have the bigger impact. He points
out, for example, that the selection system
of the OSS was completely unsuccessful in
Its selection of undercover men:

"By the time the Assessional Branch of the
OSS had finished testing 5,391 recruits in the
2 war years between 1943 and 1945, it had
evolved as the most complex and time-con-

suming personality check ever made in
history."

And what was the result?	 •
"Many men judged 'outstanding' did un-

satisfactory jobs and vice versa. The cor-
relation between the prediction and per-
formance was a worthless coefficient of .23,
while others, like "emotional stability," came
out a low .08, approximately the same as if
OSS recruits were chosen by the spin of a
roulette wheel."

The system that survived this revelation,
to be applied (it would seem) to the selec-
tion of 13-2 pilots, will not yield to any ordi-
nary attack. But Mr. Gross' swordpoint
goes thrice to the heart. He describes how
he tested the braintesters. First, he coached
a poor candidate for the Edwards Per
sonal Preference—knowing the questions and
foreseeing the sort of answer that would
be acceptable—and saw his man graded as
exceptionally promising. Then he went on
to take all the tests himself (11 of them)
and found the results wildly at variance
on every point. The author proved to be:
"• • • an extroverted hermit, both morose
and happy, an unemployable who responds
beautifully to corporate life, the average
pedestrian soul who stands head-and-ego
above the crowd, in a spectacularly adjusted,
but highly neurotic way."

The final and fatal thrust comes with the
revelation that the efforts to weed out per-
sonality risks from the Armed Forces during
World War H was a complete fiasco. Some
1 million men, the equivalent of 55 divi-
sions were discarded as psychologically un-
suitable, this being the result of a testing
system since shown to be utterly unreliable.
On being asked "Could you kill a man?" one
recruit is believed to have replied, "Yes, I
think so," adding thoughtfully, "but it would
take weeks and weeks and weeks." It was
on such shaky evidence that the system was
made to rest, and the fact of its failure
would seem to be a matter of common
knowledge.

The significance of the admissions since
made about the World War II screenings
needs a little emphasis. For the quality the
psychologists were attempting to isolate was
the one most easily measured: physical
courage. Qualities of imagination, integrity,
sympathy, and tact are comparatively elu-
sive. But courage can be tested (after a
fashion) with a 10-foot wall or some over-
head fire. Yet even this simplest test is
inconclusive, for it ignores the miracle of
leadership. Not only is the individual sol-
dier inexplicably brave on one day and
cowardly on the next, but the whole forma-
tion's morale can be affected by a change in
command. The problem in peace and war
is not to choose the best men, but to make
the men you have far better than they were
known to be before. Asked by his superiors
to choose his officers, Lord Nelson is said to
have replied, "Choose whom you like." The
story may not be entirely true, but it rep-
resents at least what people could believe at
the time—that Nelson's presence could raise
men above their normal selves.

This is the sort of leadership we need,
and this Is precisely the quality which the
personality screen is calculated to exclude.
In the world of smooth conformists there
is no room, it would seem, for genius. But
there is room (as Mr. Gross has shown) for
the man of unusual ability in one direction.
Among the elect of the modern age, the
chosen of the professional choosers, the man
most highly regarded will be, beyond all
queLtio:/, the liar.
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an May 14, 1974, we find that the issue "invasion of privacy"

in the public schools is still very much an issue of primary

importance in the United States at the national, state and local

levels. On that date, during a debate on invasion of privacy

legislation, Senator Sam 3. Ervin, Jr., quoted from and submitted

for the record the full text of a PARENTS WHO CARE press conference

statement of April 19, 1974, held in Rockville, Maryland. The

pertinent excerpt from the Congressional Record for May 14, 1974,

is provided below

(Entry from Congressional Record for May 14, 1974, begins

on following page.)
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WASHINGTON, TUESDAY, MAY 14, 1974	 No. 67

EDUCATION AMENDMENTS OF 1974
The Senate continued with the con-

sideration of the bill (S. 1539) to amend
and extend certain acts, relating to ele-
mentary and secondary education pro-
grams and for other purposes.

• • 	 3 •
The junior Senator from New York

(Mr. BUCKLEY) is now recognized.
AMENDMENT NO. 1289

Mr. BUCKLEY. Mr. President, I call
up my amendment No. 1289 and ask that
it be stated.

The PRESIDING 0Yr10ER. The
amendment will be stated.

The legislative clerk read as follows:
On page 330, between lines 17 and 18, in-

sert the following new section:
"PROTECTION OF THE RIGHTS AND PRIVACY OF

PARENTS AND STUDENTS

• •	 •
Mr. ERVIN. Mr. President, will the

Senator yield?
Mr. BUCKLEY. I yield.
Mr. ERVIN. This would prevent schools

from making guinea pigs out of children
and delving into their personal attitudes
and their attitudes toward their families,
as has been done in many schools
throughout the United States. Is that
correct?

Mr. BUCKLEY. Yes.
Mr. ERVIN. It is designed to prevent

disclosure, except to those who are au-
thorized to receive them, of personal data
about these children. Is that correct?

Mr. BUCKLEY. The Senator is cor-
rect.

Mr. ERVIN. I am personally in favor.
of the proposal.

Mr. President, I am pleased to co-
sponsor the amendment concerning
right to privacy and school records pro-
posed by Senator BUCKLEY to S. 1539,
the Elementary and Secondary Educa-
tion Amendments of 1974. The issue of
rights to privacy of public school pu-
pils and their parents is one which has
recently become highly publicized in
many different circles, but it is a prob-
lem that has long been with us. The time
has come to do something about it.

This amendment would accomplish
several worthy objectives. It would give
parents of public schoolchildren the
right of access to their minor children's
school records. Importantly, parents
would be able to challenge any part of
the contents of the records for their au-
thenticity. The only persons having ac-
cess to those records in addition to the

Senate
parents would be school officials, the
board of education, and officials at a
school to which the pupil might be
transferring. In order for any other
person to have access to the records,
the parents must give their written per-
mission and the permission form would
then become a part of the student's
permanent record. In addition, no stu-
dent could participate in any medical
or phychological testing program with-
out the prior, informed, and written con-
sent of his parents. Parents of the pu-
pils would be able to review any and all
instructional materials that are used by
their child's teacher.

One of the primary aspects of this new
legislation is the provision stating that
the schools, through the board of educa-
tion, the principal, or the teacher, would
bear the burden for informing the par-
ents and students of their rights and for
keeping them fully posted at all times of
anything that would come within the
scope of this legislation. The penalties
for noncompliance with this act would
be a loss of the Federal funds that had
been made available to the school.

Much of the controversy concerning
these school records centers around the
use of classroom questionnaires that are
financed by governmental grants, often
the Department of Health, Education,
and Welfare or a similar agency at the
state or local levels of government. These
questionnaires are thinly disguised as
"research projects," although in actual-
ity they often amount to highly objec-
tionable invasions of the psychological
privacy of schoolchildren. Oftentimes,
the students are told that the responses
they give are classified and will not be
used for any other purpose than to
gather and analyze statistical data on
the educational situation in the public
schools. However, it has been too often
demonstrated that these data stand
strong possibilities of being incorporated
into computerized data banks or in other
ways being disseminated to persons not
connected with the educational process.

The questionnaires usually cover many
aspects of the student's personal life and
personality. The categories cover the
tstudent's attitudes toward his home and
family, his school and teachers, his feel-
ings about himself, and his feelings about
his peers and classmates. It is my belief
that no governmental a_uncy has any

business conducting such inquiries unless
the parents of the children are made
fully aware of the subject matter of the
inquiry and subsequently give their full
consent. The situation now is that chil-
dren are rarely given a free and unpre-
judiced choice of answering or not an-
swering the questionnaires. In addition,
parents would be able to request to re-
view their children's school records and
would have the right to challenge any
adverse content.

Mr. President, I intend to ask soon
for unanimous consent that some of these
questionnaires and summaries of ques-
tionnaires be reprinted in the RECORD.
However, I do wish to read, for purposes
of emphasis, some of the more offensive
questions although they are all certainly ow
' that category. The example that I use
re from public schools in the States of

Maryland and New Jersey, although
there exists strong evidence that these
unfortunate practices know no geo-

aphical boundaries. Practically all of ....
The questions can be answered with a'
yes or no or multiple choice answer.
There is no room for explaining an
answer :

HOME AND FAMILY SITUATION

Are you an important person to your
family?

Would you like to run away from home?
Are your parents strict or lenient?
Do you often argue with your parents?
What types of appliances, books, furnish-

ings, and leisure facilities do you have in
your home?

SELF-EVALUATION

Do you admire students who are bright?
Can you give a good talk in front of people?
Do you wish you were a different child?
Do you feel lonely very often?
Are you one of the last to be chosen for

games?
Do you like being just what you are?

SCHOOLS AND TEACHERS

Are some students favored over others by
your teachers?

Do most other students want to go to
school?

Who are your three best friends (complete
names) ?

For what reasons have you been scolded in
class?

How do you rate your teachers to other
teachers at your grade level?

Do you ever miss school or a class simply
because you do not wish to go?

Does a diploma from your school mean that
you behaved yourself or that you really
learned something?

PEERS AND CLASSMATES

Do you have many friends?
Does being with other children bother you?
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Is it easy for you to make friends?
Do other children get you into trouble at

school?
Would you rather play with friends Who

are younger than you or older than you?

I certainly believe that this is most
Important legislation and that the Con-
gress should act wisely and in a forth-
right manner to recognize the rights to
privacy of public schoolchildren and
their parents. I am particularly im-
pressed by the strong bipartisan support
that this amendment has received from
members of Congress and from many
public and private sectors of our society.
I urge the Senate to adopt this Buckley
amendment to the Elementary and Sec-
ondary Education Act of 1974.

In my mind school officials should not
be allowed to maintain any records out-
side of the reach of parents, much less
records of such a personal nature as
those that we have seen. A parent has
every right to know exactly what infor-
mation is being collected concerning his
children, and the provisions of this
amendment constitute what I feel are
minimum considerations in the protec-
tion of that right. While the measures
provided for are strong, I feel the seri-
ousness of the issue well justifies the
approach. The parent must have ulti-
mate responsibility for the well being of
his children. This amendment recognizes
that responsibility.

Mr. President, I ask unanimous con-
sent that the questionnaire from the
Hackensack Public Schools of Hacken-
sack, New Jersey, be submitted for r

[production in the RECORD. In addition,
I ask unanimous consent that the tran-
script of a press conference held on
April 19, 1974, by an organization known
as Parents Who Care, based in Wheaton,
Md., which recounts this problem in
greater detail also be printed in the
RECORD.

There being no objection, the material
was ordered to be printed in the RECORD,
as follows:

HACKENSACK PUBLIC SCHOOLS,
Hackensack, N.J.

LEARNING EXPERIENCE MODULE-FANNY MEYER
HILLERS SCHOOL

STUDENT ATTITUDE INVENTORY
Name 	
Boy 	 Girl 	 LEM	 Grade	
Date 	

Directions: Listen carefully to each ques-
tion and decide how you think and feel. If
you don't understand a question, ask about
it. Answer each question by drawing a circle
around either "yes" or "no".

Responses
Attitude Toward Home and Family: yes, 5;

no, 3.
Attitude Toward Peers: yes, 5; no, 6.
Attitude Toward Self: yes, 12; no, 9.
Attitude Toward School and Teachers:

yes, 13; no, 6.
SCHOOL AND TEACHERS
(Yes or No Answers)

1. Are your teachers interested in things
you do at home?

2. Do your teachers give you work that is
too hard?

3. Is the LEM a happy place for you to be?
4. Do you like to read at school?
5. When you don't understand something,

are you afraid to ask your teacher?
6. Do you like to paint pictures at school?
7. Do you like to write stories at school?

8. Does your teacher help you with your
Work when you need help?

9. Do you like doing arithmetic problems
at school?

10. Do you wish you were in a different
class that was not in LEM?

11. Do you like to learn about science?
12. Does the LEM have too many rules?
13. Do you always have to do what the

other children want to do?
14. Do you like the other children in the

LEM?
15. Do your teachers like some children

better than others?
16. Do other people at school really care

about you?
17. Are you proud to be in the LEM?
18. Do you often get a chance to make

decisions with others in your group?
19. Do you tell people that you like the

LEM?
SELF

(Yes or No Answers)
1.Do you often get sick at school?
2. Can you give a good talk in front of

people?
3. Do you wish you were younger?
4. Do you wish you were older?
5.Do you often feel happy in school?
6.Are you a good reader?
7.Do you wish you were a different child?
8. Can you wait your turn easily?
9.Are you good in your schoolwork?
10.Are you a good child?
11. Are you one of the last to be chosen

for games?
12.Do you feel lonely very often?
13. If you have something to say, do you

usually say it?
14.Do you like the teacher to ask you ques-

tions in front of the other children?
15.Do the other children in the class think

you're a good worker?
16. Do you find it hard to talk to your

group?
17. Are most children able to finish their

schoolwork more quickly than you?
18. Do you often act silly just so people

will pay attention to you?
19. Do you like most of the people you

know?
20.Can you be depended on?
21.Do you like being just what you are?

PEERS
(Yes or No Answers)

1.Do other children get you into trouble at
school?

2. Do you have to do what the other chil-
dren want to do?

3. Do you like the other children In the
LEM?

4. Do other children in the LEM like you?
5. Do you always let other children have

their way?
6.Do you have many friends?
7.Are other children often mean to you?
8.Do your friends usually do as you say?
9. Does being with other children bother

you?
10.Is it easy for you to make friends?
11.Would you rather play with friends who

are younger than you?
HOME AND FAMILY

(Yes or no answers)
1. Are you an important person to your

family?
2. Do you have certain responsibilities at

home?
3. Do you tell your family when you are

mad at them?
4. Would you like to run away from home?
5. Is it pleasant to stay at home on days

When there is no school?
6. Do you get upset easily at home?
7. Do brothers and sisters prevent you from

being happy?
8. Do your parents think school is impor-

tant?

aftwomiiime

I STATEMENT BY A COALITION OF CONCERNED
PARENTS FROM EIGHT MARYLAND COUNT/ES
REPRESENTING FIVE CITIZENS ORGANIZATIONS
ON INVASION OF PRIVACY BY MARYLAND PUB-
LIC SCHOOLS
Good Morning: My name is Malcolm Law-

rence. I am Director of Public Relations for
Parents Who Care, a Montgomery County
citizens group founded in October 1971. In
addition to the Parents Who Care group, I
speak today on behalf of individuals from
seven other countfies in Maryland represent-
ing four other citizens organizations.

I should like to introduce the other mem-
lers of the group.

Mrs. Jean Carter, from Howard County,
representing Citizens Advocating Responsi-
ble Education (CARE).

Mrs. Pat Dunlap, from Prince Georges
County, representing Citizens for Commu-
nity Schools (CCS).

Mrs. Margaret Kuhn, from Prince Georges
County, representing Guardians for Tradi-
tional Education.

The remaining individuals represent the
Maryland Committee for Public Disclosure
in Education; they are:

Mr. James E. English, from Allegany
County.

Mrs. Gloria Donohue, from Anne Arundel
County.

Mrs.
y

'Betty Fahey, from North Baltimore
City.

Mrs. Isabel Fox, from West Baltimore City.
Mrs. Rita Ann Ayd, from Baltimore County.
Mrs. Jo Ann Spriggs, from Carroll County,
Mrs. Barbara M. Morris, from Howard

County.
I have a statement to make, following

which we shall be happy to entertain ques-
tions.

The United States Constitution guarantees
to the American citizen a number of funda-
mental rights that can not be infringed by
the federal or state governments without
compelling justification. These rights in-
clude the right to marry, the right to bear
children and to maintain a family, the right
to control one's own body, and the right to
direct the upbringing of one's children.

The essence of these rights is that they
are so basic to personal liberty that they
merit a high level of protection from inva-
sions by the state. The rights we have cited
are sometimes described as "fundamental"
or "natural" rights inherent in American
tradition or Western values; sometimes they
are based upon the 14th Amendment's guar-
antee of liberty or the 9th Amendment's res-
ervation of rights to the people; in other
cases such rights are based on common law
principles. Whatever the basis, it is clear
that parents, as part of their right to raise
a family, retain basic decision-making au-
thority and responsibility concerning their
children's education that cannot be abridged
by the states whether by direct exclusion of
the parents or by indirect exclusion through
the withholding of crucial information about
their children.

We have called this press conference today
to express publicly our strong objections to
materials and practices in the public schools
of the State of Maryland which we feel con-
stitute invasions of privacy of both students
and parents. It is our view that many teach-
ers are similiarly in opposition to these ma-
terials and practices, but are unwilling to
openly denounce them for fear of reprisal or
dismissal from the public school system. We
are urging the Governor of Maryland to take
Immediate steps to safeguard the rights of
students, the parents, and the teachers.

Our leading candidate for removal from
Maryland public schools is an extensive ques-
tionnaire which has Just been given to more
than 7,000 students in Howard County. The
questionnaire was given as part of a research
project administered by the Center for the
Social Organization of Schools at Johns Hop-
kins University, funded by a $200,000 grant
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from the National Institute of Education of
the Department of Health, Education and
Welfare (Contract No. NE-C--00-3-0114).
Last year 7,200 students in grades 4, 5, 6, 8,
and 11 were surveyed. This year, between
February 1 and March 15, the same students
were given a follow-up survey. For each
class tested, a team of trained administrators
from Johns Hopkins University marched in;
the teacher was asked to leave the class; and
the students were handed a 17-page ques-
tionnaire and told, "This is not a test. There
are no right or wrong answers. Your answers
will not be given to your teachers or anyone
who knows you."

According to a December 1973 report of
the Center for Social Organization of Schools,
the Johns Hopkins study is designed to "in-
vestigate the effects of open environment
schools on student reactions to school life,
student self-reliance, student ability to make
realistic judgments, and student achieve-
ment on standard tests of academic per-
formance." A January 14, 1974 memorandum
from the Howard County Superintendent of
Schools to Directors, Supervisors, and Prin-
cipals reported that three evaluating teams
Will operate in Howard County schools this
year: the fifth year of a program being con-
ducted by the University of Maryland, the
project of Johns Hopkins University, and a
study of the entire school system to be un-
dertaken by the Institute of Field Studies of
Columbia University. The Columbia study
was described as a survey of data produced
by the Maryland and Hopkins surveys, with
the purpose of synthesizing these and other
findings to come up with "recommendations
for future development of the school system."

Three weeks ago, representatives from our
groups called on the National Institute of
Education to obtain more information on
the scope of these projects and to learn
where else these programs were either being
undertaken or envisaged. The spokesman for
the NIE did not shed any further light on
the Johns Hopkins survey and refused to
respond to the question as to whether NIE
was also financing the University of Mary-
land and Columbia University projects.

I should like at this point to give the sub-
stance of a number of questions from the
Johns Hopkins University survey. We have
divided the questions into three general
categories: 1) Family Situation, 2) Self-
Evaluation, and 3) Feelings and Attitudes
toward the School and Teachers.

First, Family Situation:
The student is asked how most decisions

about him are made in the family.
How much a part he plays in the decisions.
How far in school his father went.
How far in school his mother went.
Whether his parents are strict or lenient.
If his parents want him to follow their di-

rections even if he disagrees with their
reasons.

Whether his parents often worry that he
is up to something they won't like.

Whether his parents disapprove when he
disagrees with them in the presence of their
friends.

The student is asked whether he knows
why he is supposed to do what his parents
tell him to do.

Whether he has a lot of loud arguments
with his parents about their rules and de-
cisions regarding his activities.

And whether his parents treat him more
like a little kid than an adult.

The student is asked if his parents have
definite rules relating to the following
activities :

The time to be in at night on weekends;
The time to be in on school nights;
Time spent watching television;
Going around with certain boys;
Going around with certain girls;
Eating dinner with the family;
Using the telephone;
Clothing;

Hairstyle;
Church attendance;
Household chores;
Returning home from school;
Smoking;
Age for starting to date;
Going steady; and
Frequency of dating.
The student is asked to answer YES or NO

as to whether the following items are in his
home:

Telephone;
Two telephones;
Vacuum cleaner;
Stereo hi-fl hecord player;
Air conditioner;
Electric dishwasher;
Your own family fashing machine;
Your own family clothes dryer;
Dictionary;
Encyclopedia;
Daily newspaper;
Three or more magazine snbscriptions;
Black and white TV;
Color TV;
Car:
Second car;
Two bathrooms;
Tape recorder;
Home movie projector;
Home slide projector:
Typewriter;
Piano; and
Skis or golf clubs.
The organizations represented here today

consider these questions on the family sit-
uation to be clear invasions of privacy of the
student and of the home by the school sys-
tem. Whatever the purpose of the Johns Hop-
kins University questionnaire, we strongly
protest against this type of probing into the
personal affairs of the student and his fam-
ily life.

Let us turn next to the category of self-
evaluation in the Johns Hopkins question-
naire:

Here, the student is asked whether he pre-
tends to be busy in class when he is really
just wasting time.

Whether being popular with other people
his age is more important than anything
else to him.

If someone often has to tell him what to
do.

If he admires students who are very bright.
When he doesn't know the answer, if he

will try to fake it rather than say he doesn't
know.

Whether he will usually give in because he
doesn't want to upset his friends.

If he is known as a person who will dare
to be different.

If he knew the teacher was not going to
collect his homework, whether he would do
his best.

Whether he gets blamed for things that
are not really his fault.

The student is asked if the best way to
get ahead in life is to be nice to all people.

Whether he likes to be by himself because
he has a lot of things he likes to do alone.

Whether he feels uncomfortable if he dis-
agrees with what his friends think.

If the student sometimes feels angry when
he doesn't get his way.

If it would be hard for him to face the
"cold, cruel world."

If he can say "No" when his firends call
him to do something with them.

He is asked whether he will put off leav-
ing his home and friends for as long as
possible.

If he didn't like the way things were going
in a group, whether he would hesitate to tell
the leader.

Whether he really cares if some people
don't want to be friends with him.

Whether he tries to get out of doing work
and hopes no one will find out.

If he prefers to let other people in a group
make the decisions.

It is our view that this line of self-evalua,
tion, self-analysis, self-criticism, and con-
fession is pure and simple an invasion of
psychological privacy of the child. Students
of all ages are asked to direct their thoughts
to introspection and unwittingly lay bare
their inner-most feelings to the data collec-
tor for whatever purpose he may wish to
make use of them.

Our third and final category of the Johns
Hopkins test deals with feelings and atti-
tudes toward the school and teachers:

The student is asked if he feels lost in
school.

If he feels the tension build up in him
when he is in school.

If he often does not know what he is sup-
posed to do.

Whether most of his teachers want him
to do things their way and not his own way.

Whether his teachers tolerate a lot of ques-
tions during a lesson.

If certain students in his classes are fa-
vored by the teachers more than the rest.

If the teachers in his school often act as
if they are always right and he is wrong.

Whether he is considered weird when he
gets involved and excited in his classwork.

If he daydreams a lot in class.
Whether he wants to go to school.
Whether he ever does anything exciting in

class.
If he counts the minutes until the class

ends.
Whether he sits on the floor in many of his

classes.
Whether most other students want to go

to school.
If a diploma from his school means more

that you behaved yourself than that you
really learned something.

He is asked if he and his teachers are: (1)
on the same wave length, (2) on the same
planet, (3) somewhere in the same solar sys-
tem, or (4) in two different worlds.

If his classwork is: (1) great stuff, (2)
good stuff, (3) OK, or (4) dull stuff.

How he would rate the ability of most of
his teachers compared to teachers in other
schools at his grade level: (1) far above
average, (2) above average, (3) average, (4)
below average, or (5) far below average.

If he and the school are: (1) good friends,
(2) friends, (3) distant relatives, (4)
strangers, or (5) enemies.

The student is asked to provide the full
names of his three best friends.

And also the full names of students in
the following categories:

Very popular with other students;
Independent;
Hard to fool; and
Fools around in class instead of working.
The student is queried as to whether he

was ever scolded in class for:
Fooling around;
Not paying attention;
Fighting in class
Talking back to teachers
Not handing in enough work;
Telling off a teacher; and
Shouting or laughing out loud.
If he ever stayed away from school just

because he didn't want to go: (1) never,
(2) 1 or 2 days, (3) 3 to 5 days, or (4) more
than 5 days.

Whether he has ever cut classes just be-
cause he didn't want to go to them:
(1) never, (2) 1 or 2 classes, (3) 3 to 5
classes, or (4) more than 5 classes.

A lot of the questions in the Johns Hopkins
survey relating to student feelings and atti-
tudes toward school and teachers are simply
absurd and a sheer waste of time and re-
sources. Perhaps the most ridiculous ques-
tion is the one asking students to rate
teachers in other schools at the same grade
level. Leaving aside the ability of a young
student to evaluate his teachers, how could
he be expected to compare them with
teachers in other schools whom he has
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neither seen nor heard? A good many of the
queries are negative Intone; in our judgment
they foment inner frustrations in the stu-
dents and create student animosity toward
the teachers and the particular school at-
tended. As I have indicated, the regular class-
room teacher is not involved in this test and
Is therefore unable to respond or even know
about the criticisms by the students. But
the most damaging questions in this cate-
gory are those which extract self-incrimina-
ting information from the students them-
selves on truancy, insolence, and other im-
proper activities in school. Self-confessions
by students on such things as fighting in
class and telling off the teacher provide an
evaluation team with data to be entered into
a permanent personality record classifying
students as maladaptive, agressive, anti-
social, emotionally disturbed, and predelin-
quent.

The Johns Hopkins test may have run its
course for this year with the students, but
the survey continues for teachers and par-
ents. We are asking that this project be
withdrawn forthwith and prevented from
spreading to other counties in the State of
Maryland.

Our second candidate for removal from
Maryland public schools is a questionnaire
currently being administered to 50 classes
in 26 elementary schools in Montgomery
County. This survey, which is being financed
by the Spencer Foundation, is designed to
gain insight into students' motives and
goals and likes and dislikes. In addition,
assessment of the children's educational
growth, with both standard academic
measures and some non-academic measures,
will be made toward the end of the school
year. According to an explanatory letter
to parents by a psychologist with the Psy-
chological Services Department of the Mont-
gomery County Public Schools system, "char-
acteristics of the classroom environment
will be assessed by observers in a series of
several visits during the year." The
information gained by this project will be
sent out of State and fed into computer
data banks for use in diagnosing and pre-
scribing the handling of students.

Some sample questions from the Spencer
Foundation survey are:

If your parents tell you you're acting silly
and not thinking clearly, it is more likely
to be: (a) because of something you did or
(b) because they happen to be feeling
cranky?

Suppose your parents say you aren't doing
well in your school work. Is this likely to
happen to you: (a) because your work isn't
very good or (b) because they are feeling
cranky?

If your parents tell you that you are bright
and clever, is it more likely: (a) because they
are feeling good or (b) because of something
you did?

The students are asked to answer a num-
ber of I think I am questions, circling the
appropriate degree to which they are:

Able to get along with other kids;
Not able to figure things out in school;
Scared to take chances;
A good worker in school;
Happy with myself;
Not as smart as other kids in school;
Trying my best in school;
Not the way I would like to be;
Sure of myself;
Doing poorly in school; and
Angry with myself.
The complaints and concerns of the orga-

nizations represented here today are by no
means limited to specific surveys, such as
those financed by the National Institute of
Education and the Spencer Foundation. We
are opposed to all abuses by the schools of
the right to privacy, the right to be left
alone. It so happens that the school adminis-
trative personnel and the social researchers

in the State of Maryland have found a veri-
table gold mine in grants, contracts, and
techniques that are turning public school
children into a collection of guinea pigs
who are constantly being battered with ques-
tionnaires, personality tests and a variety of
other inquisitions which are clearly invasions
of privacy of both the student and the home.

To cite one widespread example, the Mary-
land State Board of Education By-laws call
for a compulsory treatment of subject mat-
ter known as Interpersonal Relationships. No
child in public schools in the State of Mary-
land may be excused from these discussions
and classroom activities, which are inter-
spersed throughout the curriculum from
kindergarten through the 12th grade. Under
this program, children must be subjected to
all types of probes into their psyches and
family situations. Here in Montgomery Coun-
ty, for example, elementary school children
are forced to participate in the following ma-
terial and questions:

Discuss family size, pointing out advan-
tages of both large and small families.

Role play the family at dinner.
Role play an increase in conflicts with par-

ents.
Role play other meaningful family situa-

tions.
Have children keep records of their activi-

ties; note those children who seem to be
overburdened with responsibilities.

Have children write paragraph about being
afraid; encourage them to verbalize their
fears due to dark places, being hurt, dreams
or nightmares, personal loss, experience with
death, punishment, and the unknown.

Have children observe their family for a
week; have them jot down notes on the
way love was shown.

Have children write examples of times
when they felt angry, afraid, shy.

Have role playing situations based on these
experiences.

Here are some sample questions:
What kind of things make you angry?
What do you like to do when you are alone?
Should you expect to be paid for chores

done at home?
Whom does your family entertain at your

house?
How do you cooperate with your family?
What happens when and if you refuse to

cooperate?
Do you think you are being treated fairly?
Do you think you would like to live and

work alone?
What do you expect of your father and

mother?
Under what circumstances have you felt

unloved, unwanted, lonely, shy, or fearful?
As these examples from the K-through-6

curriculum demonstrate, the Interpersonal
Relationships approach emphasizes negative
attitudes; it dwells on fears, death, sorrows,
anxieties, and other personal feelings and the
inter-relationship of these factors with par-
ents and the home situation. The student—
particularly the younger child—has a weak
defense against such techniques and can
easily be induced to yield to classroom pres-
sure or forced to work his imagination over-
time for the sake of satisfying the teacher's
demands.

Such prying by the schools into the home
and into parental authority can be a most
dangerous business. In Montgomery County,
the School Board recently (August 27, 1973)
approved an expanded definition of child
abuse, under which teachers are asked to
make official reports to the police and the
social services authorities on children who
have been "denied normal experiences that
produce feelings of being loved, wanted, and
secure." These are labelled as children who
have been subjected to so-called "emotional
neglect." Moreover, teachers are required to
submit a report on any child who is "over-
worked" by his parents or exposed to "con-
tinuous friction in the home." Whatever the

charge, the school system policy stipulates "if
there is any doubt or question in reporting
such cases, it should be resolved in favor of
the child."

It can, of course, readily be appreciated by
one and all that the questions in the com-
pulsory Interpersonal Relationships curricu-
lum as well as a good many of the questions
in the Johns Hopkins survey could provide
data which may well be diagnosed incorrectly
or misinterpreted by the social scientists as
child abuse or child neglect cases. Moreover,
many children could be labelled as what the
social engineers like to call "disadvantaged
children." We parents are most disturbed
over this kind of role being assumed by the
public schools. The schools were established
in the United States to provide a service to
the parents and taxpayers. The schools,
therefore, work for us; not the other way
around. The teachers, who in our view are
thrust into and trapped in the middle of
the situation, have an equally valid and
justifiable complaint.

Whatever the stated goal of the educa-
tors and the social planners, the whole ques-
tion of labelling children and predicting
their behavior on the basis of questionnaires
and classroom confessions is being chal-
lenged by parents and legal authorities
throughout the United States. An import-
ant question is: Who has access to the data?
Another, how will the data be used? An even
more important question might be: What
are the values and attitudes of the evalua-
tors? The Congress of the United States is
very much concerned with all of these ques-
tions. And we here today, who speak for
five citizens orgnaizations with representa-
tion from eight Maryland counties, feel that
the Maryland State public officials should
be similarly concerned.

Therefore, by letter of April 19, 1974, we
are strongly urging the Governor of Mary-
land to take steps to remove the Johns
Hopkins University survey, the Spencer
Foundation survey, and all similar tests and
activities from the public schools of Mary-
land and to charge the Maryland State Board
of Education with the task of reviewing all
curriculum and practices in the classrooms
for the purpose of removing those parts
which violate the rights of the students and
the parents as guaranteed by the Constitu-
tion of the United States of America. We
are saying to the Governor "Enough is
enough." We are asking him to remove the
inquisitions of the master social planners
from our public schols and to ensure us
that our educators will concentrate, instead,
on the basic concepts of education which
our tax dollars were intended to finance,
and education that will assist and prepare
our children to face a mature, real world.



- 170 -

The PARENTS via CARE April 19, 1974 protest, which was

directed to the Governor of Maryland, was forwarded by Governor

Mandel to the President of the Maryland State Board of Education

on May 29, 1974, as shown in the following June 6, 1974 PARENTS

WHO CARE press release:
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NEWS RELEASE 
	

June 6, 1974

GOVERNOR MANDEL FORWARDS INVASION OF PRIVACY COMPLAINT TO
STATE BOARD OF EDUCATION 

A protest by a coalition of concerned parents from eight
Maryland counties against invasion of privacy by Maryland
public schools has been referred by Governor Mandel to the
State Board of Education.

In a letter to the coalition's spokesman, Malcolm
Lawrence of the Montgomery County group known as PARENTS WHO
CARE, Governor Mandel wrote that he was forwarding the invasion
of privacy complaints to Jerome Framptom, President of the
Maryland State Board of Education, requesting Mr. Framptom to
respond specifically to the points raised by the group's appeal
and to furnish his office with a copy of the reply.

In announcing receipt of the Governor's letter, Mr. Lawrence
stated, "We appreciate the action taken by Governor M9ndel and
now hope that the State Board will expedite the removal from
the public schools of questionnaires, psychological tests, and
other inquisitions which violate the right to privacy of both
students and parents."

Governor Mandel's letter, dated May 29, was in response
to an April 19 joint letter and press conference sponsored by
PARENTS WHO CARE on behalf of representatives of five citizens
organizations in eight Maryland counties. The coalition group
had also sent a follow-up letter on May 24.

At the April 19 press conference, the coalition called on
Governor Mandel to urge the State Board of Education to remove
from the schools a Johns Hopkins survey in Howard County, a
Spencer Foundation survey in Montgomery County, Focus Area I:
"Interpersonal Relationships" of the statewide Human Develop-
ment and Life Science curriculum, and other objectionable
questionnaires which violate the rights of students and parents
as guaranteed by the Constitution.
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On May 14, the full text of the PARENTS WHO CARE press
conference statement was entered into the Congressional Record 
by Senator Sam J. Ervin, Jr. (D-NC) in support of an amendment
to the Federal Education Act to protect the rights and privacy
of parents and students.

The member groups of the Maryland coalition, in addition
to PARENTS WHO CARE, are CITIZENS ADVOCATING RESPONSIBLE
EDUCATION (CARE) of Howard County, CITIZENS FOR COMMUNITY
SCHOOLS (CCS) of Prince Georges County, GUARDIANS FOR TRADI-
TIONAL EDUCATION of Prince Georges County, and the MARYLAND
COMMITTEE FOR PUBLIC DISCLOSURE IN EDUCATION with represent-
atives from Allegany County, Anne Arundel County, Baltimore
City, Baltimore County, Carroll County, and Howard County.

FOR FURTHER INFORMATION:

Malcolm Lawrence
Director of Public Relations
PARENTS WHO CARE
Montgomery County, Md.
Tel. (301) 652-4962
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On September 30, 1974, Maryland State Board of Education

President, Jerome Framptom, wrote to Governor Mandel as follows:



JEROME FRAMPTOM, JR.
PRESIDENT
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MARYLAND STATE BOARD OF EDUCATION

P. 0. Box 8717
FRIENDSHIP INTERNATIONAL AIRPORT

BALTIMORE, MARYLAND 21240

September 30, 1974

The Honorable Marvin Mandel
Governor of Maryland
Executive Department
State House
Annapolis, Maryland 21404

Dear Governor Mandel:

We are in receipt of the letter of Malcolm Lawrence and
other concerned citizens dated May 24, 1974, whereby they re-
quest your office to take steps to have certain materials and
practices removed from the public schools in the State of Maryland
and to charge the members of the Maryland State Board of Educa-
tion with the task of reviewing all curriculum and practices in the
classrooms for the purpose of removing those elements which
violate the rights of the students and the parents as guaranteed by
the Constitution of the United States.

Under the Maryland law, educational matters affecting
the counties shall be under the control of the particular county
board of education. (See Article 77, Section 34 of the Annotated
Code). Further, it is within the province of the County Superin-
tendent to explain the true intent and meaning of the law and decide
all controversies and disputes involving the proper administration
of the public school system. His decision is subject to the appeal
of the county board of education. (See Article 77, Section 59,
Annotated Code of Maryland). Further, an appeal may be made
to the State Board of Education from the decision of the county
board within a statutorily prescribed period of time.

At present, Parents Who Care, an organization which
Mr. Lawrence represents, is proceeding in an administrative
action against the Board of Education of Montgomery County in a
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The Honorable Marvin Mandel
Page 2
September 30, 1974

matter concerning, among other things, the review and removal
of certain curricula and practices in the classroom which are
objectionable to that organization. That case is presently being
heard by a Hearing Examiner of this Board. Until the completion
of that hearing, we will not be fully apprised of the facts which
are being presented to our Examiner. For your information,
there have been several hearing days on those various matters.
We cannot be sure at this point, whether the facts alleged in the
instant letter are identical with some of the issues raised in the
case of Parents Who Care v. Board of Education of Montgomery
County.

However, if Mr. Lawrence and the other individuals who
represent organizations as signatories of the May 24, 1974, letter
raise issues not included within the scope of the Parents Who 
Care v. Montgomery County Board of Education case, it is in-
cumbent upon them to bring such matters to the attention of the
local superintendent and the board of education in which such
facts arise. Should they be aggrieved by a decision of the county
board of education, they would be entitled by law, to proceed to
the State Board of Education.

Cordially yours,

JEROME FRAMPTOM, JR., President
Maryland State Board of Education

JF:jb

CC: Mr. Malcolm Lawrence
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on the same day -- September 30, 1974, Maryland State Board

of Education President Framptom wrote to PARENTS WHO CARE, as

follows:



JAMES A. SENSENBAUGH
STATE SUPERINTENDENT
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MARYLAND STATE DEPARTMENT OF EDUCATION
P.O. Box 8717, BWI AIRPORT

BALTIMORE, MARYLAND 21240

September 30, 1974

Mr. Malcolm Lawrence
Director of Public Relations
PARENTS WHO CARE
12225 Valleywood Drive
Wheaton, Maryland 20902

Dear Mr. Lawrence:

I want to thank you for your letter of September 5, 1974
and the set of correspondence you have previously had with the
Governor.

For some unknown reason, our office has failed to locate
the letter which apparently was sent by the Governor to me. However,
I have recently received information from Mr. Spigler concerning the
matter and accordingly have written to the Governor. Enclosed is a
copy of the reply.

I want to assure you that the members of the State Board of
Education are concerned with the issue of invasion of privacy. The
Board's staff is currently analyzing the problem and is preparing a
policy for future guidance.

Sincerely yours,

r

JEROME FRAMPTOM, i•JR.
President
Maryland State Board of Education

JF, Jr. :mb
enc.
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Indeed, as Doctor Framptom's letter to PARENTS WHO CARE

points out, there is need for a "policy for future guidance"

in the area of invasion of privacy and psychological probing

and testing. Experts in the field of education and psycho-

logy point to the experimental nature of personality testing.

In Petitioner's Exhibit No. 82, Values and Teaching, !laths,

harmin, and Simon tell us: (page 221)

"To us, values are part of a person's behavior pattern,
and it seems extremely difficult to obtain a measure of
such attributes on a paper-and-pencil test. A pencil-
and-paper instrument validated on behavior would, of course,
be at least as useful as it would be difficult to perfect;
the problem of determining the outcome of any approach to
value development rests upon the adequacy of measurement.

"Thus far behavioral observations, mainly through rating
scales of questionable reliability, have been used with
this theory. (See Chapter 8 for some samples of these
scales.) Improvements in such observational schemes would
be extremely helpful.

"The possibilities of using peer ratings, parent ratings,
projective techniques, sociograms, and other methods of
obtaining reliable and convenient measure of student behav-
ior, especially behavior associated with unclear values,
such as apathy, conformity, and so on, need further explor-
ation.

" It may be possible, also, to make use of some of the
scales contained in standard personality tests for identi-
fying value-related behavioral types and for measuring
growth after exposure to the value methodology. For
example, the hypomania scale of the Minnesota Multiphasic
Personality Inventory may be related to the type we call
flighty; the achievement scale of the Edwards Personal
Preference Schedule may be (negatively) related to what we
call apathetic behavior. Validity is the problem with such
scales and needs careful attention."

That there is a need for further research in the affective

domain and in solving emotional and value problems is again

indicated on page 223 of Values and Teaching:
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"Our original hypothesis is that emotional needs must be
satisfied before much progress can be made with the devel-
opment of clear values. Indeed, we suspect that it may be
harmful to confront children who have insufficient ego
strength with many decisions as the value-clarification
strategies tend to do."

On page 229, the concern continues:

"There are many aspects of the value theory that need further
investigation. Although this theory has been used and shown
to have positive, significant results, there are still many
areas which remain to be explored in greater depth."

On the subject of Family Life and Human Development, the

Montgomery County Public Schools Guidelines to comply with Maryland

State Board of Education Bylaw 321:1, Section VI - Review, states:

"The Department of Research with the assistance of the
Division of Health Education and Services shall evaluate
the programs."

PARENTS WHO CARE has not had access to this evaluation, and accord-

ing to the testimony of the Acting Director of the Department of

Curriculum and Instruction, cited on page 55, above, no evaluation

has taken place. Without empirical evidence on the value of the

Family Life and Human Development curriculum, PARENTS WHO CARE can

only view the program as experimental and one which consequently

places our children, at risk. We are particularly concerned with

the compulsory aspect of the "Interpersonal Relationships" portion

of the program, which as we stated on page 36 above is in viola-

tion of our Constitutional rights. Not only for that reason but

unless and until there is an evaluation of the "'Interpersonal Relat-

ionships" portion, it should be removed from the Montgomery County

Public Schools system; certainly it should not continue to be

mandatory, but should at the very most -- for those parents who
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want it -- be offered and taught only with prior written parental

consent.

Petitioner's Exhibit No. 82, Values and TeachinK, page 82,

describes the Contrived Incident:

"Sometimes a teacher has to contrive a situation in order
to get students beyond the level of mere verbal responses.
Occasionally, we need to shock our students into an aware-
ness of what they are for and against."

Page 125 reveals the use of The Zig-Zag Lesson:

"What we call a zig-zag lesson is less dramatic than a
contrived incident, but it has a special flavor that adds
interest to discussions. What the teacher does is identify
a value area that he thinks that the students have not
clarified sufficiently. Then he prefaces an introduction of
the idea with some innocuous questions which have the result
of piquing students' interests and setting them to wondering
what the lesson is all about. The confrontation with the
central idea than is often startling as it contrasts with
the very mild questions that preceded it..."

"After the incident, an acknowledgement of the purpose of the
incident and a discussion about what emerged from it are
almost always in order."

These techniques -- the Contrived Incident and the Zig-Zag

Lesson -- like the open-ended questions, are deceptive. Shock,

exaggeration and ruse certainly have little to offer our children

in the development of interpersonal relationships. To shock our

children in the classroom does, in fact, inflict damage to their

emotions and nerves. We are, therefore, quite concerned with the

degree of shock to which our children are exposed. Also, we wonder

if an evaluation has been made of the validity of this educational

approach. If our children are not aware of what they are for or

against, perhaps more research on the issue would be preferable

to having them and others serve as guinea pigs in the public school

Classrooms.
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Role-playing, sociodramas and psychodramas are called for in

Petitioner's Exhibits Nos, 6, 8, 11, 18, 32, 33, 34, 35, 36, 3,

46, 49, and 140. As indicated on page 26 above, in a quotation

from the Montgomery County Public Schools Catalog of Human

Relations Courses, published on May 1, 1973, teachers are being

trained to use role-playing, sociodrama, and related techniques.

Testimony given by Dr. Wagner and Mr. Nations were attempts

to down-play the use and purposes of role-playing, soolodrama

and psychodrama. To further indicate the scope and purpose of these

tools, we quote from Petitioner's Exhibit No. 30, Shaftel l e book

Role Playing for Social Values, page 29, under subtitle The Peer

Culture:

"The groups of which a young person Is a member exert a
tremendous influence on him. They are central in shaping
his self-concept; they influence his motivation and values;
they even assign him roles.

"Children are keenly aware of the power of the various groups
in their life-space. They know who is influential and work
very hard at winning their way into certain groups and main-
taining a status in a group or clique. Individuals may even
accept rather ignominious roles, such as that of the scape-
goat, the butt of jokes, just to be 'in' with an admired
group. Some children having achieved a comfortable place
in a group, may lose their individuality. Other children,
it is true, reject groups; rather than submit to group re-
quirements, they become hostile and withdrawn.

"A few children do not need groups. They are content with
close affiliation with a single friend, or being blessed
with consuming interests, they prefer to go off on their
own explorations.

"A great need exists for constructive guidance of groups.
They need to be helped to an awareness of the consequences
of their codes, their exclusion devices, their demands for
blind conformity, their intolerance of deviant behavior.
James Coleman, in his study of social climates of high
school groups views with alarm the destructive aspects of
peer groups in our culture.
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"Just as the individual needs to be helped to sensitivity
and concern for others, the group needs to be guided to
concern for the individual. Ronald Lippitt speaks of the
'cohesive group as that group in which the individuals
like one another and will support variability among its
members. Such groups are sensitive to the ways in which
their actions may affect others.

"Such group attitudes must be systematically cultivated;
we cannot depend upon their spontaneous emergence.

"Studies in group climates (the emotional stress and harmony
between the individuals who make up a group) suggest that
educators need to plan specific experiences for the promotion
of the kind of group limate in which the members respect
and like and support one another (Jennings, 1950; Ralph K.
White and Lippitt, 1960). Children need to be helped to
explore the ways In which they resolve their group problems.
They need help in becoming sensitive to how their decisions
affect both their members and people outside their groups.
They need to be encouraged to lend support to individuals
who differ from the majority. Essentially, this is good
citizenship; this is the Golden Rule action; this is respect
for the individual.

"This is a goal that role-playing procedures are uniquely
productive in helping to achieve."

In the same source, on page 314 it is stated:

"One of the great sources of stress and confusion in modern
society is the fact that people act upon the basis of uncons-
ciously held values. As a result, we are often the victims
of our impulses, or our fears, and of external persuasions.
We need to make our values conscious so as to be aware of what
values we act upon (Tabs, 1963), Once they are out in the
open, they can be looked at, considered, compared with alter-
native values. Only then can one criticize, evaluate, deny
or confirms and reconstruct one's value system. Children
can be helped to face up to the decisions they make, analyze
why they made them, and develop an explicit set of values.
In group discussions, in role-playing enactments, in indiv-
idual writing, they can explore their values and learn the
process of criticizing and reconstructing them in the light
of tested experience. It is within such a process, under
skillful guidance, that young people can develop a sense of
responsibility for others as well as develop a core of
values that becomes the basis for personal integrity."

On page 33 of Role Playing for Social Values, under the

heading "To Diagnose The Needs of Children," it is stated::
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"There is a growing body of procedure, in addition to con-
vential test material, that helps us to diagnose human
relations needs (Taba, 1951). Role-playing is a potent
member of this group of procedures; or rather, it is an
especially fruitful and revelatory cluster of mutually
energizing procedures.

"As children portray roles and react to the enactments of
others in discussion, they tell us much about themselves..
As always, in speculating about human behavior, to jump to con-
clusions is risky; and yet, in evaluating the preponderant
way in which an individual tends to solve problems, it can
make good sense to consider that possible symptoms are
being shown...Such symptoms can be followed up with fur-
ther study through the Use of other diagnostic procedures.
And, when serious difficulties are suspected, the help of
guidance personnel and clinical psychologists can be
enlisted."

The Shaftel book admits that the purpose of role-playing is

to have a child placed in a *planned specific experience" where

his "group attitudes must be systematically cultivated" under

skillful guidance." On page 84 of Role Playing for Social 

Values, it is further revealed that role-playing does affect

attitudinal change:

"..individuals, with the help and opposition of their
classmates, gradually face and make conscious the choices
they make in situations crucial to them and through the
experience of articulating, testing, and criticizing their
motivations, develop a system of consciously held values...

"iaut of the enactments, out of the discussions and the
excited clash of opinions, the group often hammers out some
general principles of conduct."

These general principles of conduct obviously are arrived at

collectively; and they are a compromise and a watering down of

the values held by the individuals within the group. The import-

ant question is: if group attitudes are "systematically cultivated"'

under "skillful guidance," what are the attitudes and values of

the individuals giving the guidance? Do all teachers have the same

set of values? If so, what are they?
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The conceptualized social studies of Hilda Taba, Man: A Course 

of Study, Concepts and Values and the Scientific Research Asso-

ciates (SRA) use the techniques of role-playing, sociodrama and

psychodrama. A description of the psychodrama is quoted from the

book Learning To Feel - Feeling to Learn by Harold C. Lyon,

Director of Education for the Gifted and Talented, U.S. Office of

Education:

"Psychodrama originated some 58 years ago in Vienna with
Dr. J.L. Moreno who found that allowing children to act
out their problems spontaneously produced therapeutic
results. Since that time, largely due to Moren's efforts,
psychodrama has developed as an action theory and method for
understanding and resolving interpersonal problems on a
wide range of areas including mental hospitals, correction-
al institutions, industry, schools, and private psycho-
logical practice. Psychodrama is used in many training and
educational situations with both adults and children.

"Psychodrama's wide and varied acceptance is to a great
extent due to its adaptability and flexibility. Although
psychodrama is practiced more formally in most cases, all
that is required for a session is the problem, the group
or individual, and a psychodramatist.

"The theoretic system which defines the psychotherapeutic
practice of psychodrama is found in the hundreds of books,
monographs, and articles on the subject. Psychodrama's
scientific roots are buried deep in Moreno's philosophies
of spontaneity, creativity, the moment, and theories of
role and interaction. The sociometric system for under-
standing human networks and acting on individual and group
structure therapeutically is a foundation of psychodramatic
procedure.

"While the scenes are spontaneous and unrehearsed, each
situation is carefully planned to fit the needs of the
participants.

"Insight is not seen as the major goal in psychodrama, but
rather the ability to become spontaneous; that is, to make
new perceptions of old situations, or at least to reorgan-
ize old cognitive patterns in such a manner that new and
more adequate responses are facilitated. The effectiveness
of learning through experiencing in the psychodramatized
situation can be profound.
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"Often no 'interpretation' or 'analysis' is needed, as the
subject is fully experiencing a problem situation in all
its dimensions, giving his own analysis in terms of action.
Students discover they can handle a problem after they
find they have done it. Psychodrama comes closer to the
'life-line' of human experiences than perhaps any other
therapeutic format, for the simple reason that it is lived
out more intensively and extensively than the stresses
of living would permit on the outside. Every attempt is
made to work toward an expanded and integrated self-
perception, with its concomitant attributes of interest
In others and concern, not with the existence of problems,
but with the ability to deal with them - in other words,
a freer and more spontaneous person. Acting in the thea-
trical sense has no place in psychodrama, as the goals are
to aid in self-realization rather than to promote the
development of facades.

"If the conflict becomes clarified and understood, the
subject and group can experience their effective handling
of it. If they cannot handle it to their satisfaction,
the action may be repeated until the anxiety and conflict
of the problem is reduced and resolved.

"It is not recommended that intense psychodrama be practiced
by the average teacher in the classroom. This description
of Moren's work is presented because variations of it have
application to the humanistic classroom."

Psychodrama Is therapeutic manipulation and must be removed

from Montgomery County Public Schools. In the PARENTS WHO CARE

testimony, Volume IV, page 605, lines 1-7, Mrs. Keranen described

a situation her son was to act out in Which he was drunk and had

to decide how to get into the home. On page 605, line 21 and

page 606, lines 1-3, she gave testimony on her son's acting out

his parents' reaction to his own use of drugs.

The witnesses for the school system were most reluctant to

elaborate on or even discuss the purpose of using these tech-

niques. It is not clear to us what makes a particular situation

appropriate. There is no policy available for clarification. We

want to know what is considered appropriate and what is considered
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inappropriate. PARENTS WHO CARE wants a legal determination on

the use of role-playing, psychodrama, and sociodrama. In our

free society, are public schools permitted to psychologically

manipulate our children or put them through psychological drama

without prior notification as to the intent and significance of

the dramatization or the informed written consent of the parents?

Ronald B. Levy of Roosevelt College, Chicago, in his book

Psychodrama and the Philosophy of Cultural Education explains:

"While the therapeutic psychodrama is concerned with
pathological behavior and maladjustment, the educational
psychological is concerned with the control and direction
of normal behavior towards desired goals. Like all
psychodrama it is a group process by which we seek to
modify existing behavior...

"The theoretical or didactic psychodrama is an educational
psychodrama which is concerned with teaching a general
principle or concept which will Indirectly change behavior.
It is therefore about behavior not of behavior. In the
training of teachers it Is necessary that the students
become aware of certain concepts in the psychology of
learning in order to develop the concept that learning
results best from participation in the exhaustive dis-
cussion of a few ideas rather than our listening to an
elaborate lecture on many Ideas."

The Use of the psychodrama is further explained by Robert B.

Haas of the Pacific Coast Council on Intercultural Education,

Los Angeles, California, in his book, The Consultant in Sociometry 

and the Sociodrama Speaks:

"The 'action approach' to human interrelations has been the
unique contribution of Dr. J. L. Morena, social psychiatrist
and educator, whose volumes Who Shall Survive and the Theatre 
of Spontaneity formulated the twin communications methodo-
logies now wrdely known as sociometry and psychodrama.

"Both are founded on a I socio-interactional' theory of person-
ality - a conception of the self as the totality of social and
private roles one plays in his interpersonal and intergroup
contacts. The way he plays these roles in relation to the
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counter-roles of others, and the statuses he achieves
in the concrete social situations to which he is constantly
responding, gives him his uniqueness as a person."

The effect of the psychodrama is discussed by Doctor Moreno

in his book Who Shall Survive as follows:

"I have heard that a form of socio-psychodrama is used for
Communist propaganda in the Philippines, India and China,
in order to convert people to communism. According to an
informant the conductor opened a session by putting before
the audience an actor portraying an American business man.
The portrayal was purposely biased and was able to arouse
the audience to active hostility against the ideology
counter protagonist. This is an illustration in point that
highly directive sociodrama can be used for the indoctrin-
ation of any set of values, religious communistic or fasc-
istic.

"One may think here of the atomic bomb; the bomb is neutral,
it does not take sides, it will serve the one who has it, the
master. It seems to be the way of all scientific methods,
they cannot be harnessed in favor of one or another cause.
A particular form of sociodrama, however, is an exception
to the rule, the group-centered form. Here the problem and
presentation are not coerced upon the group by a mighty
dictator-director but they come from the group. If true
spontaneity is permitted to the members of the group the
denaturalizing tendencies have to give way sooner or later
to the spontaneous aspirations of the participants. The
group-centered form of sociodrama, unless prohibited by
law is a natural ally of democratic processes."

Doctor Moreno says on page viii in his book Sociometry, 

Ex erimental Method and the Science of Society:

"The idea of communism must and can be halted. It can only
be halted by an idea which is superior to it. It cannot be
halted by physical weapons alone. Ideas have to be fought
and conquered on the battlefield of ideas. Soclometric
Democracy is the idea that Is stronger than communism."

On page 196 of the same book, Doctor Moreno says:

"Summing up, the turning point in the group testing movement
came when my idea crystallized to 'play' situations out
'as well as' observing and analyzing them. When such sit-
uation playing was limited to a specific aspect of it, for
instance, to the roles in which the individuals operated, it
became 'role playing' or role testing. The idea was that if
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you can 'play a role' for instance the role of God, and
develop that role and stop its playing at will, you will
begin to learn how not to be possessed by that role."

On pages 165 and 166, Moreno says:

'At last we sociometrists stepped into the breach and
developed 'psychological and social shock methods' which
may well become scientific instruments of social action,
preventives or antidotes against the mass hypnotism and
persuasion of purely political systems.

"Soclometry has develop, among others, two instruments of
change: (a) the population test; and (b) the sociodrama...
The sociodrama is an instrument by means of which social
truth, truth about social structure and conflicts can be
explored and social change transacted by means of dramatic
methods...The production and solutions in a sociodrama
grow out of the group. The choice of the social issues and
the decision of its implementation come from the group and
not from a particular leader...The sociodramatic agent moves
into the group accompanied by a staff of auxiliary egos, if
necessary with the same determination, boldness or ferocity
as a fuehrer or union leader. The meeting may move into an
action as shocking and enthusiastic as those of a political
nature, with the difference that the politicians try to
submit the masses to their political schemes, whereas the
sociodramatist is trying to bring the masses to a maximum
of group realization, group expression, and group analysis.
The methods have opposite aims. The development of the
meetings, therefore, takes a different form. The political
drama starts from within the politician and his clique,
it is pre-arranged and carefully calculated to arouse
hostility or bias against a foe. The sociodrama, however,
starts from within the audience present, it is calculated
to be educational, clarifying and energizing to all members."

On page 167, Dr. Moreno says:

"Sociometric revolutions do not promise violent and rapid
results. They dig deep and their success depends upon a
new learning process applied to small groups. Similar to an
infant, mankind will mature only step by step and to the
degree to which soclometric consciousness will refashion
our social institutions, the structural readiness of mankind
for a world society will ripen."

This is, of course, the ultimate objective of Humanist Mani-

festo II.
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Moreno continues (page 167):

"As human society is ailing we can expect a psychiatric
empire to emerge gradually and spread over the globe.
Politicians and diplomats will move into second status.
Social scientists, psychiatrists, sociatrists and
sociometrically oriented socialists will move into first.
The mentor in the White House, a future President of the
United States, may well be a psychiatrist before another
century has passed. Is not the whole cosmos beginning more
and more to look like a huge mental institution with God
as its psysician in charge?"

It cannot be denied that the sociometric tools of role-

playing, sociodrama and psychodrama are manipulative. They can

effect attitudinal and behavioral change in an individual. Where

are the guidelines to protect our children from political or

religious zealots? Teachers are trained in their in-service

courses to use the techniques of role-playing, sociodrama and

psychodrama, but as heard in testimony, infractions continue to

occur, our children continue to be damaged -- psychologically and

otherwise. These techniques should not be permitted in our free

American society. The Constitution of the United States (Art. IV)

protects the individual so that he might be secure in his person.

Role-playing expertly planned and directed toward our young

children who do not understand they are being manipulated is a

process which alters values and changes attitudes without our

permission.

Our children are not only being stifled in their learning

development by being guided through contrived role-playing situ-

ations but by the severe censorship inherent in a conceptualized

social studies program approach. The Taba Social Studies,

Brandwwein's Concepts and Values, and Brune/0 s Man: A Course of 
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Study (MACCS) present selected concepts and draw from those

events of history which support the concepts. These social

studies programs are introduced at the elementary level,

grades one through 6; MACOS begins at grade 5. Children have

had no prior chronological history of their own nation or a

history of civilization in a chronological order of events and

personages before they are exposed to these conceptualized

programs. Thus, our children have no way to balance the con-

cepts against their own culture and heritage. Taba, MAWS and

Concepts and Values teach evolution and moral relativism and

eliminate ethnocentrism. All of these courses of study were

developed by Europeans and are inconsistent with our American

history and values system as well as the American right to

self-determination.
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VI. Summary Recommendations

The PARENTS WHO CARE group makes the following recommendations

designed to alleviate its complaints against the Montgomery County

Public Schools system:

RECOMMENDATION NUMBER ONE:

The establishment of Parents Textbook Committees to 

ermit the involvement of parents in the selection

process of books and other materials propsed for 

use in the schools. This proposal would in no way

supplant educators with parents. It would merely

provide an additional Input -- that of the parents --

into the selection procedure for educational materials,

The Parents Textbook Committees would examine the

following categories of materials:

a) Newly-proposed books, audio-visual materials,

and teachers' guides destined for classroom

use;

b) The specific items identified in section V

above to which the PARENTS WHO CARE group

has raised objection;

c) Any books, audio-visual materials, teacher&

guides, resource materials, library books,

either currently in the school system or

proposed for placement in the system, which

any member of the proposed Parents Textbook

Committee wishes to place under examination.
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DETAILS OF PROPOSAL AND JUSTIFICATION:

According to the testimony of Mrs. Nancy Walker, the Director

of the Department of Educational Media and Technology of the

Montgomery County Public Schools system (Volume VIII, pp. 12 and 13),

the Montgomery County Public Schools system purchases a million

instructional items a year, including textbooks. Some 325,000

new titles are catalogued annually by the Department of Educa-

tional Media and Technology in Rockville.

Virtually all of these books and materials are purchased

and put into use in our schools without any involvement whatsoever

of the parents, who not only have a basic responsibility for their

children but also make a significant contribution to the operating

and capital resources of the school system. The PARENTS WHO CARE

group is convinced that many of its complaints against the Mont-

gomery County public schools would not have arisen if the parents

in the community had had a role in the evaluation and approval

process of textbooks and other educational materials.

Our views are in keeping with the statements made by U.S.

Commissioner of Education Terrell Bell on December 2, 1974 before

the Association of American Publishers:

"Parents have a right to expect that the schools, in their
teaching approaches and selection of instructional materials,
will support the values and standards that their children
are taught at home...I feel strongly that the scholar's
freedom of choice and the teacher's freedom of choice must
have the approval and support of most parents. I do not
suggest that we seek to win approval of all parents, for
that would not be attainable -- but schools without parental
support and approval are headed for failure...Where there is
basic conflict, no one really wins, and children suffer.
However, parents have the ultimate responsibility for the
upbringing of their children, and their desires should take
precedence. The school's authority ends where it Infringes
on this parental right."
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And a recent finding of the National Education Association

also supports the PARENTS WHO CARE recommendation for a voice for

parents. In the February 1975 report by the NEA inquiry panel on

the textbooks dispute in Kanawha County, West Virginia, one of the

principal conclusions reached was that the local school authorities

had drifted away from the viewpoints, values and moral beliefs of a

large segment of the community they serve. The most telling pass-

ages from the NEA report are quoted below:

"One answer, on which there seemed to be general agreement,
was that for a number of years the school system has failed
to communicate effectively with its diverse communities --
most particularly with its rural communities -- and to
involve them sufficiently in the development of educational
objectives and programs 	 In prior years, some degree of
community involvement in the textbook selection process has
been maintained through lay citizen participation in a
Curriculum Council. This Council, however, was disbanded
in early 1974; its members (25 percent of whom represented
parents) were not involved with the 1974 English Language
Arts adoption.
"The superintendent told the NEA Panel that the Council was
dissolved with the intention of replacing it immediately
with two Curriculum Councils -- one internal, composed of
educators; and the other, external, composed entirely of
parents. He said this was not accomplished last year,
primarily because the school administrative staff wanted
to first establish the internal council, but failed to get
the needed number of volunteers from within the school
system." (pp. 16-17)

On the point of the Councils, the NEA study concluded, "whatever

the reason, the timing was unfortunate since it could appear to a

distrustful public that the Council was dissolved as a means of

concealing from the community the contemplated textbook adoptions."

And therein, the PARENTS WHO CARE group concludes along with the

NEA findings, lies the basis of the 1974 textbook crisis in

Kanawha County, West Virginia.
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To assure an input by the parents in Montgomery County,

Maryland, into the selection procedure, the PARENTS WHO CARE

group strongly recommends that the Superintendent of Schools

initiate action to create three (3) separate County-wide Parents

Textbook Committees of fifteen (15) members each for the purpose

of undertaking an annual preview of recommended new books, audio-

visual materials, and teachers' guides destined for classroom use,

from kindergarten through 12th grade.

It is recommended that a committee be established for each

of the following three subject categories: I. Language Arts,

II. Social Studies, and III. Sciences and other Specialized

and Technical Subjects (including health, special educationt

home economics, etc.).

Membership of the committees should consist of parents,

resident in Montgomery County, who have children enrolled in the

Montgomery County Public Schools system during the current year

or the year for which the books and materials are scheduled for

use. No individual should serve on more than one committee at

the same time. And no employee or spouse of the Montgomery

County Public Schools system should be eligible for membership

on the committees.

Membership of the committees should be upon the recommend-

ation of the Superintendent of Schools and approval by the members

of the Board of Education. The Superintendent shall publicly

solicit for interested applicants from all parts of Montgomery

County and furnish to the members of the Board a list of not less

than thirty (30) names for each of the three committees. The top
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fifteen (15) individuals voted by the members of the Board would

qualify for membership. For each committee, there should not be

more than one representative from any one high school feeder area.

Interested applicants may apply for more than one committee,

but may serve only on the committee for which they receive the

highest number of Board votes. In the event an applicant re-

ceives the identical number of votes for two (or three) committees,

the Board members shall determine which committee the applicant

is to serve on by use of a run-off vote. Appointment to the

committees shall be for a period of two years. Members whose

children have left the Montgomery County Public Schools system

during the term of office may not be reappointed. Names of

members should be published, and all meetings should be open

to the public as required by Maryland State law.

As early as possible prior to the beginning of each new

schoolyear -- certainly no later than May 1 -- the Superintendent

of Schools should provide to each Parents Textbook Committee

Chairman a copy of every proposed new book, audio-visual mater-

ial, and teachers , guide destined for the classroom. The Super-

intendent should also provide any book, audio-visual material,

teachers' guide resourge material, library book -- either currently

in the school system or proposed for placement in the system --

which any member of the proposed Parents Textbook Committee

wishes to place under examination by the committee.

Each committee shall examine all the books and materials in

its subject category within a period of sixty (60) days, following

which time it must present its recommendations at a public hearing.
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Thirty (30) days following the public hearing, each committee

chairman must submit a report to the Superintendent of Schools.

The report should contain two lists: I. Recommended approved 

books and materials and II. Recommended disapproved books and 

materials. Each recommendation must be accompanied by a

committee justification.

Following consideration of the committee reports by the

Superintendent of Schools, he -- utilizing whatever internal

committee structure or staff he wishes -- should prepare a

memorandum for the members of the Board of Education, outlining

and commenting upon the committee reports. Included with the

memorandum should be copies of any minority reports of committee

members. Each committee member should receive copies of the

Superintendent's memorandum.	 Acceptance or disapproval of books

and materials at that point should be determined by a majority of

the members of the Board of Education.

AS A SPECIAL PROJECT, the Parents Textbook Committees -- as

soon as they are established -- shall request from the Superin-

tendent of Schools copies of the specific items identified in

section V, above, to which the PARENTS WHO CARE group has raised

objections. The committees shall report as soon as practicable

to the Superintendent of Schools with their recommendations as

to whether the specified items should be withdrawn from or

retained in the Montgomery County schools.

IN A GENERAL WAY, once appointed, the members of each

Parents Textbook Committee should elect a chairman and adopt
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specific guidelines for recommending approval or rejection of

books and other educational materials. The PARENTS WHO CARE

group recommends that the following criteria be included in the

guidelines of the Parents Textbook Committees:

-- Books and materials shall conform to the ethical and
moral standards of the community.

-- Books and materials shall not violate or invade the
privacy of students, their parents, or their home life
through personal questions, diaries, logs, or other
techniques of inquisition.

-- Books and materials delving into such topics as lying,
stealing, destruction of property, abuse and transfer
of harmful drugs and narcotics, and sexual activities
shall not be permitted unless they incorporate complete
information on federal, state, and local laws against
such activities.

-- Books and materials shall not contain matter of a
partisan or sectarian character.

-- Books and materials on Family Life and Human Develop-
ment including Focus Areas I, II, and III as defined
in Maryland State Board of Education Bylaw 321:1 shall
be approved for use only as identifiable electives
and taught with the informed written consent of parents.

-- Books and materials shall not contain sensitivity train-
ing or other forms of psychotherapeutic manipulation or
"brainwashing" defined as, "group meetings, large or
small, to discuss publicly intimate and personal matters,
and opinions, values or beliefs, and/or, to act out
emotions and feelings toward one another in the group,
using the techniques of self-confession and mutual criticism,
group dynamics, and role-playing."

-- Books and materials shall not interfere with the
school system's legal responsibility to teach citizen-
ship and understanding of the free enterprise system and
to teach patriotism and respect for recognized authority.
They should not encourage sedition or revolution against
the government or teach that an alien form of government
is superior to that of the United States.

-- Books and materials shall not promote or propagandize in
favor of a "world order" or a "world government" in
contravention of our Constitutional form of government.
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-- Books and materials should be objective in content,
impartial in interpretations, and shall not include
selections of works which contribute to civil disorder,
social strife, or disregard of the law. Violence shall
be treated in the context of cause and consequence; it
shall not appear for reasons of unwholesome excitement or
sensationalism.

-- Books and materials should not include language or
illustrations which are offensive or which would cause
embarrassing situations in the classroom or cause
interference in the learning process or atmosphere
in the classroom.

-- Books and materials that treat the theory of evolution
should identify it as only one of several explanations
of the origins of mankind and avoid limiting students
in their search for meanings of their human existence.

-- Books and materials shall present varying life styles,
shall treat divergent groups fairly, without inaccurate
stereotyping, and shall reflect the positive contribution
of all individuals and groups to the American way of
Illustrations and written materials should avoid bias
toward any particular life style, group, or individual.
Particular care should be taken in the treatment of
ethnic groups, roles or men and women, the dignity of
workers, and respect for all productive work.

On April 17, 1975, the PARENTS WHO CARE group wrote to

President Ford, as follows:

"It is the firm conviction of the PARENTS WHO CARE
group that the lack of parental input in the selection
process for what goes into the classroom has been a major
factor in the many recent complaints against the public
schools throughout the United States. Federal funds
support a good number of current educational projects
in our schools, some of which are under attack in Congress.

"On April 14, our organization participated in an
exhibition of textbooks and materials held in the U.S.
Capitol building under the auspices of Senator Jesse A.
Helms. During the exhibition, PARENTS WHO CARE handed
out a memorandum calling on U.S. Senators and Represent-
atives to cut off Federal funds from any school districts
which deny parents a role in the approval process for
textbooks and other educational materials. We stated
our view that a minimum condition for Federal aid should
be that eacn school district establish a Parents Textbook
Committee to preview materials before they are approved
for classroom use. A copy of our memorandum is enclosed.
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"We firmly believe that Parents Textbook Committees
would head off trouble between the school system and the
community and, in the process, improve the quality of
education for our children. We feel that a voice for
parents is not too much to ask of our tax-supported
schools. We sincerely hope that you agree and will lend
your support to our objective of strengthening parental
rights in their children's education."

The President forwarded the PARENTS WHO CARE letter to

Robert R. Wheeler, Deputy Commissioner for School System,

U.S. Office of Education, HEW, who responded on May 8, as

follows:

"Dear Mr. Lawrence:

"President Ford has asked me to thank you for your
letter of April 17 in which you expressed concern about
textbooks. Please accept my apology for the delay in
responding.

"One of the most prized principles of government in
this country is that of local control of school curriculum.
Acting within the framework of State law, State and local
school authorities make all decisions about what is taught,
teaching methods and materials used in the classroom.

"Congress has protected this right of local people by
writing into education legislation strict prohibition
against any interference with school curriculum by any
department, agency, officer or employee of the Federal
Government.

"There are many suppliers of books, pamphlets, films,
slides, transparencies and other materials in every school
subject field. The Office of Education has no authority
to influence the selection of materials to be used.

"Many school administrators are involving community
members, including clergy, professionals, and parents in
curriculum development. In this way, they try to make sure
that the school program represents what a majority of
citizens want for their children.

"The concerned citizen working to effect curriculum
modification must make his position clear to his superin-
tendent of schools and board of education and to State
departments of education."
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The PARENTS WHO CARE group does not agree with paragraph

three of Mr. Wheeler's letter. We know full well that the

U.S. Office of Education, the National Institute of Education,

the National Science Foundation, and Federal grant projects

financed through the Elementary and Secondary Education Act

have had a profound influence on the development and selection

of materials placed In the public school districts throughout

the United States. Many school boards -- including the one for

Montgomery County	 have merely rubber-stamped Federally-funded

projects developed by an elitist corps of educationists, social

planners, change agents, and behavioral scientists. The exist-

ence of a nationwide pattern of educational materials in our

schools cannot be denied. One of the classic examples, of

course, is Man: A Course of Study, the development and marketing

of which was accomplished with expenditures of some $6.5 million

by the National Science Foundation.

However, our primary purpose in quoting Mr. Wheeler's letter

was to call attention to the final two paragraphs, in which he

addresses the question of the involvement of community members --

particularly parents -- in the curriculum development process.

In the Montgomery County school system, aside from a Citizens

Advisory Committee for Family Life and Human Development curri-

culum, there is absolutely no community input whatsoever in the

selection and review of books and other educational materials used

in the classroom. And it should be noted here that the Citizens

Advisory Committee holds secret and closed meetings and does not

make its minutes available to the public. On the subject of the
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Citizens Advisory Committee, we should like to quote a passage

from the PARENTS WHO CARE June 6, 1972 presentation before the

Montgomery County Board of Education: (Petitioner's Exhibit

No. 1, Tab 4, page 76)

"Another violation of By-law 321:1 relates to the
selection of curricular material. The By-law states,
'The local system shall appoint a joint committee of
educators and representatives of the community which
shall examine all printed and audiovisual materials
proposed to be used in the schools.' At a public
meeting in January of this year Zr972.7, the Reverend
Stanley Andrews, who is a member of the Citizens Advis-
ory Committee on Family Life and Human Development,
announced that the Committee had never seen or evaluated
any of the films being shown in the Montgomery County
Public Schools system. Moreover, Reverend Andrews
subsequently informed me galcolm Lawrenci7 that the
126 page curriculum for the Family Life and Human
Development course known as 'Relationships' was sent
to the Citizens Advisory Committee members on February 1,
1972, for approval at a February 3 meeting. Having
reviewed the curriculum myself, I can testify that it
would have been virtually impossible to adequately'
examine and appraise the curriculum, films, and other
resource materials in two days. However, the most
blatant violation of all was that the course 'Relation-
ships' had been placed in eight Montgomery County high
schools well before the curriculum was sent to the
Citizens Advisory Committee."

The Montgomery County school system has an Ad Hoc Evalu-

ation Committee to review materials on which complaints in the

community have been registered, but it is completely "in house,"

and the membership is anonymous. Thus, the parents are completely

locked out of the process.

To make matters worse, the administrators of the Montgomery

County system even place restrictions on the members of the

Board of Education, who are not permitted to take educational

materials home to examine them. The policy is spelled out in

a November 20, 1974 memorandum from Lois A. Martin, Associate
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Superintendent for Instructional Services. The memorandum is

quoted below is full:

"To:	 Mrs. Nancy Walker, Director
Department of Educational Media and Technology

Mrs. Mary E. Roderick, Assistant Director
Department of Curriculum and Instruction

From:	 Lois A. Martin, il.ssociate Superintendent
Instructional Services

Subj:	 PWC, CURE, et al

"Please keep a record and ask all staff members to keep a
record of contacts with PWC, CURE or others about textbooks,
instructional materials, or instructional policies they
cannot support. We need to prepare a report for Dr. Miedema
periodically.

"We have also been requested to make review materials available
in this building to Board of Education members but not to send
the materials out of the building. Please let me know what
materials Board members have requested and have received. If
you have any difficulty in your departments following this
practice, please let me know.

"Will you, Mrs. Roderick, please arrange with Mrs. Walker for
a way to handle review of books by Board members or public
when they contact supervisors directly."

In our view, all of the above certainly points to the need

for a role for parents in the education process in Montgomery

County. We consider the Parents Textbook Committees to be a

logical and highly satisfactory plan to introduce that role.

RECCMMENDATION NUMBER TWO:

We urge the immediate removal from the Montgomery County

Public Schools s stem of all books and materials identified

in Section V above. Such items should nbt be returned for 

use in the schools unless and until they are evaluated and 

approved by the Parents Textbook Committees described in
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the PARENTS WHO CARE Recommendation Number One. If 

Parents Textbook Committees are not established, the 

items in Section V above should be Permanently removed 

from the school system.

RECOMMENDATION NUMBER THREE:

We ask for the Immediate removal from Montgomery County 

public schools of all courses, materials, and instruction

identified as "Life Science and Human Development," 

"Famil Life and Human Develo ment " and an , other studies

designed to fulfill the requirement of Maryland State 

Board of Education Bylaw 321:1 until the following :ive 

conditions are met:

1) a thorough evaluation of the curricula is under-

taken by the Montgomery County Public Schools

system. In "Montgomery County Public Schools

Guidelines for Principals to Comply with Maryland

State Department of Education Standards and Pro-

cedures for Family Life and Human Development

Programs," Section VI. Review states: "AA. nat

Department of Research with the assistance of

the Division or Health Education and Services

shall evaluate the programs. B. Procedures

shall be developed for annually reviewing content,

material selection, community involvement, and

teacher selection and training. C. These reviews

shall be submitted to the Division of Instruction
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of the Maryland State Department of Education

on a form provided by the department." PARENTS

WHO CARE is not aware of any "evaluation" that

has been done of Family Life and Human DevelopmeLt

curriculum. The lack of an evaluation was

corroborated by the testimony of the Acting

Director of the Department of Curriculum and

Instruction, cited on page 55, above, to wit:

"MRS. LAWRENCE:: Do you know of any evaluations
or studies that have been done to show Human
Development and Life Science programs have
Improved the social adjustment of the children?

"MR. NATIONS: I don i t know of studies per se."

2) a legal determination is made that the Montgomery 

County publIc_Schoole system is required pi State 

law to provide Life Science and Human Development

curriculum (called Family Life and Human Develop-

ment in Montgomery County schools). Further, we 

request a legal determination as to whether the 

Montgomery County Public Schools system in the

event such curriculum is found to be  required by

State law, is at liberty to omit any portion or

portions of the curriculum or must implement 

throughout the school system all parts of the 

curriculum called for in Maryland State Board

of Education Bylaw 321:1. 

3) the educational materials, practices, and tech-

niques making up the contents of Focus Area One:
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"Interpersonal Relationships" are removed from the 

existing required curricula in grades K-through-12 

and reconstituted as identifiable elective forms 

of instruction, to be offered and taught only with

the written consent of parents or legal guardian. 

tfinchane_±g_	 isiD.adeconcer4thefollovvni.arental

(or guardian) permission for Focus Area Two: 

"Physiological and Personality Changes": Instead 

of "Pu ils ma be excused from this unit of the

program upon a written request from their parents 

or legal guardians," the requirement should read 

as follows: "A student who chooses this course 

must have the prior written consent of his parents 

or legal guardian." 

that instruction in all three Focus Areas (One, Two, 

and Three) of Life Science and Human Development 

(called Family Life and Human Development in Mont-

gomery County schools) can only be offered and

taught in Montgomery County public schools if the 

following provision is adopted for parental or 

guardian consent: "A student who chooses this 

course must have the prior written consent of his 

2arents or legal guardian." 



RECOMMENDATION NUMBER FOUR:

That the Montgomery County Public Schools system 

issue a memorandum to all principals and teaching staff 

that would: 1) define the perimeters of the concept of 

invasion of the privacy of the student, of the family, 

and of the home and 2) spell out to the staff that such

invasions shall not be tolerated in any classroom

activity, homework assignment, or school-related programs. 

RECOMMENDATION NUMBER FIVE:

That the Montgomery County Public Schools system should 

remove from the schools as soon as possible all practices 

and materials relating to sensitivity training or other 

forms of psychotherapeutic manipulation or "brainwashing" 

defined as, "group meetings, large or small, to discuss 

publicly intimate and personal matters, and opinions, 

values or beliefs, and/or, to act out emotions and 

feelings toward one another in the group, using the 

techniques of self-confession and mutual criticism,,

group dynamics, and role-playing." An instructional 

memorandum should be sent to all curriculum developers, 

principals, and members of the teaching staff, defining 

sensitivity training and spelling out the prohibitions. 
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RECOMMENDATION NUMBER SIX:

The Montgomery County Public Schools system should 

cease and desist the teaching of the religion of 

Secular Humanism or any of its tenets, as was 

recently codified in the Humanist Manifesto 

a document endorsed most heavily by American edu-

cators at the university level. All principals and

members of the teaching staff of the Montgomery County 

Public Schools system should be notified that they are 

prohibited from introducing into the classroom and 

promoting the toleration or acceptance of concepts 

and values that differ from those generally accepted

in our community. Books, materials, and classroom

discussions delving into such topics as lying, stealing, 

Aallzusiam_101_21,222/1IL_alausland transfer of harmful 
drugs and narcotics, sexual activities, murder, 

senilicide, infanticide, euthanasia& abortion, canni-

balism should not be presented in an o en-ended non-

judgmental context. Rather their introduction into

the classroom should be ermitted onl when the teacher

is prepared and required to incorporate into the instruct-

ion c:sm lete information on Federal State and local 

laws a rainst such activities and to oint out durin

the consideration of these activities those options 

that are contrary to the Judeo-Christian ethic upon 

which our society is based. 
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RECOMMENDATION NUMBER SEVEN:

The PARENTS WHO CARE :group calls for the immediate

removal from the Montgomery Count z Public Schools

system of all films, film-strips, and other audio-

visual materials which have to date been classified 

for use An_01*earooms or as resource materials for 

Focus Areas Two and Three as defined in Maryland 

State Board of Education alaw 321t1. Such 

materials should be reintroduced to the school 

system oral after a thorough review and evalua-

tion by one of the Parents Textbook Committees 

called for In the PARENTS WHO CARE Recommendation 

Number One, 

RECOMMENDATION NUMBER EIGHT:

A full-scale evaluation by the MonLgomery County 

Public Schoolisistem, utilizinj the input of the 

recommended Parents Textbooks Committees of all

existin g curricula teachers , uides and other

instructional materials and techni ues bein

offered and provided to the students for the 

Purposes of eliminating instruction rhte#: 

1) falls to conform to the moral values generally 

accepted in our society, 2) invades the privacy of

the student, of the parents, and of the home, and 

3) violates the religious freedom as guaranteed 

b the First Amendment of the United States 

Constitution. 
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RECOMMENDATION NUMBER NINE:

That educational materials and books in the Mont-

gomery County Public Schools system libraries 

shall be sub'ected to the same le al moral

and ethical safeguards as are those materials 

and books utilized in the classrooms. This should

Lncludethe.strictures_jakaane

Board of Education Bylaw 321:1 and an; other 

malittloyulleable to the use of sensitive

material s in the school

RECOMMENDATION NUMBER TEN:

That educational materials and techniques employed 

during school hours or under the  auspices of the 

Montgome ry County

sub'ected to the same le al moral and ethical

safeguards as are those materials and techniques 

utilized in the classroom during normal school 

hours. This shall apply to movie house excur-

sions, fields _trips, and environmental nature,

center camp-outs. All ,projects under the spon-

sorship of the school system, on or off school 

property,are included in this recommendation. 

RECOMMENDATION NUMBER ELEVEN:

When educational materials or teaching techniques 

are removed from the Montpmery County Public 

Schools system as a result of community protest, 
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a school system re-evaluation, or for any other 

cause, the Montgomery County Public Schools system 

shall_provide timely notification of such actionl.

includinEthsjustification for it, to the Maryland.

State Department of Education so that the educators 

at the State level are made aware of such restrict-

ions and can take them into consideration as they 

act on materials recommended for approval at the 

State level, and for Use in the various Counties

in the State of Maryland, including Montgomery 

County. 

RECOMMENDATION NUMBER TWELVE:

That a directive be issued to central staff, 

principals, teachers, and librarians to the effect 

that the mere listing of books and materials in 

the national library journals as identified in the 

Montpmery. County Public Schools _publication 

"Evaluation and Selection of Instruction Materials"

and elsewhere does not in itself qualify such

books and materials for purchase and use in the

Montgomery County Public Schools system. The 

directive should also state that all books, 

audio-visual materials, teachers' :vides, resource

materials, and library books destined for use in 

the Montgomery County Public Schools system

require the formal approval of the Board of Eduoations 
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