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EXECUTIVE SUMMARY

Introduction |

The Mveva Escvela Unitaria (NEU) program is designed for multigrade scbools in rursl
arcas of Guatemale The program is being developed oa a pilot basis in two regions of the
country as part of the USAID-funded Basic Education Strengthening (BEST) project. Tbe NEU
program i- based on active learring principles that stress collaborative learning, poer teaching, the
1em of se..-instructional guides, participation in studerit government, aod the Bke. Th - objectives
of the program include providing students the opportunity to complete sixth grade; creating
Dexible, life-long learners; and encouraging the formation of participatory, democratic behaviors.
This document summarizes the success of the program in promoting democratic behaviors during
the first year of implementation.

Design

The study used the existing database of the Improving Educational Quality (IEQ) project
which is carrying out 8 multi-year examination of the NEU prognam. The IEQ sample consists of
ten experimental schools in which the Nveva Escuela Unitaria (NEU) progrum is being
implemented and tea similar schools without the NEU program, or escvelas unitarias (EU). The
sampleconsismdofmc!ﬂdrminﬁr!lmdsecoodgnde(l'lé‘mNEUmdlOﬂnthe . -
comparison schoob)wbomobwvedinlhewntchofSpuﬁshMMubmﬁaudiﬂ‘m
times during the school year. Three dimensions of democratic behsvior: egalitarian beliefs;

i  and leadership/involvement were examined through developing

and a chi-square analysis was used to make overall comparisons between groups of children as

well as comparisons by region and gender.

Major Findings
Overal, children in the NEU program exhibited significantly more democratic bebavior

As shown in Figure A, NEU children were involved in significantly more turn-taking.
directing others in an activity, and receiving positive feedback on their performance than
comparison group children. These behaviors were indicators of egalitarian beliefs, Jeadership, '-"‘_
interpersonal effectiveness, respectively. In addition, all instances of participatioa in

ions, as well as the majority of incideats ©

government and choosing among viable opU

than children In comparison schools.

[ assisting



others occurred among NEU children. These indicators did not, bowever, occur with sufficient

frequency to be eamined statistically.
Figure A: Indicators of Democratic Behavior
Observable democratic behaviors were
not only more frequest in the NEU program, Democratic Bebaviors
but were also qualitatively different from 100 Legeod
those observed in traditional multigrade w 0 »ev.
schrools qd m (LA™
o H +—34—F
The majority of turn-taking, I i I ¥ 7
collaborative behavior, and supplying L “"g}f : o
directions 1o others observed in NEU schools _ . i
took place in the naturally-occurring contexts 2T = '
of child interactions in small groups. Whea 0L :
such behaviors were observed in the | Tune Dirscts Foolbeck

comparison schools, they were generally
directed by the teacher. . -

NEU children of both indigenous and Ladino origins had greater incidences of democratic

bebavior than similar comparison childrea.
Similar patierns were found when comparisons were made at the regional level There
were significantly greater incidences of tun-taking and directing others in an sctivity in both
Region I, where children are primarily of indigenous origin, and Region IV, which bas s Ladino
population. Participation in incidences where positive feedback was received, bowever, was only
significant among children in Region I, although a greater incidence of such behavior was also
observed among NEU children in Region IV.

The NEU program promoles democratic behavior among both boys and giris. In the first
vear, however, the program has beeo more successful In encouraging these bebaviors in
boys than in girls.

Consistent trends favoring NEU children of both sexes over children of the same genders
in comparison schools were found. However, NEU girls’ behaviors differed significantly from
those of comparison girls only on the indicator of turn-taking. NEU boys, on the other hand, had
signiScantly more incidences of tum-taking, positive feedback, and directing others in an activity

than did boys in comparison schools.




One yesr In the NEU program Is not sufficient to develop 8 broad range of democratie

behavior among young children.
Very few occurrences of behaviors such as: assists other students in an activity, expresses
opinions or attitudes about the school content to peers or adults; and chooses among viable
options were observed. In each case, the majority of such behaviors occaurred among NEU
students and, as each behavior was observed among first and second graders, children were
d=velopmentally mature enough to exhibit these behaviors. However, as each of the behaviors
required a certain degroe of confidence and practice with the subject matter, it appears that one
year was not svScient to provide the practice that would lead 10 these behaviors being exhibited

on a regular basis.



Indicators of Democratic Bebavior in Nueva Escuela Unitaria (NEU) Schools

INTRODUCTION

This document presents 8 study of democratic behavior among children participating in the
BEST project. The study is limited to the Nuera Escuela Unitaria pilot project, as oaly this activity
of the BEST project specifically ieatifies democratic behavior and attitudes as curricular objectives.
The study uses observational data from the 1993 school y==- gathered as part of the Improving
Educational Quality project. These dats were analyzed for the purposes of this study by Dr. Ray
Chesterfield during June-July 1994.

Literature Review
Education] reform in the United States and elsewhere has begun to emphasize the active and
meaningful participation of all students. The challenges of academic excellence and educational
equity have led 10 an integration of subject matter proficiency and universal participation in the’
reflection of developments occurring in the

learning environment. Much of this convergence is 8
ence of & constructivist of socio-constructivist approach

ficld of cognitive psychology and the emerg
to learning and human development (Cobern 1993, Watts & Bentley 1987). In contrast to the
1 j sedbyﬂ)epfcviousapproachestolcamingmdbum
development, the socio-constructivist approach focuses on the ways learners actually generate
understanding (Resnick 1987 & 1989, Newman, et al, 1989). This emerging approach to buman
development emphasizes three interrelated aspects of learning that differ significantly from the
behaviorist tradition: a.) that leaming is a process of knowledge constructiom, b.) that learning is
knowledge-dependent, and ¢.) that learning is intimately connected to the sitvation in which it takes
place (Resnick 1989). Resnick asserts that individuals learn by sctively interpreting information as
opposed to simply recording it. That learning is knowledge-dependent suggests that it "depends on
claboration and extension of prior knowledge® (Tbid., 1989).. The third aspect - that Jearning is tied
that individuals better refain knowledge when it is

to the situation - addresses the rediscovery
embedded in some organizing structure.

: Constructivist approaches to learning have begun to question the epistemological
assumptions that support theories of learning and human development that downplay, or completely
overlook, the influence of social intenaction and language (i.e., discourse) on leamning (See Wertsch
1985, 1991, Scribner & Cole 1981, Forman & Cazden 1985, Tharp and Gallimore 1988). In many
cases this questioning has involved challenging some of Piaget's epistemological explanations of child
development (Hickmann 1985, see also OLoughlin 1992). : : '

Educational psychologists, anthropologists, and sociolinguists have turned to the writings of
~ Vygotsky to complement the Piagetian orientation and to explore more comprehensively the various



socisl and linguistic contexts within which- the chid develops (Psour 1990). For Pisget,
developmental change and leamning are synonymous, and they are both pre-coded, genetic, and
obedient 1o an external structure of graduated episterological levels. Whereas for Vygotsky, the

learn (i.e., pass from low levels of mental functioning to higher
levels) are much less associated with preprogrammed cognitive designs. Rather than seeing the child
15 making his/ber way through predetermined, successive stages of genetic development, Vygotsky
views the child *unfolding in a massively social enviroament in which the determining aspects of
growth were shaped...by other people in the community to which the child belonged® (Holquist

1990).

Vygotsky, attemptin
than the child's genetic code,
(ZPD). Vygotsky's ZPD (1978) relies on'the distinction
potentia! developmental level. He describes the ZPD as:

the distance between actual developmiental level as determined by independent
problem solving and the level of potential development as determined through
problem solving under adult guidance, of in collaboration with more capable peers

(Tbid., 1978).

g 10 call attention lo the child'y actual social context or community rather

Utilized 8 construct which he terms the *zope of proximal development®
between octual developmental level and

Clearly, the Vygotskyan perspective, With its emphasis on tutorial or peer assistance and/or
collaboration in leamning, reflects the shift in educational psychology. towards constructivism.
Learners are not alone in the learning process; rather, they are embedded in socio-cultural settings
with pre-existing institutionalized, yet dynamic, contexts.
the school experience is to learn, through participation, the
This pafticular orientation is well suited to the study of an
educational reform such as the Nueva Escuela Unitaria which stresses the training of the children to
be active, creative, pzrticipative, and respensible. The program can be seen in the socio-constructivist
paradigm in that it encourages collaboration through small groups and decentralized learning. Most
important for this study, such leaming experiences are seen to Jead 1o democratic attitudes and
behaviors, such as comradeship, cooperation, solidarity, and participation (Cofben, et. al., 1990).

Seen in this perspective, part of
social norms of the leaming environment.

Method

The study used the existing database of the Improving Educational Quality (IEQ) project
which is carrying out a multi-year examination of the NEU program. The [EQ sample consists of ten
experimental schools in which the Nueva Escuela Unitaria (NEU) program is being implemented and
ten similar schools without the NEU program, or escuelas unitarias (EU). "n Region II (Alta and
Baja Verapaz), five experimental schools were selected, three in the Departme  of Alta Verapaz and
two in the Department of Baja Verapaz - As 3 control, five escvela wnitaria s¢ sols which employed
s traditional methodology and had charscteristics, such as number of studeats, distance from s



umber of teachers, ethnicity of students, and sbsence of other educational

hose of the experimental schools were chosen. In Region IV (Jalapa, Jutiapa,

municipa] center, n
a schools and five control schools were selected, using the same

programs, simiar (0 1
and Santa Ross) five experiment

criteria
The general sample consisted of first and second grade children who sttended the twenty
schools. There were 506 children in the sample. In addition, 8 sub-sample of 12 children from esch
selected for more detailed observation, This

school (six in frst grade and six in second grade) was
was selected at random from the children ineach grade, taking three girls and three boys, ooe
and two who were not. The children in the

~tudent of each sex who was repeating the grade
a various limes of day and oa different days

subsample were observed for periods of S-10 minutes
of the week until a total of one hour of observation of Spanish langusge and Mathematics classes
ensive sample consisted of 220 children (116 in the NEU

combined had been completed. The final int
program and 104 in the comparison schools). It is the intensive sample which served as the basis for
examining democratic behaviors in the classroom.

rmcw of the *Encuesta de Conocimienios, Actitudes,

y Prdcticas de Democracia® developed through funding from the USAID Democratic Initiatives

project. General concepts were taken from the survey that could be adspted to the behavior of young
children in a school setting. A school can promote democratic behaviors and attitudes by creating

stustions that allow children to: 1) demonstrate or express rational, empirical, and egalitarian beliefs
about how to function in social situstions; 2) practice interacting appropriately with peers and

aduhts; and 3) become involved in the social and political ife of their school (and eventually of their
community and nation). Behavioral indicators of these dimensions for young children are presented

in the following table.
Indicators of Democratic Behavior in Children

samp'-

The indicators were created through a

Table 1:
Bebaviors Indicators ,
L Takes turns ‘ ,

1. Egalitarian beliefs '
e b. Assists other students in an activity

Expresses opinions or attitudes to
peers and adults .

2. Interpersonal effectiveness

b. Choose among viable options
3. Leadership/involvement L Participates in school organizations
. - (c.g. student government)
b.  Directs fellow students in an activity

Codes were developed to characterize each individua! interaction of the sample children
behaviors. The occurrence of each indicator with individual children was then

involving these
3



tabulated and a chi-square analysis w as used to make overall comperisons between groups of children
as well as comparisons by region and gender.



FINDINGS

Egalitarian Beliels
The small group, collaborative learning approach of the NEU program is designed (o

encourage children to recognize the value of working with otbers and appreciating the ideas and
Two types of observable behavior were used as indicators of the program’s

actions of one's peers. -
success in promoting such egalitarian beliefs in the school situation: taking tums and assisting other

students in »n activiiy.

-Taki
Figure | shows the incidence of occurrences where children in the sample allowed other
children the opportunity to participate in an activity, Overall, 80% of the observed occurrences took

place among NEU children. The trend found for overall occurrences of the behavior was consistent
for both genders. NEU boys engaged in 78.5% of the observed behaviors by males, and NEU girls

accounted for 81% of the observed occurrence of turn-taking among girls. These differences were
significani at the p<.01 for each comparison made (overall, x2=13.5; boys x2=8.04; girls x*=8.64).

Figure 1: Frequency of Turn-Taking in NEU and EU

Takes Turns

———t

il ol Al

Ovenll  Boys

Much of the furn-taking behavior observed in the NEU program takes place in the student-
directed small group learning contexts. These contexts generally involve the self-instructional guides
or ancillary instructional materials such as the library or learning comers. The following two

examples typify the behaviors observed in the NEU program.

Flor is sitting in a circle with three other second graders at Carrillo school. The children are
reading the self-instructional guide in a section called, "I'm preparing 1o use the dictionary”

S



(Me preparo paro whilizar ¢] dicclonario). A girl in the group is reading sbout the turtles in
danger (Tortugu en peligro) as the others Esten Celia finishes reading’and passes the guide
to Flor, indicating that now it is her turn 1o resd. Flor takes the guide and begins to read

soflly. Her companions strain to hear her. Then Fany says, “Do it louder” (Hailo mds fuerte,

hombre), and Flor begins to read louder.

Juanito, a second grader at the NEU school of Pantanal, is working on finding words ia the
dictionary with several other boys. William bas the dictionary and points to a picture saying,
*These are lions” (Son leones). Then passes the dictionary to Juanito, ssying. *Let's see.®
Juanito looks through the dictionary and says, °I Lave bears® (Yo tengo asos), pointing to

picture of bears on the page.
A related behavior that was also commonly observed in NEU schools was that of
collaboration. In such instances, children were observed to spontaneously agree (o work together,

The following example fllustrates this type of behavior.
Elena, s first grader at Cerezal, is in her seat, copying the words that are writtea oa the
blackboard "stick, chicken, table, wine, tomato, street, soup, ball, hill, macbete, mill, baby”

(palo, pollo, mesa, vino, fomate, calle, sopa, pelota, loma, machele, molina, nene). She
turns to the gifl on her leR-and asks, "Shall we read together?* (Nas hacemos junias para -

leer las palobras?). . The girl responds, *Okay” (Estd dien). The two. girls begin to work
together with first Elena reading the words, then Betty reading them. - ;
The observed incidences ofmmialdng in traditions! schools was genenally of a different lype.
It involved waiting in & line to have the teacher review one's work, with the teacher calling children

one by one. Contrary to the participatory nature of the turp-taking and collaborative work negotiated
among the NEU children, almost all tumn-taking among EU children is directed by the teacher.

David is a first grader in EU Aguazal. He Bnishes copying numbers from the board into his
notebook, then joins the line of three children at the teacher’s desk. He shoves his potebook
in front of the teacher who says "Wait® (Espera). The teacher finishes with potebook he is

correcting, then takes that of David.

~ One type of behavior that is very common in traditional schools and also occurs in NEU is
pacing. Pacing is checking with peers to determine how far along they are on an assignment and
refects an environment which promotes competition rather than collaborative, egalitarian behavior.
Examples that illustrate this type of behavior in both NEU and EU schools follow.

Mario, s first grade boy at EU Barnial, is in Spanish Language class. The teacher is assigning
words 1o ozpy 1o the first graders. Mario is in the second row of first grade students, sitting
next 1o another first grader who is copying lis assigned words, "guitar, stew, and Swiss®
(guitarra, gulsado, suizo). The girl in front of him turns to look at him and yells in his ear.
She laughs and continues copying her words. Mario gets up and walks over to another first

6



gradear. He asks, 'Arcyou done yet 7" (Ya was o ferminar?). "No, because I'm just starting,®
(Yo no porque empezando voy) he answers. Then Mario returms to his seat and begins
working The boy nexd to him says, "Look, I beat you,* (Mim, & gwié), and Mario just bolu

at him
Daniel, 1 second grad: boy st NEU Camllo, is in Msthemastics class, sitting at his desk
wntmg the numbers from one to 700. He reaches 620, rcpcalmg cach number he writes,
saying. 29, 30, 31. I'm on 631° (Yo voy por 637). He continues writing for s minute with
a red pencil. He fills the page and begins 8 pew one. He pauses 107say to his classmate,
"Which one are y~v ~n?* (Por donde was?).  The boy responds; *309.® Daniel says, *I'm oo
639" (Yo voy por el 639) and continues writing. Then Alejandro asks, *Which are you on
now?" (Por donde wvas ahora?) *On 619,* (Por ¢l 679) be responds.

A second behavior that was also commonly observed was requests to borrow matenals.
While positive responses 1o requests (o share materials can be seen as an indicator of egalitarian
attitudes, such requests are generally denied or rebufied. This was especially true in traditional
schools. Another comumon behavior. in traditional schools was that of teachers discouraging children'’s
attempts to help one another or work collaboratively. The following examples provide illustrations

of refusing to share and teachers d:scouragmg ooHabonuon in EU schools

Francisca, a first grader at EU San Fernando, is in Spamsh L-.nguagc class, standmg near the
second grade group. She says to her classmate, Berta, "Give me some fruit™ (Vos, dame
Jocotes) Berts doesn' give her any, and Francisca tells her, *You'e so'greedy. | always give
you some. You're bad.” (7an orgulloxa que sos vos. Yo siempre te doy. Vos sos mala).
Berta tells Francisca, *Go back to your seat. You're not in this grade® (Andale para tw lugar.
S7 vas no sos de este grado). T?wypl.lﬂe.acholhas'bwmd fall on Lhe floor. The other girls

yell and call the teacher to separate them.

Fernando, a first grader at EU Lazaro, is sitting with the other first graders in Mathematics
class writing the numbers 1 to 13. He is sitting next to his sister, Elena. Afler writing for a
- few minutes, he writes the numbers and asks his sister if he did it right. Elena looks at his
notebook and says, “Not like that. Give me your pencil® (As/ no. Dame el ldpiz). She takes
the notebook and begins to recopy it for him. The teacher realizes that Elena is doing some
of Fernando's assignment and says, "Elena, stop doing your brother's work® (Bueno, Elena,

deje de hocerle el deber a su hermano). She stops writing and says to the teacher, "Miss,
Fernando can't write the number 8° (Selo, €5 que Fernando no puede hacer el ocho). The

teacher tells her, “Let him work alone® (De¢jelo que trabaje sélo). Elena returns the pencil
to her brother who takes it and writes two more numbers. .

When occurrences of tum-taking was examined regionally, the same patterns presented in

the aggregate analyses were found. As can be seen in Table 2, at least 70% of all observed
occurrences in each comparison involved NEU children. Overall comparisons significantly favor



NEU children in each ncg:on ‘Separate du.i.squues could not be calculated for boys and girls owing
to the small number of occurrences. ' ’

Regiona] Comparison of Tum-Taking

Table 2:
Regoa II Repoo IV '
NEU EU x NEU EU x ]
Ovchil 1% 28% 624° | % 6% 6.24° l
Boys 74% 26% . 22 1% — ]
Girls nw . Jaw | -— 100% 0% — '
* ps.0$ . .
**p<.0]
Assisting Others

The second indicator of egalitarian behavior was that of assisting others in their academic
work. This type of behavior was limited among the first and second graders in the sample, possibly
because of the children's own limited experience with the academic conter.t at that stage of their
schooling. Only 10 incidents of assisting others were observed. ‘The general trend favored NEU
children as 70% of the overall occurrences, 100% of the occurrences among boys and 57% of the
occurtences among girls, involved NEU children. However, no statistical comparisons could be made

because of the small sample size.

Interpersonal EfTectiveness

The indicators for interpersonal effectiveness were intended 1o show children's opportunities
to develop solutions and give explanations for their solutions. The indicators appear to reflect
behaviors that may require more than one year in the NEU program to develop. Only five incidences -
of children choosing among viable options were observed. All of these incidences occurred in NEU

schools. No observations of children expressing opinions or attitudes about school content or social

norms were recorded.

The limited number of occurrences of the indicators in the conlexts obsérved lead to the
choice of two proxy indicators. These indicators were “receives positive feedback® and “receives
negative feedback * The assumption in the choice of these two indicators was that, aJthough children
were not exhibiting the behaviors, teachers might be creating an environment that would encourage
the practice of such behaviors as the children matured or gained more experience with school. Thus, -

feedback both in the form of praise and in further explanation was chosen as an indicator of a
classroom environment that encouraged the investigation of visble options and the justification for



choices made. This was contrasted with incidences of feedback that did not encourage freedom of

expression by children.

Positive Feedbac)
As can be seen in Figures 2 and 3, differences were found between NEU and the traditional
multigrade schools in terms of the incidence of different types of feedback received by the students.
Overall, children v.+re significantly more likely to receive positive feedback in the NEU prog—vo
ignificantly more like'y ‘0 recerve

(x*=9.54_p- 01). Similarly, boys in the NEU program-were si
positive feedback than their male counterparts in EU schools (x'=$.82, ps.05). While nearly two-

thirds of the observed incidents of positive feedback among girls occurred with students attending

NEU, this difference was not significant.
Figure 2: Frequency of Positive Feedback in NEU and EU

~ Positive Feedback
100 ry—
0O =
80 B w

Ovenl Boys  Oib

Positive feedback tends 1o be of two types in NEU schools. Tbe first, as ilustrated in the

following two examples, is encouragement of elaboration of a lesson.

at Secuchil is in Spanish Language class. Zulay
*Mother® (mamd). The teache:
then says, "Obl This is a
know, like map and pipe,

Zulay, a Qéqchi-speaking, first grade girl
draws a woman with a child and below the drawing writes

asks her, "What is this?* Zulay doesn't respond. The teacher

mother. Good, Zulay, pow you have to write the other words you
under the picture.” Zulsy nods her head in agreement. . -
Enrique, a second grader at NEU Achigual, is in Spanish Language Jass. The teacher
continues with an explanation and asks, “Who plays?® in the sentence that is on the
blackboard. *The boy,” answers Enrique and then remains silently Gstening. Then the teacher



says, "Tell me another sentence.” Lsabel responds, “The rooster crows In the house.® Enrique
says {0 her, “The sirplane flies high® The tescher tells them, "Now you see that you can do
in.*

er successful performance. In

The second type of positive feeddack is providing praise afi
contrast 1o lesson elaboration, which is confined largely to NEU scbools, this type of positive
The following examples

feedback was observed in both experimental and comparison schools.
illustrate such interactions, first in a NEU, then in an EU school.
Carmelo, is woiti.5 on the formation of syllables in a small
group. - The teacher approaches and says, “Let's see, Regina, do you know what this says?”
She indicates that she does by nodding and smiles. She reads, "Mi ma.® The teacher tells ber,
*Very good, Regina.* Regina smiles and blushes, touching her hair. -

of the rivers of Alta Verapaz that the
*Irene, you're working very quickly.

Regina, a first grader in NEU

Irene, a first grader at EU Chiraxsi, is copying & map
teacher has drawn on the board. The teacher says to ber,
You've almost finished. That's bow I like students to be, bright.”

An examination of the incidence of positive feedback by regions shows similar patterns to the
overall findings. As can be seen in Table 3, close 10 60% of all interactions occur in NEU schools.
However, significant differences are found only in the -overall comparisons in Region II and the

comparisons among boys.

Regiona! Comparison of Positive Feedback.

Table 3:
Region I RegioalV - 1
NEU EVU x' NEU EU x ]
Overall 68% 32% 7.34%° O 40% 1.58
Boys 75% 25% 7.02¢¢ 5% % 0.3
Lc-im 61% 3% 0.9 6% | 3% 2.04
**ps.01 .

Negative Feedback

Negative feedback occurred
were not, however, significant. It is important to point out
feedback was extremely high among girls in traditional sch
occurrences when compased 1o their female counterparts in NEU schools.

in consistently higher frequency in EU schools. Such differences
that the relative frequency of negative

ools, making up 79% of all observed

10



Figure 3: Frequency of Negative Feedback in NEU and EU

Negative Fee dback

As illustrated by the two examples that follow, negative feedback is similar in both NEU and
EU schools. It usually consists of & teacher simply declaring that something is *wrong® or "bad” with
little or no explanation of what the child should do to improve his/her work.

Alicia, a first grader st NEU Cerezal, is in Spanish Language class. The teacher is working
with the first grade group of which Alicia is a part, grading their sentences. Alicia is in ber
seat near three girls in the same grade. The professor comes over to Alicia (o grade ber work.
He asks her, "What does this say?* Alicia responds, *I go by* (paso). "No,* the teacher tells
her, "Here it says Yoad (5gpo). You read it backwards.®. He then says to Alicia's classmates,
"Why didn' you teach her?* £ . |

Carolina is a second grader at EU Sigualom in Alta Verapaz. She is working on addition
problems that she has copied from the blackboard into ber notebook. After 8 moment,
Carolina finishes the exercises and gets up. She goes toward the teacher and hands ber the .
notebook without saying anything. The teacher grades the problems which are "2+]=, 6+4~=,
and 9+2=" Then she tells Carolina, "They’re all wrong. Remember that they're easy, and you
cant do them.* Cwolina doesn't respond and returns to her seat in silence.

When the regional distributions of ncgntiv_c feedback are examined, generally similar patterns
to the overall findings emerge. With the exception of NEU boys in Region I, EU children received
negative reinforcement in greater frequency than NEU children. The differences, however, wese not

significant.



Regional Comparison of Negative Feeddack

Table 4
Region I Region IV ' '
NEU EU x! NEU EU x'
Overall 48% 52% 004 9% 61% 1.88
| Bos 6% “% 0.0 48% 5% 0.04
;s 1% 67% | 64 % [ Joo% 3.20

Leadership/Involvement

The NEU program student government activities encourage the involvement of the childrea
in the management and governance of the school. In addition to a school president and vice-
president, there are committees responsible for the maiatenance and organization of the leaming
comers, the library, classroom clean-up and the like. The responsibilities related to these activities
take place largely outside of academic lessons. Tbe program attempts to involve all children in the
committee work. However, school officers and commitice members are elected by the students.
Thus, older children are generally elected to these positions, especially during the early years of
program implementation. The comparison schools also have student committees with the clean-up

committee being universal in all schools.

Student Government

As the research focused on young children in the first and second grade in the context of
academic lessons, [ttle participation in school government would be expected (o be observed. This,
in fact, was the case, with only eight instances of an observed child participating in some way with
student government activities being observed. It is important to pote, bowever, that all such instances
occurred with children in NEU schools as opposed to traditional multigrade schools. Typically,
incidents were similar to that which follows: . : ‘ .

Carlos is a second grader in Sanimlaha, a NEU school serving Maya-speaking children in the

department of Alta Verapaz. He is working with three other children who make up the

"turtes” group. The children are carrying out an assignment in the NEU self-instructional

guide, on which they have been working for sbout 10 minutes. Carlos speaks in Q'eqchi to

Alma, another member of his group who responds in the same language. He then bends over

his own work without speaking to anyone else. After a minute, Carlos gets u, from his group

and walks over (o the "cows” group. Carlos says something to his classmate who exchanged

a ball for a car, but exactly what they say isn't heard. Itis only observed that he watches and

touches the car that his classmate exchanged. Carlos then retums to his seat and begins to

write in his notebook. Al this moment, the president of the school government addresses all
of the students saying in Q'eqchi’, "We are going to go outside to practice & song. Please,
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everyone should participate.® Caslos puts his notebook sway in his backpack and goes

outside with all of his classmates.
Although Caslos does not play a role in the actual functioning of the student govermnment in

this episode, he follows directions and sppears ready to participate actively in the activity directed
this type suggest that the student government has 8 real

by the school president. Observations of
function in NEU schools and that its activities are something in which the students participate

willingly.

Directs Others

The second indicator of leadership and involvement is the occurrence of instances in which
children provide instructions to their-peers on bow to deal with academic porms.  The sctive
collaborative classroom environment encouraged by the NEU program was found to promote this
type of behavior, : : _ :

As can be seen from Figure 4, significantly greater incidents of directing peers was found to
take place among NEU children than among children in traditiona) rural multigrade schools. Ovenall,
74% of the observed occurrences of directing others occurred among NEU children. This was largely
a result of the greater observed willingness of boys in the NEU program to offer directions to their
peers when compared to boys in traditional multigrade schools (83% versus 17%). Both the ovenll
occurrence and the occurrence among boys are significant at the ps.01 level (x*=11.84 and 11.16,
respectively). NEU girls follow the same trend, as they account for 64% of the total incidence of the

behavior among the girls. This difference is not, bowever, significant (x=1.75).
Figure 4: Frequency of Directing Others in NEU and E_U
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Much of the opportunity lo kead or direct otbers is provided by the NEU program, through

(he ute of “monitors * These children often direct small groups or serve &3 models for the exercises
ovided by the self-instructiona) guides  The two examples ilustrate this type of situation.

William, s first grader in Sanimlaha, a NEU school in Baja Verapaz, has been asked by the

teacher to distribute notecards with two- and three-syllable words based oo the *significant

and thea asks the other

expressions” gencrated by the first graders. He passes out the cards
two children in his group 1o read the cards that they bave. All three begin to resd io & low

voice.

Pr

Gloria, s first grader in Pantana), 8 NEU school in Region [V, is serving s monitor for s
group of five girls and a boy. She tells the group, *Now lets go 1o the sand table (meso de
arena) The entire group goes with her to the sand table and surrounds it. Gloria points to
Vilma who begins to write, forming the word “soap® (jabdn) in the sand. |
A second type of direction comes from interpreting the classroom porms to peers. This type
of giving directions is especially common in schools with Q'eqchi™-speaking children. The following
example illustrates this type of behavior: :

ching the

Ziola and the other first grade girls in Secuchil school in Alta Verspaz are wal
‘teacher as she goes to the board and writes A/. She then asks, *Which letter is this /7" Ziola
responds, *T,' Miss." The teacher says to her, *Good, Ziola. It's called ¥.° The teacher asks,
“Which words are written with the letter Y7 Ziola answers, "Tomato (tomate), ball
(pelota).” - The teacher asks, "What else? Not only Ziols can answer.” Then Mara Elens
says to Ziola in Qeqchi, “Not again, Ziola. Let others answer.” Ziola says to ber classmate,
*Maybe we should look in the book.® They tske out the Victoria book and begin to read

fears (1eme), take (foma), can (lata).” Maria Elens tells Ziola

aloud, *Leg (pata), kills (mata),
in Q'eqchi, *Don't say anything until the teacher asks you t0."

In this sequence, Maria Elena interprets the teacher’s directions to Ziola. Then the girls
decide on a practice exercise which they carry out together. Finally, directions about classroom

procedure are again supplied 1o Ziola in her native language.

Directions provided in the traditicnal schools tended to be of a different type. Thcy are
mmands about individual behavior of children involved in & particular interaction and are

largely co .
lassroom social norms.

rarely related to academic content or ¢
Roberto, a second grader at the traditional multigrade school, Achigual, is seen in the next

example.

Upon finishing the exercise, Roberto closes his notebook. Then be takes a reading book,
hild named José, remaining like this for two minutes. Then José

opens it, and reads with a ¢
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reads to Nm out boud, and Roberto listens to what his classmate reads. Roberto corvects him,
“It's a vest,” and José responds, *DonY tell me, crazyl® Roberto exclaims, *Oh, yes!*

As Emesto, 8 first grade student at Seocox in Al Verapax approaches, Ivan says in Q'eqchi,
*Don\ bother me. You owe me since yesterday. You owe me. Go away.” Emesto wanders

off without replying.

When the incidence of directing others is examined by region, pafterns consistent with those
found in the overall analysis are continued in each region As shown in Table $, there are significantly

greater occurrences of directing peers both overall snd amorig boys in both regions.

Regional Comparison of Directing Classmates

Table §:
Regicn I Regioo IV ,
NEU EU x| NEU EV x*
Overall % 29% 4.64° 7% 3% 6.50°
Boys 81% 19% $.06° 85% IS% 4.92¢
Girls 60% 40% 0.26 69% 3% 1.22

® significant at the ps.05
While girls in NEU also exhibit higher percentages of such behavior than their counterparts in both

regions, the differences in observed occurrences are not significant.
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CONCLUSIONS

child 2nd teacher Interactions that

The Nueva Escuels Unitaria program promotes observable
are Indicators of democratic behavior and attitudes.

{ the NEU program was in its first year of implementation and that the
dren in their first years of schooling, significant differences were found
in the inadence of democratic behsvior when NEU children were compared to children in traditional
“multigrade schools. The NEU grogram is successfully promoling democratic behaviors along the
three dimensions addressed by the study. NEU children were signiicantly more egalitarian in their
behaviors as they were involved in laking turns and collaborating in scademic content more frequestly
than children in comparison schools. Children in NEU schools also received significantly more
positive feedback in the form of praise and further explanation than did students in comparison
schools. Finally, NEU children exhibited greater incidences of leadership through directing others
and participating in student government than did children in EU schools.

Despite the fact tha
study focused on young chil

The NEU program was efTective in promoting democratic bebaviors with children of both
indigenous and Ladino origins. '

Similar patterns were found when comparisons were made at the regional level. There were
significantly greater incidences of tum-taking and directing others in an activity in both Region Il and
Region TV. Participation in incidences where positive feedback was received, bowever, was oaly
significant among children in Region I, although a greater incidence of such behavior was also
observed among NEU children in Region Iv.

Observable democratic bebaviors oot only occur with greater frequency in the NEU program,
but they are qualitatively difTerent from those observed in traditional multigrade schools.

The majority of turn-laking, collaborative behavior ard supplying directions to others
observed in NEU schools took place in the naturally-occurring contexts of child interactions in small
yroups. When such behaviors were observed in the comparison schools, they were generally directed
by the teacher. This suggests that in traditional schools democratic behaviors, even when observed, .

may not have been intemalized by children to the same extent as in NEU schools.

16



The NEU program promoles democratic behavior lmoné both boys and girls. It appears,
bowever, that the program has been more successful In encouraging these bebaviors in boys

in the first year.
Consistent trends favoring NEU children of both sexes over children of the same gendens in
comparison schools were found However, NEU girls' behaviors differed significantly from those of

comparison girls only on the indicator of turn-taking  NEU boys, oo the otber hand, bad significanty
more incidences of tumn-taking, positive feedback, and directing others in an activity thas did boys

in cnmparison schools.

One year in the NEU program ks not suflicient to develop a broad range of democratic

behavior among young children.

Very few occurrences of behaviors such as: assists other students in an activity; expresses
opinions or attitudes about the school content to peers or adults; and chooses among viable options
were observed. In each case, the majority of such behaviors occurred among NEU students and, as
cach was observed among first and second graders, children were developmentally mature enough
1o e xhibit these behaviors. However, as each of the behaviors required a certain degree of confidence
and practice with the subject matter, it appears that one year was not sufficient 1o provide the practice
that would Jead to these behaviors being exhibited oa 8 regular basis.
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