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ABSTRACT

The focus of this project is the development of a unit of study
in Classical Studies for primary students (ages 6-8) in the Elementary
School.

In the first three chapters, pedagogical concerns are explored
as the writer examines her philosophy of education, the psychological
base of methodologies used and the context in which she is teaching.

Chapters four and five look briefly at educational systems of
Ancient Greece which have influenced Western education for more than
two millenia, the tradition of classical Studies in the education
system and the changes which Archaeology brought to Classical Scholar-
ship in the last century.

The final chapter describes a unit of study for primary students
which is a culmination of my pedagogical beliefs, writings of a class-

ical author and a study of the social aspects of life in Ancient Greece.
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INTRODUCTION

The purpose of this project is to develop a curriculum on aspects
of life in ancient Greece for use in elementary schools (K-8). The
curriculum is intended to develop in pupils an awareness and appreciation
of features in contemporary society which can be traced to the culture
of ancient Greece and to develop a knowledge and understanding of the
contribution made by the ancient Greeks to Western Civilization in the
areas of literature, theatre, mathematics, art, architecture, science
and politics.

The project falls naturally into two parts. The first three
chapters deal with educational and pedagogical concerns. The second
part of the project focuses on the content of the curriculum. Imn it I
look briefly at the history of classical studies in Western education, and
examine the changes in classical scholarship to meet contemporary educa-
tional and societal concerns. The last chapter deals with content
which I consider to be most appropriate for students in elementary
schools and provides a detailed plan for teaching a topic for primary
level (6-8 years) students.

In the first chapter, I describe my philosophy of education and
the influences which have been instrumental in the development of this
philosophy. I then examine the view of education most closely aligned
to my own, namely Progressive/Open Education. The features of

Progressive/Open Education which I consider most fully are; the aims



and purposes which are shared by the proponents of this philosophy;
the views of proponents on the development of children as unique and
individual human beings; the role of the teacher in Progressive/Open
Education in such areas as the management of time and space and the
provision of materials and resources for open programmes; and finally
the role of the teacher in developing and integrating curriculum.

The second chapter of this project deals with the psychological
basis of the curriculum I have developed, namely Bloom's Taxonomy. In
spite of its historical links with curriculum development along purely
behavioural lines, I consider the taxonomy useful in translating my
beliefs into a practical organization of a curriculum which allows for
considerable openness.

The third chapter is an outline of provincial goals which have
been developed by the Ontario Ministry of Education in response to
the perceived demands of society in the education of its children. 1In
turn, these goals have been interpreted by the Halton Board of Educa-
tion in the context of local needs and expectations. This necessitates
the consideration of core documents in various subject areas, developed
by the board, and which teachers are expected to incorporate when
developing any curriculum for their classroom. The final part of this
chapter is a summary of the constraints which have to be considered in
the development and implementation of the programme.

The second part of this project focuses on the content of the
curriculum. Not only does it concentrate on the content which I
propose be used in elementary schools, but also on the classical

content which has influenced Western education over the past two



millenia. One area in which the ancient Greek culture has had a pro-
found influence is education itself "for they were the first western
people to think seriously and profoundly about educating the young,
the first to ask what education is, what it is for and how children
and men should be educated".1

In the first part of Chapter Four, I look at the system of
education which was developed in ancient Greece. Not only do I
identify the content of the curriculum but I examine the societal
expectations and the pedagogical ideas which influenced the choice
of content. It will be seen that some of these influences are
closely aligned to the ideals of Progressive/Open Education. I also
trace briefly the historical development of classical education and
its influence on the curriculum content of western educational systems.
For more than two thousand years educators transmitted the culture of
Ancient Greece through intensive study of Greek language and literature.
However, over the course of time, many of the pedagogical ideas were
lost, and in the educational climate of the past thirty years or so
concerns have been raised about the relevance not only of studying
about ancient civilizations but also so-called '"dead" languages.

Chapter Five is an examination of the changes in scholarship
which have developed over the past century and which have been instru-
mental in broadening the scope of the content areas which can now be
included in the study of ancient Greek civilization. As the science
of archaeology has been refined, old ideas have been confirmed and new
concepts concerning the nature of Greek civilization have been developed.

Scholarship which focussed on Greek language and literature has been



broadened to include a spectrum of sociological and economic concepts.
The final chapter of this project delineates the content areas
which I consider to be most appropriate for students in elementary
schools and is based on the pedagogical premises outlined in the first
part of this project. I select my material not only from the body of
content used in the past but also from the extensive knowledge which
has become available in this century concerning the social and
economic aspects of Greek society. The final part of this chapter
provides a detailed plan for an integrated unit on "Aesop's Fables
and Home Life in Ancient Greece" which has been written for primary
level students (6-8 years of age). Included are the aims and objec-
tives of the unit, content, resources, activities, suggested
methodologies and evaluation techniques. As this unit has already
been field tested in a primary classroom, I include an evaluation

of the unit and suggested changes to improve it.



CHAPTER 1

THE PHILOSOPHY OF PROGRESSIVE/OPEN EDUCATION

It would be a truism to state that every teacher, at least once
in a career lifetime, is asked the question "What is your philosophy
of education?".

Some, having given this question comsiderable thought, will be
able to present a concise, reasoned answer. Others, who have given
little thought to their own 'whys" and "wherefores'" of teaching may
be puzzled, a little incoherent and framkly, quite amazed that anyone
would feel it necessary to ask such a question. They may, indeed,
answer the question with a question. '"Is it necessary for anyone who
practices the craft of teaching to enter the world of the philosopher,
the speculator, the theorist?"

The answer to this question has to be an unqualified affirmative
for one's philosophy of education touches upon every aspect of teaching.
It influences not only the methodology one chooses but also one's
teaching resources, the content one selects, and perhaps most impor-
tant, one's interaction with the students. Every facet of teaching,
however minor, is coloured by one's philosophy of education.

It is also necessary to define what one means by the phrase
"“philosophy of education". Both philosophy and education have

numerous definitions and usually a very personal choice is made



regarding one's acceptance of this or that definition. However, it
is desirable that any reader of this project be aware of the author's
conception of "philosophy of education" and major factors which have
determined the development of her particular philosophy.

In the Concise Oxford Dictionary "philosophy" is thus defined:

"Love of wisdom or knowledge, especially that which

deals with the ultimate reality or with the most

general causes and principles of things,..."

While this definition is accurate in that the word is derived
from the Greek word philos (loving) and sophia (wisdom) there must be
a realisation of the deeper connotations. Philosophy involves not
just the acceptance of knowledge as a series of facts, but also the
consideration of knowledge and a critical respomnse to it. Titus
suggests that:

The mature philosophical attitude is the searching

and critical attitude; it is also the open-minded,

tolerant attitude expressed in the willingness to

look at all sides of an issue... Philosophy begins

in wonder, doubt and curiosity... Philosophical

method is reflective and critical... The accumu-

lation of more knowledge does not by itself lead to

understanding, since it does not necessarily teach

the mind to make a critical evaluation of facts or

enable a person to live his life according to

consistent principles.

Philosophy has other general features which are significant
when applied to the notion of education in that it attempts to gain a
view of the whole rather than of fragmented parts. At the same time,
it is analytical in that it attempts to 'clarify the meaning of terms
and the use of language".2

Anyone in the field of education is aware of the confusion of

thought which is present when the writer and reader have variable



interpretations of terms or language. There is always a need for
clarification and specificity. It is this concept of philosophy
involving the ideas cited in the preceding discussion which the
author uses when identifying her viewpoint.

Similarly, the dictionary definition of education leaves much
to be desired in providing a satisfactory definition for the purposes
of this project. It offers:

"bringing up (of the young); systematic instruction;
development of character or mental powers'.

This very broad statement gives no indication of what should be taught
to the young to develop moral and mental powers or who prescribes
this learning.

Benjamin Brickman in his article "The Meaning of Philosophy
of Education" offers more precision. He states:

[Education is] a deliberate effort to insure the

acquisition og certain preferred cultural elements

by the young.

The word "deliberate" implies that there is a sustained effort
to impart information and also stresses the fact that instruction to
promote learning is taking place intentionally. It also implies that
the writer is aware that learning can take place in many activities
where the bringing about of learning is not intentional or deliberate.
The definition is also broad enough to cover both formal and informal
methodologies and more important it implies that there is a basis for
selection and preference on the part of the instructor.

It is this element of preference or choice which I feel is

crucial to any definition of education for it implies that the educator



has a responsibility in choosing those elements of culture which are
to be transmitted to children.

Briefly then, I contend that my philosophy of education has
developed over the years through a constant and considered process of
reflection. I have considered not only the elements of culture which
I believe to be important but also the best methods for meeting the
needs of the students and enabling them to reach their maximum poten-
tial to function in society.

Of necessity, the philosophy which I have developed has been
influenced by my own experiences in education and by the children in
my life.

As a learner, I have been involved in some capacity in formal
education since the age of four until the present. Reflecting upon
these experiences, highlights spring to mind; those experiences which
generated enthusiasm and excitement for learning; the times I couldn't
wait for the next step and I was eager to find every possible source
of information. Was it the content, the teacher, the methodology or
a combination of all three? Was the atmosphere conducive to learning
because I was being challenged or because I was successful? Con-
versely, I think of the times when the educational process was
anathema to me; times when I was uninterested, dispirited and almost
unable to learn. What was it that "turned me off" the learning
process?

As a teacher I know the heady experience of generating
enthusiasm among my pupils. Over the years I grew to recognize the

teaching methods which were most comfortable and successful for me;



how to provide an atmosphere where children and learning thrive. I
developed a growing knowledge of children, their interests, their
modes of learning and their development. I learnt that there were
other methods which were equally successful for them but did not
necessarily work for me. I also experienced times when, despite all
my efforts, I was unable to motivate a child or a group of children
with methods which had previously been successful and I felt I was
starting the journey into teaching from the beginning.

As a parent, I gained a more intimate knowledge of the
development of a child. I became more sensitive to the individuality
of every child. 1If siblings showed such disparity in behaviours,
personality and learning styles, how could one expect a class of
thirty children from diverse backgrounds, and sometimes other cul-
tures, to respond as a homogenous group.

It is these experiences which have shaped my growth as a
teacher and greatly influenced the development of my philosophy of
education.

The model of education which most closely approximates my
philosophy is known as open or informal education. Unfortunately,
as with many new or progressive ideas, the term "open education" can
have as many meanings as there are people who are proponents or
opponents of this form of education. It is, therefore, very neces-
sary that I define my own concept of open education. This term has
been applied to a situation where the only choice a child has been
given has been the order in which he can perform tasks which have

been set for him, to the other end of the continuum when a child
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does what he wants, when he wants, or chooses not to do anything. My
conception lies somewhere in the middle of this continuum.

In an article which defines open education, Brian Hill identi-
fies three types of openness which are on such a continuum. Firstly,
he defines "procedural openness' which affects such areas as space,
time, or procedures, or a combination of all three. By this he
means that the children can move at will, work at their own pace, be
in classes with vertical rather than horizontal age groupings and
work at integrated topics. However, the curriculum goals are set by
the teacher rather than the student, and within this given framework,
is the process of enriching and developing the autonomy of the
student. The next step in openness in education includes all aspects
of procedural openness but the student is given the freedom to choose
all of his learning activities. Proponents of this type of openness,
which Hill labels "normative openness', believe that no one has the
right to direct a student into any given paths of learning. 1In this
learning situation, the role of the teacher is that of facilitator.
The last type of openness identified by Hill he calls "revolutionary
openness'. He contends that open procedures are misused by those who
wish to use education as a means of changing the social order. Those
who practice this kind of openness use the vocabulary of "choice",
"freedom", "autonomy'", but their purpose is to challenge the values
held by society through indoctrination of certain ideologies.4

Of these three types, the one which most closely approximates
the practice in my classroom is procedural openness. It is my con-

tention that a teacher has a responsibility to perceive the needs and
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interests of the students in her care and to respond to them. As
John Dewey states:

If the professed educator abdicates his respon-

sibility for judging and selecting the kind of

environment that his best understanding leads

him to think will be conducive to growth, then

the young are left at the mercy of all the

unorganized and casual forces of the modern

social environment that inevitably play upon

them as long as they live. 1In the educative

environment, the knowledge, judgement and the

experience of the teacher is a greater, not a

smaller factor.

This same attitude is advocated by Sir Alec Clegg, a modern
proponent of open education. He sees the role of the teacher as
crucial in developing the learning processes of the child. Through
careful guidance and by imbuing the children with enthusiasm, the
teacher is able to inspire the students in his charge to achieve
their maximum potential. As he sees it '"disciplined planning toward
worthwhile objectives...is essential if learning and growth are to

"6
take place.

If, then, the teacher is essential to the planning of the
environment for education, and that must of necessity include the
curriculum content, how then is open education different from the
so-called traditional education? The answer lies in several aspects
of the educational process. Perhaps the most important of these is
the teacher's perception and interaction with the pupils. This, in
turn, influences the choice of teaching methods, differentiation of
expectations according to the students' abilities, and the resources

used. It is these areas which I intend to discuss in more detail in

the remainder of this chapter.



Although the teacher plans the environment, the proponents of
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open education firmly believe that the child is of primary importance

in devising that plan. This idea is stated succinctly in Children

and their Primary Schools:

At the heart of the educational process lies the
child. No advances in policy, no acquisitions of
new equipment have their desired effect unless

they are in harmony with the nature of the child
unless they are fundamentally acceptable to him.

7

The report goes on to emphasize the importance of a teacher
knowing what is appropriate for a child as he progresses through a
series of developmental levels. It warns of the harm which can be
wrought by the use of inappropriate material or by forcing a child
to try to handle concepts which are beyond his intellectual capacity
Proponents of open education believe strongly that a child has
developmental stages and until a child has reached the appropriate
stage to acquire certain concepts or skills, it is virtually impos-
sible for any teacher to help a child to master these skills - to
force the issue causes only frustration for both pupil and teacher.

Many teachers have been influenced in this respect by the
work of Jean Piaget. After many years of intensive testing and
observation of children, Piaget established that intelligence, or
ability for adaptive thinking, was a sequential development by age-
related stages. He believed that all children passed through these

stages but that not all children developed these capacities at the

same age. When a child reached a certain stage depended not only

upon the abilities with which he was born, but also upon the environ-

ment into which he was born.8
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The idea of stages in a child's mental growth has also been
studied by Professor Herman Epstein of Brandeis University. He
contends that the human brain grows in spurts with plateaus in be-
tween when little or no growth is experienced. Although research is
continuing to validate these findings, the research done so far would
appear to confirm Piaget's theories. The timing of these brain spurts
would appear to be simultaneous with the developmental stages iden-
tified by Piaget. Epstein contends that these growth spurts indicate
that the brain is developing a capacity for higher level functioning
and it is during these periods of growth that a child is most likely
to achieve success in mastering new and higher cognitive processes.
It was the acceptance of these concepts which made some teachers take
a long hard look at the traditional forms of education and decide
that changes had to be made.

In the traditional forms of education the ajms were clear. It
was necessary for the children to master basic skills in reading,
writing and arithmetic and these skills were carefully graded so that
the child progressed step by step. It was believed that there were
basic facts in the social and physical sciences that children should
possess if a claim to be educated was to be made. The authority, in
the form of the teacher or educational administrator, decided which
facts the student should learn and when they should learn them. To
impart this information as economically as possible, children were
placed in homogenous groupings.

The main motivation for children to learn was often the fear

of the consequences of not doing so. Marks were given and all children
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were graded. The students were told what to do, how to do it, and
often the answers which were expected. 1If the children could regur-
gitate the information that had been poured into them, then they
could expect success. If they could not meet these expectations,
then failure, and sometimes punishment in the form of ridicule or
loss of privileges would be meted out.10

Proponents of open education began to question this theory
of education as research provided more insight into the development
of children. There were changing social and economic conditions
which brought a greater variety of children from different socio-
economic groups and cultures into the classroom. They recognized
that alternatives were necessary to meet the needs of children in a
world where knowledge was doubling at a rate of every ten years,
technology was making old techniques and skills obsolete, and stu-
dents could face the challenge of changing careers two or three
times in a lifetime.

The proponent of open education is not saying that basic
skills and facts are not important. The claim is that what one does
with these skills is important. Skills cannot be taught in isola-
tion. It is imperative that children should be helped to understand
the world they live in; they should be helped to adapt to the changes
which may revolutionize their lives. At the same time, they should be
helped to recognize the elements from the past which have wvalue and
intrinsic meaning today. To paraphrase a popular television detec-

tive, it is no longer feasible to present "The facts, ma'am, just
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the facts". People concerned with open education have emphasized
that:

We certainly would not wish to undervalue know-

ledge and facts, but facts are best retained

when they are used and understood, when right

attitudes to learning are created when children

learn to learn.

There are others who feel that we have to go one step further
in the education of our children:

...it is not enough to learn how to learn. The

man who cannot think for himself, going beyond

what other men have learned, or thought, is still

enslaved to other men's ideas... To be fully

human means in part to think one's own thoughts,

to reach a point at which whether one's ideas

are different from or simjlar to other men's,

they are truly one's own.

If teaching a child how to learn, and more important how to
think, is the ultimate goal of a teacher, then it behooves that
teacher to have clear and specific aims to develop the necessary
knowledge, skills and attitudes required by any child to attain these
goals. It has to be an ongoing process with the teacher always ques-—
tioning; are these the skills which are most likely to enable this
child to develop his own learning and thinking; will this knowledge
extend and deepen his learning and thinking? Perhaps most important
the teacher must ask, "How am I influencing this child's attitude,
not only towards learning and thinking but toward the world and the
people around him? Am I developing that part of the child which Sir
Alec Clegg calls 'the human spirit'?"

Clegg contends that this development of human spirit is too

often overlooked in education because one is unable to measure
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kindness, beauty, compassion and generosity. Knowledge of facts,
whether they be in science, mathematics, history or geography are far
more easily rated and therefore education places the emphasis in these

areas. According to Clegg:

...our best elementary school does not exhalt mind

over spirit; it starts and ends with the individual.

From the outset, the child is thrown on his own

resources. Once this happens initiative and sen-

sitivity and determination and many other qualities

emerge as by-products of the learning process.

If, then, a teacher accepts the foregoing premises that a child
is central to any planning, that his individuality must be taken into
account, that children should not only learn how to learn, but also
how to think, and finally that the development of attitudes is as
important as knowledge of facts, how will classroom practices be
different from those found in traditional educational settings?

First of all, it must affect the choice of curriculum which
will be introduced into the classroom. Through a knowledge of the
developmental growth of children and through practical experience, a
teacher will be aware of topics in the curriculum which are most likely
to interest the majority of the children in her class and most likely
to generate the enthusiasm she is striving for. But of equal import-
ance, a teacher must be flexible and perceptive enough to recognize
when a choice has not aroused the hoped-for interest and she must be
willing to change to another topic.

An awareness of the point of development which the students have

reached will also influence the choice of skills and cognitive processes

which a teacher will introduce at specific times. Proponents of open
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education believe it is imperative to capitalize on a child's changing
interests and cognitive growth. As Toepfer states, it is necessary

to create the development of a public school

curriculum far more responsive to the intellec-

tual differences and realities children exper-

ience as they progress in their journey from

early childhood to complete adolescence.

Teachers who believe in the concept of open education have
been striving for years to acknowledge and cater to the individuality
of each child. As well as acquiring an awareness of subjects and
topics which interest a child in the various stages of development,
teachers should also strive to provide instructional materials at as
many levels and in as many modes of learning (visual, auditory and
tactile) as possible.

In any average classroom, although the numerical ages of the
children will probably be within two or three years of each other,
the intellectual range can be as much as six or seven years. In a
class of seven and eight-year-old children, I have had a few children
who read and understand at the level of the average twelve-year-old,
while at the other end of the scale some children are struggling with
beginning reading books and are much more comfortable gaining their
information from pictorial sources. The majority of the class ranged
somewhere between the two extremes. Instructional material should be
provided at all levels to enable every child to meet with success and
at the same time provide a level of challenge which will extend and
deepen his or her capabilities.

Much research has also been done on learning modes and it is

now recognized that while some people learn through reading or visual
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stimuli, others retain more from aural and pictorial instruction,
whilst there are those who require tactile stimulation to help retain
and clarify concepts. In order to facilitate the various learning
modes, instruction can also be given in the form of films and film-
strips, pictorial kits, records and tapes or field trips to such
places as museums, science centres, nature trails or native reserves.

Many places now encourage active participation by the children
in such activities as caring for animals, "hands-on'" science experi-
ments, or using artifacts from bygone eras. The children can also be
encouraged to record their information in other ways than writing;
the use of pictures, graphs, charts, diagrams and models is a viable
alternative. The greater the variety of experiences a teacher can
provide, the more a child can be aware of situations in which he
learns best.

If a teacher recognizes that each pupil in the class has dif-
ferent interests, intellectual capabilities and learning modes, then
the expectations for each child's level of achievement will also vary
accordingly, as will evaluation techniques and strategies. Whilst
expecting a child to work with maximum effort, what might be acceptable
from one student (because the teacher knows the student has done his
very best), might be totally unacceptable from another student because
the level of achievement is well below that student's capabilities.
The expectations of a teacher could range from awareness to mastery
of a concept. The student could express his achievement orally or at

a concrete, pictorial or abstract level.
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If the teacher is going to encourage the children to work
independently at their own level, then a great deal of planning and
preparation has to precede the presentation of any instructional
sequence or unit. First the teacher has to decide upon the aims
and objectives for the unit of study and these may be at two levels.
The overall aims might be fairly general and apply to all students
in the class. The second set would be more specific and include new
skills and concepts which she feels students are ready for and other
skills and concepts where some students require further practice.
However, when considering the choice of these specific aims, a
teacher has not only to take into consideration the individual needs
of the students but also the requirements of the educational system
in which she is teaching.

Once the aims have been decided upon, then the teacher has to
collect and order as many resources as possible to meet the intellec-
tual levels and the learning modes of the students. Once the teacher
is familiar with these resources, then word cards must be prepared
which require the students to employ the skills and concepts which
the teacher wants the students eventually to master.

Because the children are encouraged to find things out for
themselves through interaction with each other and the teacher, the
classroom has to facilitate both the independence and the interaction,
Materials and resources should be readily available to the students,
who, at the same time, must realize that the care and conservation of
these materials is necessary if they are to be available to others in

the class. Space has to be arranged to allow the students to work
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individually, in pairs or in small groups. Time should also be
arranged for the children to share and discuss their findings with
the rest of the class and the teacher. These discussions may include
informal evaluations or suggestions for furthering the learning pro-
cesses which have already taken place.

Because of the interaction between students, the classroom will
not be silent. But students should be aware of noise levels which are
acceptable and those which are not conducive to learning. As the stu-
dents are working at different levels, the teacher has to have an
overall plan which she uses to guide the students into areas which she
feels will benefit them the most. This could involve colour coding
cards and suggesting to the students the areas which they should include
in their own planning. Another alternative could give core requirements
in conjunction with the student's own choice of activities.

Because of the diversity of the activities, responsibility for
recording those completed can be undertaken by the students themselves
and given to the teacher upon completion of the unit.

The final phase in planning and implementing a unit of study is
concerned with evaluation. Have the students met the aims and objec-
tives which the teacher formulated in the beginning? The teacher has
to decide how these evaluations are going to be made, whether formally
or informally. She has also to decide how she will judge if a child
had been successful in grasping a skill or concept.

Included in the evaluation process should be an assessment of
the unit itself. The teacher should note any areas in the unit which

were not as successful as she hoped and consider changes which might
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be made. The students could also be involved by discussing the unit
with them and asking for opinions about the level of difficulty, enjoy-
ment they experienced with the activities, and activities they would
change. The evolution of the curriculum should be an on-going process.
In this chapter I have discussed my philosophy of education; how
it evolved; the important concepts of my philosophy, mainly the crucial
role of the teacher and the individuality of the child who is at the
heart of the educational process; and lastly, how this philosophy
affects the practices within the classroom. In the next chapter I
explain how through the use of Bloom's Taxonomy of Cognitive Objectives
I ensure that I am providing a curriculum which not only provides facts
but also opportunities to apply the facts and expand the child's levels

of thinking.



CHAPTER 2

THE PSYCHOLOGICAL BASE: BLOOM'S TAXONOMY

If I believe that my most important function as an educator is
to produce students who can take responsibility for their own education,
can be creative inventive discoverers, can be critical, can verify and
not accept everything they are offered, then I must ensure that the
curriculum I prepare promotes achievement of those goals.

It is my belief that one of the most useful tools for a teacher
to use when developing a curriculum is Bloom's Taxonomy of Cognitive
Objectives. Not only does the Taxonomy promote higher levels of
thinking, but it allows for open-ended questions which can be pre-
sented to pupils at concrete, pictorial, oral or abstract levels.

The taxonomy was developed by a group of psychologists, chaired
by Benjamin S. Bloom, who sought to resolve difficulties faced by
psychologists in the late 1940's and early 1950's in communicating
their ideas concerning educational evaluation. They were attempting
to describe certain behavioural characteristics which education should
achieve but felt there was no concensus on educational terminology.

Gradually they evolved the idea of a two-fold system which not
only could define an objective in behavioural terms and allow for ways
to evaluate the achievement of the objective, but alsé would place the

objective within an overall scheme or hierarchy. The group was

22



23

convinced that the process of developing such a system could be
valuable in clarifying and tightening the language of educational
objectives so that both the writer and the reader would know precisely
the intention of the objective. As they expressed it:

We were aware that all too frequently educational

objectives are stated as meaningless platitudes and

cliches... If, however, educational objectives are

to give direction to the learning process and to

determine the nature of the evidence to be used in

appraising the effects of the learning experience

the terminology must become clear and meaningful.i

It was also felt that once educators had established precise
objectives for any particular curriculum unit, the scheme would
enable teachers to evaluate the goals they had set and decide if the
range they had provided was comprehensive enough. It was felt by the
majority of the group that too often objectives fell only within the
recall and remembering range of activities and too few required the
application of knowledge or using knowledge as a springboard for
original and creative ideas.

As well as helping teachers develop a comprehensive range of
objectives, it was felt that by being more specific, teachers would
be able to plan learning experiences which would better teach the
objectives and to develop evaluation devices which would be more
specific in testing student behaviour.2 Once the group was convinced
of the necessity and the value of developing and implementing a pro-
gramme of educational objectives, the next step was to decide upon its

organization. The group wanted to include three major principles in

order of priority.
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First, any educational considerations must be related as closely
as possible to the distinctions which teachers make when planning
curricula and learning situations. The group realized that educators
would possibly make different distinctions from those which psycholo-
gists might make when studying or classifying human behaviour.

However, if a development in communication techniques was to be one
of the major values of the Taxonomy, then these educational distinc-
tions should come first.

A second important consideration was that the Taxonomy should
be logical. In order to achieve this goal, a conscious effort was made
to define the terms as precisely as possible and to ensure that they
be used consistently.

The final principle to be emphasized was that the Taxonomy
should be consistent with relevant and accepted psychological prin-
ciples and theories. Furthermore, the committee wanted to avoid any
value judgements and to include objectives from all educational
orientations which could be used to describe student behaviour.3

Once these principles had been defined, a series of meetings
had to be held to establish the nature of educational objectives and
it soon became evident that the majority of objectives could be placed
in one of three major domains: cognitive, affective and psychomotor.

The cognitive domain included such activities as remembering and
recalling knowledge, thinking, problem solving, creating and synthe-
sizing new ideas. In the affective domain, the objectives were concerned
with emotion and volition and usually expressed attitudes and values.

The third domain, psychomotor, was concerned with motor skills,
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manipulation of materials, and skills which required neuromuscular
coordination.

It did not take long for the committee to realize that the
majority of educational objectives fell into the cognitive domain.
Most of the objectives were clearly stated and this seemed to be an
obvious area in which to make a start. The objectives in the affec-
tive domain were not as numerous, nor were they as clearly stated.

It was also evident that the behaviours would be more difficult to
describe and the testing procedures to judge the student behaviours
were not as well developed. The work on the third domain, psycho-
motor, was left in abeyance as so little work had been done in this
area, particularly at the high school and college level which was the
focus of the group at this time.4

The committee realized that questions might arise concerning
the validity of these distinct divisions. They were aware that all
three domains are involved to differing degrees, in whatever activity
a person participates. However, the results from earlier research
convinced the group that "...the relationship between these domains
is too low to predict one type of response effectively from the
other."5 The group was also convinced that educators had already
made those distinctions "...between problem solving and attitudes,
between thinking and feeling, and between acting, thinking and feel-~
ing."6

With these considerations in mind, work on the Taxonomy for the
cognitive domain was begun. As stated previously, the Taxonomy was

designed to be a classification of student behaviours in the cognitive
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domain. There was no intention to describe or classify instructional
methods used by teachers, the ways teachers relate to students, or the
methods they used. Nor did the developers of the Taxonomy attempt to
include any particular subject matter or content. The main objective
was to recognize the distinctions which teachers made about student
behaviours and every effort was made to be purely descriptive in order
that every type of educational goal could be represented in a rela-
tively neutral fashion.

It soon became apparent to the committee that educators had
already developed some major distinctions among cognitive objectives,
particularly between remembering information and being able to apply
information for problem solving. Once the group had amassed a bank
of cognitive objectives, some attempt was made to order them. The
committee then realized that the objectives differed in levels of
complexity and although various methods were tried, eventually "...the
principle of complexity was developed as the major ordering basis for
the cognitive domain."7

Once the committee was satisfied that the definitions and
classifications of the cognitive objectives were both communicable
and comprehensive, they also hoped that the scheme embodied the order
of difficulty in learning. It was this hope which led the group to
call their work a “taxonomy'. Although there was some criticism from
people who did not consider the scheme a true taxonomy, the group made
a clear statement of their definition.

A true taxonomy is a set of classifications which are ordered

and arranged on the basis of a single principle or on the basis of a
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single set of principles. Such a true taxonomy may be tested by
determining whether it is in agreement with empirical evidence and
whether the way in which the classifications are ordered corresponds
to a real order among the relevant phenomena. The taxonomy must also
be consistent with sound theoretical views available in the field.
Where it is inconsistent, a way should be developed of demonstrating
or determining which alternative is the most adequate one. Finally,
a true taxonomy should be of value in pointing to phenomena yet to be
discovered.8
As with most educational innovations, Bloom's Taxonomy had its
proponents and adversaries. Even as they were formulating the Taxonomy,
the committee was aware that objections could and would be made. They
realized the difficulty of trying to classify objectives which could
not be measured or manipulated in the same concrete form as phenomena
in the natural sciences. However in the view of the committee, by
stating the objectives in a behavioural form behaviours which were the
result of instruction could be observed and described and thus classified.
A further concern voiced by some members of the committee was
that the Taxonomy would take the initiative away from teachers in
developing and planning curriculum as well as lead to a fragmentation
of educational purposes. To overcome both of these concerns, a
determined effort was made by the committee to ensure that the objectives
could apply to any subject or topic across the curriculum.9 The repro-
duction of an abbreviated version of the Taxonomy shown below will

illustrate how this was achieved.
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1:00 Knowledge

1:30
1:31
1:32

2:00
2:10
2:20
2:30

3:00
4:00

4:10
4:20

5:00
5:10
5:20
5:30

6:00
6:10
6:20

Knowledge of Specifics
Knowledge of Terminology
Knowledge of Specific Facts

Knowledge of Ways and Means of Dealing with Specifics
Knowledge of Conventions

Knowledge of Trends and Sequences

Knowledge of Classifications and Categories
Knowledge of Criteria

Knowledge of Methodology

Knowledge of Universals and Abstractions in a Field
Knowledge of Principles and Generalizations
Knowledge of Theories and Structures

Comprehension
Translation
Interpretation
Extrapolation

Application

Analysis

Analysis of Elements

Analysis of Relationships

Analysis of Organizational Principles

Synthesis

Production of a Unique Communication

Production of a Plan or Proposed Set of Operations
Derivation of a Set of Abstract Relations

Evaluation
Judgement in Terms of Internal Evidence

Judgement in Terms of External Criteria.lo

Bloom also mentioned in his introduction to the Taxonomy that

it was most important for a teacher to decide exactly a student's place-

ment in a subject before assigning activities to develop or reinforce

specific behaviours. For example, if two boys were solving the same

problems, one might be solving them from memory having done many similar

problems before. The second boy might have to apply general principles
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if it was the first time he had worked on the particular type of
problem.ll

The concerns noted above were among the disadvantages which the
team foresaw and tried to warn against. Since the Taxonomy was first
published in 1956, dozens of studies and critical papers have been
written. Much of the criticism has been directed at the order of the
hierarchy and in particular at the levels of Synthesis and Evaluation.
In the area of literature, critics contend that the actual composition
process, be it story, novel, or drama, involves a much higher level of
thinking than the evaluation of a piece of literature. In other areas,
such as mathematics, critics of the Taxonomy contend that Analysis is
necessary before Knowledge can be applied.

For the purposes of my research however, I was primarily
concerned with papers which confirmed the hopes of the committee that
the Taxonomy would be helpful in providing educational experiences
which would encourage and expand higher levels of thinking.

One study conducted by Irwin A. Willson was concerned with
changes in mean levels of thinking in pupils in Grades 1-8. The study
worked on the hypothesis that if levels of thinking used by a teacher
were raised significantly, the interaction of teacher and pupils would
raise the thinking level of the pupils. Through the use of tape recor-
ders, teachers who participated in the study analysed the levels of
their questions in class according to the categories proposed in
Bloom's Taxonomy. Many teachers discovered that the majority of their
questions fell into the categories of recall and remembering and the

answers of the pupils reflected these levels. The teachers were then
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given help in formulating questions at the higher levels of the Taxonomy.
Subsequent tests revealed:

...the level at which the teacher interacts with the

pupils will be reflected by the level at which the

students respond to his questions. In order to im-

prove the level of the cognitive processes in the

classroom it is necessary to raise the level of the

teachers' cognitive processes, which will be reflected

in the level of the teachers' questions and bring

about an increase in the levels of the pupils'

cognitive processes... This experimental manipulation

was an effective means of improving the cognitive

level of the classroom situation as a whole, by

increasing the level of the teachers' cognitive

mode, _which in turn increased the pupil's cognitive

12

mode.

Bloom's Taxonomy has been used in non-traditional as well as
traditional educational settings. The Taxonomy was used by Hampshire
College, an open college, as a basis for an Examination Profile. It
was chosen because '"non-traditional pedagogy tends to favour process
and affective rather than exclusively content and cognitive objec-
tives."13 Because of the openness of Hampshire College, the
curriculum did not always follow the traditional areas of content and
evaluation as students were allowed to devise their own courses of
study. However, the faculty was aware that there was a need for
“accountability, evaluation and specification of measurable objec-
tives",14 particularly as non-traditional education is called upon
more often to defend and justify its programme. The Taxonomy was an
ideal tool as it allowed for the development of a "wide range of
individually tailered curricula, while providing a schoolwide inte-

grating, planning and evaluation device.“ls
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The examination profile required students to show proficiency
in their chosen areas of study in the six cognitive categories of
Bloom's Taxonomy as well as the three sub-categories of knowledge
recall. The student was also assessed in the affective domain through
four statements concerning motivational interest shown by the student.
At the request of the performing arts faculty, physical ability and
personal style were also assessed.16 It was the conclusion of the
author that:

To assess curricular planning, to help explain

faculty standards to students, to compare actual

practice with official policy, to provide data

for external accountability, and to do so while

retaining the saliency of individually tailored

programmes, a generalized curriculum free version

of the cognitive taxonomy of_educational objec-

tives can be a useful tool.

Even this rather brief look at some of the experiments and
research papers concerned with Bloom's Taxonomy in education should
alert the teacher to its possible uses and misuses. It is evident
that teachers should be able to use the Taxonomy intelligently and
adapt it to the situation in which it is being used. They should be
aware that there will be different behavioural evidence for the same
general objective. For example, the evidence appropriate for "appre-
ciation of government” would be very different in the second grade
from that in Grade 8. As well, two teachers might decide upon quite
different behavioural activities for the same objective. Teachers
have to be skillful in selecting a variety of activities to help their

students attain the objectives which they set. There is very little

gain in being able to write hundreds of behavioural objectives if the
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learning experiences are not directed towards the children's achieve-
ment of the objectives. In other words, teachers should be practical:

...we need to think about behavioural objectives

as a means to an end of increasing precision in

teaching; they are not an end in and of them-

selves. Our ultimate concern should be with

making the act we call teaching more precise.18

With this admonition in mind, I felt that Bloom's Taxonomy was
closest in meeting the broad objectives which I have as a teacher.
First, it gives me a framework to judge if I am giving the students
the kind of learning experiences which I really want to provide.
Although I am aware of the importance of having basic knowledge and
comprehension, I feel it is very important to expand and extend the
students' level of thinking. The Taxonomy helps me to organize and
plan learning activities requiring these higher levels of thought.

Because the Taxonomy is not specific in content, I can use it
in many subject areas and give the needed practice to develop skills
and attitudes throughout the year. As Krathwohl states:

Dressel and Mayhew's (1954) study suggests that

significant growth in some of the more complex

objectives occur only when there are learning

experiences in many parts of the curriculum

devoted to these objectives. That is, the

learning environment must give major emphasis

to the more complex objectives if significani

growth is to take place in these objectives. 9

As well as providing the same learning experiences in many
areas of the curriculum, Bloom's Taxonomy is flexible enough to pro-
vide experiences at concrete, pictorial and abstract levels. If I

wanted to give children practice at classifying animals into farm or

zoo groups, I could let some children do it with animal models, some
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with animal pictures, whilst another group of children may be capable
of classifying the names. At another level, when I wanted to introduce
the concept of evaluation, I would spend time at the beginning doing

it through group discussion rather than asking the children to write
their ideas. It is this kind of flexibility which makes Bloom's
Taxonomy useful when developing a curriculum unit for an "open" class-

Troom.



CHAPTER 3

THE CONTEXT: MINISTRY AND SCHOOLBOARD GUIDELINES

Having discussed the philosophy of education and the psychol-
ogical base which underlies the illustrative curriculum unit which I
have designed for this project, it is also necessary to discuss the
context in which this unit is to be taught.

A teacher who works in a public school system must acknowledge
the requirements of that system and in this chapter I discuss the
educational requirements in the Provinece of Ontario. I look briefly
at the historical background of education in Ontario; reasons for
major changes in the educational system, particularly within the last
thirty years; and the present policies of the Ontario Ministry of
Education which are formulated in the curriculum documents for ele-
mentary schools. It is these policies which have to be considered
when designing any curriculum unit for use in the public school
system.

Historically, education in Ontario has changed and developed
in response to the expectations and needs of society. The first
schools were established at the beginning of the eighteenth century
to provide an education for the children of the wealthy upper classes,
and the curriculum was similar to the classical curriculum of the

public (private) schools in England such as those of Eton, Harrow,
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and Rugby. However, there was pressure to establish schools which
would provide the rudiments of education for all children, in rural
as well as urban areas of the province.

The Common Schools Act of 1816 was the first step in establish-
ing a school system at least partly under government control. Some
thirty years later, Egerton Ryerson called for the establishment of a
system of universal free education and he stated:

The curriculum must recognise the demands of

modern industry and commerce and be expanded to

include such subjects as composition, geography,

draw%ng, history, music, natural science2

physiology, agriculture, and government.

An English system of 'payment by results" was introduced,
ostensibly to improve the teaching standards of the schools, and
stern discipline was the order of the day. Over the years, changes
in population and public attitude brought about several refinements
in the system.

The 19th century Reform Movement in England and the U.S.A.
meant that greater interest was focussed on child development and
there was a growing awareness of the need for a humane and under-
standing attitude towards children. In the mid-1880's there was a
movement to integrate Kindergartens into Ontario's public school
system. Greater attention was also paid to children with physical
and mental handicaps and special schools were established for handi-
capped children. There was also a growing recognition that the
traditional academic classical curriculum did not answer the needs

of all children and there was a growth in vocational and technical

3
courses.
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Whilst responding to outside influences in the first part of
this century, and making some changes, curriculum development was
firmly in the hands of the Ontario Department of Education. The
officials in the Department recommended which text books should be
used, organized examinations, and inspected schools. The Depart-
mental Examination had to be taken each year in order for a pupil to
pass into the next grade or into high school. Gradually changes were
made, and by 1950 Senior Matriculation was the only Departmental
Examination.

By the 1960's, the rate of change began to accelerate. One
catalyst was the launching of Sputnik by the Soviets, which raised
concerns about the science curriculum, particularly in high schools.
This led to further turning away from a classics curriculum and a
greater emphasis on mathematics and science.5 In this same period of
time there was some concern about the importation of skilled workers
from European countries and a growing demand that Canadian schools
and universities should be able to educate their students in sophisti-
cated industrial and scientific skills.6

Also in the 1960's one of the most controversial and influential
documents in Ontario education was published. This was Living and
Learning, more commonly known as the Hall Dennis Report.7 In this
report, a heavy emphasis was put on the socialization process with
students working at their own pace and finding success in their own
areas of interest, not only in the academic field.

It must be recognized that there are many children

who have special gifts in music or art or drama,

but have no particular interest in the sciences or
mathematics or other academic disciplines. The
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curriculum must provide for their progress and

for graduation with emphasis in their special-

ities. These children cannot be branded as

failures by the fact that their talents lie in

special areag rather than in the traditional

disciplines.

As well as changes in the curriculum, the late 1960's saw
changes in the educational structure of the province. On January 1,
1969, the then 1500 school boards in Ontario were abolished and in
their place approximately one hundred and fifty boards of county or
county-sized districts were established. These new boards were given
considerable autonomy in the supervision of their schools and in fiscal
responsibility. Curriculum planning also came more within the juris-
diction of the county boards.

The Ministry of Education (has) handed over more

and more authority and responsibility to educa-

tors at the local level to actually write the

course of study.

The new guidelines will be written...leaning

heavily upon teachers...who have personal con-

tact with the classrooms.

From this brief account it can be seen that as social conditions
and expectations changed in Ontario, so did the educational system.
The classical curriculum for the wealthy upper classes in early Upper
Canada expanded to include more utilitarian subjects as a broader
spectrum of society demanded schools for their children. With a
growing concern about the welfare and psychology of children, many
pedagogical changes were made. The technological explosion saw a
movement toward the development of a curriculum which stressed science

courses. At the same time, the Ontario Ministry of Education responded

to Living and Learning. Two major documents concerning curriculum
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development in the elementary school were published in 1975 under the

titles The Formative Years and Education in the Primary and Junior

Division. The smaller book, The Formative Years, was printed to pro-

vide a brief overview of '"provincial goals and curriculum expectations"
in the hope that "...all teachers, administrators, trustees, and
parents will find it easier to keep overall objectives in clear per-
spective, remembering always that the individual child in the classroom
is the ultimate reason for the existence of our schools."10 The second

book, Education in the Primary and Junior Division, "provides an exten-

sive philosophical basis and rationale for the program of these
divisions."11

Because education in a province as large and diversified as
Ontario has to meet the needs of a very broad and diversified society,
it follows that the stated goals of education will be general. As in

"reflect the values

the past, the Ministry holds that these goals must
. nwl2 . ‘e
of society. These values are identified as:
...respect for the individual, concern for others,
the concept of social responsibility, and the
acceptance of work, thoughi and leisure as valid
pursuits for human beings. 3
I find these values entirely consistent with my philosophy of
education and a sound basis for the curriculum unit developed in this
project. In many other ways, these documents in fact endorse openness
in education. The paramount concern is with "children and their

nl4 Firstly, the document addresses itself

individual way of learning.
to the ways in which children learn. Although it recognizes there is

a place for the behaviourist theory and pre-specified goals in certain
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fields of learning, it is felt it is too simplistic a model in the
development of more complex visual motor skills such as those involved
in reading and writing. 1In preferring to promote cognitive develop-
ment, the document is consistent with the views of proponents of Open
Education in recognizing that learning is more valuable when '"learning
is purposeful and the child is an agent in organizing his or her own
knowledge."15
The document recognizes that children's development and learning
styles differ widely. It also emphasizes that many children have
special needs, and states that the education system must be sensitive
to the widely differing needs of children in the schools. It then
specifies some of the major concepts which can be introduced at
primary/junior levels but concludes that most children will be deal-
ing with concepts at a pre-abstract level. The writers warn that
pushing the children into the abstract level too early and too quickly
can cause frustration and a strong resistance to learning. Again, the
concerns with the developmental stages of children parallel the beliefs
held by the proponents of Open Education. The document also suggests
that the most valuable learning experiences are those which involve as
many senses as possible and evolve from the familiar to the novel. In
this way the children should learn to organize new information and
relate it to previously developed concepts.16
After establishing some basic premises about children and
learning, the document then addresses the concerns a teacher should

consider when developing curriculum for use in the classroom. Again

the views are consistent with Open Education in the expressed belief
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that the content should be more than a set of facts. "It is assumed
that the source for content will be the environment...."17 Particular
emphasis is laid upon the premise that if teachers can involve the
children in the choice of content and topic then stronger motivation
will result. Regardless of how the content is chosen, it should be
such that it is consistent with the Ontario Ministry's educational
goals and adaptable to the diverse ways in which children learn.

When dealing with three major curriculum areas - Communications,
Environmental Studies, and the Arts - the document is more specific.
Objectives for each of these areas are presented and suggestions made
as to how teachers can achieve their objectives.

If these are the expectations of the Ontario Ministry of Educa-
tion, how are they met by the curriculum unit I have designed? Firstly,
the unit provides for individual learning styles and abilities in a
number of ways. Not only is a large variety of books at different
levels provided but films, filmstrips, pictures, tapes, charts, graphs
and records are utilized to enable the children to obtain relevant
information. By using Bloom's Taxonomy, the activities provide ques-
tions from the relatively simple level of recall to work requiring
higher levels of thinking such as analysis, synthesis and evaluation.
The activities can also be completed in a number of ways ranging from
making simple models in plasticene, drawing informative pictures, or
writing short informal or formal reports. Although the children are
encouraged to complete activities which will reinforce skills which the
teacher feels require extra practice, the large number and range of

activities allow the children plenty of choice and allow them to study
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areas in which they have a particular interest.

The unit is also designed to lead the children from familiar
themes, e.g. animal stories, homelife including food and clothes, and
children's activities to unfamiliar areas, e.g. inventing new stories,
finding out about homes, food, clothes and children's activities in
Ancient Greece. Because the unit integrates a range of subject areas,
it also allows for the specific objectives in Communications, Environ-
mental Studies and the Arts to be included in the aims and objectives.
Overall there was no difficulty in designing this unit to conform with
the guidelines of the Ontario Ministry of Education.

However, the Ministry does not assume total respomsibility for
curriculum development. Working on the premise that the needs of
children will vary in different communities, the Ministry has taken
the stand that people within these communities should be responsible
for developing curriculum which will also meet the expectations of
that community.

Local supervisory officers and principals have

particular responsibility for providing leader-

ship in planning, and for insuring specific

objectives and the means used to achieve them

are consistent with overall purposes and prio-

rities.

When formulating curriculum at the local level not only must the
Ministry documents form the basis for curriculum guidelines, but there
must be provisions to meet the demands of local needs and expectations.
These will vary from board to board and could be concerned with any

number of issues including language, religion, or economics. However,

for the purposes of this project, further exploration of these
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pressures is not pertinent. Suffice it to say that the School Board
has to balance the demands of Ministry requirements and community
expectations.

In Halton, the school board in which I teach, curriculum guide-
lines are the responsibility of co-ordinators and consultants who are
specialists in their respective fields such as Language Arts, Mathe-
matics, Art, Music, Social Sciences, Science and Physical Education.
The way the guidelines are developed is not necessarily uniform. Some
consultants develop curriculum guidelines after consultation with
principals and teachers; others form committees with specialist
teachers and the whole group develops the guidelines. At the Board
level, the guidelines are far more specific than those put out by the
Ministry of Education. Although there may be a brief philosophical
rationale provided, the major portion of the guideline is concerned
with aims, objectives, skills and methodologies.

In some areas, such as Language Arts, many hundreds of skills
are listed and the students are exposed to them developmentally.
Initially students are made aware of the skill, then they use it, and
in the final stage they are expected to attain mastery of the skill.
Sometimes a student may master a skill in a relatively short period
of time; with other skills, the process may continue over several
years. It is up to the teacher to diagnose which skills or concepts
are appropriate to and/or necessary for the students she is teaching.
She must also choose the vehicle by which she teaches them. However,
it is assumed that the aims and objectives of the Language Arts pro-

gramme will have been met by the time the student has progressed from
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Kindergarten to Grade 13.

Other guidelines, because of the nature of the subject or by
choice of the co-ordinator, are far more specific. In Mathematics,
skills are listed sequentially and specific grade levels for the intro-
duction of particular concepts are suggested. In Physical Education, at
the Primary level, new guidelines provide detailed lessons for the
teacher to follow throughout the year. They state skills to be intro-
duced or reviewed and suggest the best ways they can be developed with
the class. However, all these documents are still guidelines and it is
left to the individual teacher to decide if her students are ready for
certain skills or concepts and if the methodologies suggested are most
suitable to meet their needs.

One of the most prescriptive guidelines is in the area of Social
Studies but this prescriptiveness develops mainly at the Junior and
Intermediate levels. At the Primary level (ages 5-8 approx.) a number
of concepts which are to be taught at this level are listed. Also
listed is a large number of topics which it is felt are best suited to
the development of these concepts. It is then left to the teacher to
decide which, if any, of these topics are of interest to the students
she is teaching at that moment in time. Or she may develop topics in
which the students themselves have expressed an interest. To ensure
the students get a balanced programme in the Primary division and are
not studying the same topics or developing the same concepts for three
or four years in a row, a school plan for topics and concepts to be

covered is required.
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In the Junior and Intermediate levels, the degree of prescrip-
tiveness increases considerably. At the Junior level (ages 9-11
approx.) each grade is assigned a number of topics, each with their
own concepts and skills. The teacher must spend at least 507 of her
teaching time over the year on these topics and must teach to the
stated objectives. The remaining 507 of Social Science time can be
spent working on topics of the teacher's or the students' choice.

By the Intermediate level there is very little ¥lexibility or
choice. In the two Intermediate grades, 7 and 8, the students study
set topics in Canadian and American history and geography. The
lessons are set out with the objectives and resource material to be
used. Three levels of seat work are provided for the average, less
than average, and the enriched student. Stencils for -overheads and
student worksheets are also in the package. The work is provided for
the whole year so there is little time for student or teacher choice.

From this brief overview it can be seen that any major con-
straints on teacher control of the curriculum lie in the degree of
specificity found in board documents. It can also be seen that
there is considerable flexibility and choice for a teacher in the
Primary division but that it decreases in some areas in the Junior
and Intermediate divisions.

One must look at the constraints these guidelines may place on
teacher curriculum development and how one unit I hawve developed has
overcome most, if not all, of these constraints.

A major constraint for the teacher lies in required aims,

objectives and skills, particularly if they are specified for a
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certain grade level. A teacher may find that the particular topic
which is of interest to the students does not lend itself to teaching
those particular skills or concepts. This could lead to some arti-
ficiality in developing activities to teach a skill or concept.
Conversely, she may feel that her class, or a group of children in

the class is not yet ready to be introduced to a skill or concept.
However because it is required by the board outlines she may teach it,
causing frustration for both student and teacher if the students are
not ready.

A second constraint is caused by the division of curriculum
guidelines into subject areas in spite of the fact that the Ministry
documents encourage integration of the curriculum. This means that if
a teacher wishes to develop an integrated unit, she has to cull aims
and objectives, concepts and skills, from as many as six different
documents. This can be very time consuming, particularly as she is
searching for those which are appropriate and necessary for her stu-
dents. As well she must try to use those requirements for the grade
level she is teaching and which are most appropriate for the chosen
topic.

Another constraint on teacher developed curriculum will be the
resources which are available either from the board or already in the
school. Obviously, the board wants to supply resources which will
benefit the greatest number of pupils and it stands to reason that
films, filmstrips, and books will be chosen for topics which are
required teaching or seasonal topics which will be taught year after

year in almost every school. If the teacher develops a unit on an
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unusual topic she may well find that the board has no audio-visual
resources and that there are no print materials in the school library.
Therefore the teacher has to buy or make her own resource material,
which can be both expensive and time consuming. Finally, because the
board requires long~range planning, the input from students is neces-
sarily limited, particularly in the choice of topics to be studied.
Long-range planning also limits both the flexibility and spontaneity
of the teacher as visual material such as films have to be booked,
often months in advance. 1If a teacher does try to plan a unit when
her students' interest in a topic is suddenly aroused, she could well
find all the library resources in another teacher's room.

However, with some care and forethought most of these constraints
can be overcome. In the case of the units I have developed on Ancient
Greece, 1 decided to introduce them all through the literature of
Ancient Greece. I considered them primarily as topics for achieving
Language Arts objectives, concepts and skills. I did this because
there is greater choice and flexibility in the curriculum guidelines.
I can choose those objectives, skills and concepts which I consider to
be most necessary and appropriate to the children I am teaching.
Because they are not specified by grade level, I can change them, and
the activities, year by year as the children's needs and interests
change. Also I can choose any topic as a vehicle to teach the objec-
tives, concepts and skills. By specifying the topic as a Language
Arts theme I have a greater amount of time for the children to work on
the activities of the unit. This in turn allows more flexibility in

the time individual students can be allowed to complete assignments.



47

Although the emphasis is on Language Arts, I can integrate with
Language Arts other subject areas such as Art, Music and Physical
Education, and in a primary unit, Environmental Studies. Because of
the requirements of the Social Studies curriculum in the Junior divi-
sion a unit could include social science objectives as part of the 507
teacher choice curriculum. At the Intermediate level, by making the
objectives almost wholly Language Arts oriented the unit need not take
time away from the prescribed Social Science curriculum.

The second constraint of integration, the choosing of many aims
and objectives, concepts and skills, is also much easier to overcome
at the Primary and Junior levels than at the Intermediate. Usually
Primary and Junior teachers teach all subjects to their own classes.
This leads to great familiarity with all the guidelines. Because of
this, it is relatively easy for a teacher at these levels to choose
the most suitable aims and objectives for the topic in question and to
meet the needs of the students. There are also fewer time restrictions
than at higher levels because the class is not on a rotary timetable.
It is much easier to operate an integrated unit and allow for simul-
taneous activities in Language, Art, Environmental Studies and Drama
when the students are in one place for lengthy periods of time during
the school day. At the Intermediate level, with a rotary timetable,
where students are with different teachers for relatively short
periods of time, an integrated unit is far more difficult to organise.
One way of overcoming this constraint is to get the cooperation of
other teachers by encouraging them to allow students to work on Art,

Music, and other activities related to the designated unit in their
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class time. As specialists, these teachers will also be able to help
with the choice of aims and objectives in their particular subject
area. Thus they can be consistent with the needs of the students, as
well as meeting the relevant Ministry and Board guidelines. An alter-
native, but not as satisfactory, would be to make the Language Arts
aims and objectives the core part of the unit and base most of the
activities on these. Activities in the other subject areas could be
options when the core is finished.

As I have indicated in this chapter, a teacher is faced with
many constraints when developing a unit of instruction for the stu-
dents in her charge. However, as I have suggested, with imagination,
knowledge of children, and familjarity with curriculum requirements,
most teachers can tailor a unit to meet Ministry and Board require-
ments and yet respond to the individual interests and needs of her

students.



CHAPTER 4

THE TRADITION OF CLASSICAL STUDIES IN WESTERN ENGLISH

LANGUAGE EDUCATION: A BRIEF OUTLINE

In the first three chapters of this project, I addressed myself
to the philosophical and psychological base of this writer's thoughts
about the educational process and explained the context in which these
ideas must function. This chapter begins the second part of this
project which is concerned with the content, an equally important area
of the curriculum.

In Chapter 1, I argued that it is the responsibility of the
teacher to plan both the educational environment and the curriculum
content for the children in her care. I also quoted a statement that
one of the purposes of education should be '"to insure the acquisition
of certain preferred cultural elements by the young."l

In the second part of this project, I intend to delineate how
the chosen topic "The Culture of Ancient Greece" not only lends itself
to the acquisition of important cultural elements, but also lends it-
self to presentation in accordance with the principles of Open Educa-
tion which I consider to be important in teaching children.

This chapter outlines the history of classical studies in the
Western system of education from its inception in Ancient Greece to

the 20th century.
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When considering the transmission of cultural heritage, it must
be made clear that my interpretation does not treat the study of the
past as an end in itself; rather,

the achievements of the past provide the only
means at command for understanding the present.
Just as the individual has to draw in memory
upon his own past to understand the conditions
in which he individually finds himself, so the
issues and problems of present social 1life are
in such intimate and direct connection with the
past that students cannot be prepared to under-
stand either these problems or the best way of
dealing with them without delving into their
roots in the past. In other words, the sound
principle that the objectives of learning are
in the future and its immediate materials are
in present experience can be carried into effect
only in the degree that the present experience
is stretched, as it were, backward. It can
expand into the future only as it is enlarged
to take in the past.

The past, present and future are inextricably linked and the
link between many aspects of Western Civilization and the culture of
Ancient Greece is undeniable. Our literature, art, architecture,
language, drama, medicine, science, geography, history and above all
democracy, have their derivations in Ancient Greek culture. Of equal
importance, both for its influence in the development of this culture
and as a force in education, claims Marrou, is

...the direct ancestry of our own educational

tradition. We are heirs of the Graeco-Latins

and everything of importance in our civiliza-

tion derives from theirs. Most gf all is this

true of our system of education.

This link is of vital importance in two ways. Not only have
Greek thought and ideas permeated philosophies of education and

theories on the nature of the child, but practitioners of education

have adhered tenaciously to the original curriculum formulated by
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Ancient Greek schools. For centuries, men of education were immersed
in the literature, philosophy, and culture of the Ancient Greeks.

One of the modern dilemmas of education is as o0ld as formal
education itself:

Should the educator aim at training the largest

possible number of individuals to be of the

greatest possible service to the State, up to

the limit of the capability of each, or should

he rather try to give each one an opportunity

to develop fully the best qualities which he

possesses regardless of whether this method

of training may or may not seem to be of imme-

diate practical use either to the person or

to the community.

This dichotomy is clearly seen in the educational systems of
two Ancient Greek states. The outstanding example of a system con-
cerned with the production of useful citizens and a complete lack of
concern for individual needs, was to be found in Sparta. On the
other hand, the Athenian state allowed greater individuality, never
expecting or wishing her citizens to follow the same line or reach
the same goal. As Dobson puts it,

...the real contrast of principle between the

Spartan and Athenian systems is that, while

the former, having an eye always to practical

matters, considered any kind of culture un-

desirable, the latter always placed it in

the front among the qualifications of the

good life.

In spite of their differences both systems had enormous influ-
ence upon individuals and societies which modelled their educational
systems upon one or the other, or melded ideas and theories from both.

A brief look at these Greek systems will familiarize the reader with

the philosophies of both.
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The Spartan state was unique amongst all of the Greek states.
Its people entered Greece during the Dorian invasion but once settled
in the land they had captured, a determined effort kept them from
intermarriage with the original population. With equal determination
the Spartans would not assimilate cultural interests from the peoples
they had conquered. 1In spite of this narrow existence, Sparta did
flourish in the archaic period, and developed its own arts and
culture.

However the organization of the Spartan state did take its toll.
It had three distinct classes of people; The Spartiatae, the ruling
class; the Perioeci, freemen who could engage in commerce and agricul-
ture but not in government; and lastly the Helots, original inhabitants
reduced to serfdom. Because of the cruel and inhumane treatment
suffered by the Helots at the hands of the Spartiatae, the ruling
class lived in constant fear of an uprising. The ruling minority put
all its energy into a constant struggle for survival and gradually a
military state developed. Eventually the state closed its doors not
only to its neighbours but also to new ideas.

Reactionary Spartans held on grimly to the old ways and customs
and reared their young to value the traditions and if necessary give
their lives for them. By classical times "Spartan education...always
had one clear aim - the training of Hoplites, the heavy infantry who
had been responsible for Sparta's military superiority...".6

The state's interest in its children began at birth. Any child
who was not perceived to be strong and healthy was disposed of in very

-

short order. The family was given responsibility for rearing healthy
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children until the age of seven; from that time on, the State was the
educator and taskmaster until death. The children left home at the
age of seven to attend the community school where their education
continued until the age of thirty.

For the first four years, the boys met for games and exercises
but by the age of twelve the State felt it necessary to "toughen
them up'". Physical education was important to develop physical
strength and speed and accuracy in military formation. To develop
manliness and fighting spirit, beatings were the order of the day
and fisticuffs between gangs of rival boys were actively encouraged.
Campaign exercises were also used to accustom the boys to ambushes
and the harsh realities of war.

O0f equal importance was the development of a boy's character
to approach the Spartan ideal. The State was to be first and fore-
most in their lives and the boys were taught that whatever served the
state was the only standard of goodness. The other virtue impressed
upon the child was obedience, not only to the laws of the state but
to any older leader and adult citizen.

This kind of public morality, which was a mixture

of devotion to one's country and obedience to the

laws, developed in an austere, ascetic atmosphere

that was as typical of Sparta as it is of modern

states that have tried to imitate her... Sparta

was intentionally puritanical, consciously

opposed to the refinements of civilization.

Spartan educators aimed at teaching their pupils

to endure pain; from the time they were twelve

onwards the children had to learn how to live

hard, and the barbaric harshness of their way of
life increased as they got older.
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They went around in poor clothes, hatless with

shaven heads and bare feet, and slept on a litter

of reeds from the Eurotas, lined in winter with

a padding of thistle flock. And they got very

little to eat: if they wanted more, they were

told to go and steal it.

The severity of this educational system is anathema to the
modern educationalist, yet throughout the ages there have been those
who actively encouraged modified versions of this regimen. It is
evident from literature that many schoolmasters through the ages,
particularly in 19th century English boarding schools, exemplified
by the Dickensian Mr. Squeers, did not find it difficult to emulate
the strict discipline of Spartan education.

However, the Ancient Greeks bequeathed another educational
legacy to Western education which was first epitomized in the demo-
cratic state of Athens. One of the first expressions of Greek
character and the first clues to the nature of Athenian education
are found in the writings of Homer.

From Homer we learn that initially Athenian education was the
prerogative of the aristocratic classes. Those people, through their
own thinking, fighting, and creative abilities, became the leaders
and protectors of the general population. It was this group which
was encouraged to emulate the spirit of "arete", the Greek word

meaning "'

excellence' of the ideal involved in more than one aspect
or facet."8
The education of the young Athenian aristocrats was very

informal and individual. It was usually supervised by an older man,

a mentor, who counselled the younger, molded his character and
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provided a role model for the young man to emulate. He would train
him in the practicalities necessary for his position in life; eti-
quette and courtly manners, singing, lyre playing and dancing, public
speaking, sports and games, and chariot racing. This education
enabled the young aristocrat to conduct himself in an appropriate
manner both in court and on the battlefield.

The development of the young man's moral sense was of equal
importance. Through conversations with, and the example of, his men-
tor the young man would learn "maxims of practical wisdom and external
morality."9 Above all it was instilled in him that one should strive
to attain the highest stage of personal honour and be ready to sacri-
fice one's life for something higher than glory.

The arete of the Homeric hero was a proud morality

combined with warlike valor or, more simply, valor

in the chivalric sense of the word.

This then was the beginning of education in the Athenian state.
Over the centuries, as the life of the Athenians changed from a war-
like existence to a more settled pastoral society, so the education
of Athenian youth changed. Homer remained the educational classic for
many centuries until the fall of the Hellenic civilization in 51 B.C.,
but as the state changed and progressed, further "classics" were added
to the educational requirements. The poet Hesiod (circa 700 B.C.)
was instrumental in adding new concepts to the Homeric ideal.

His conception of abstract Justice was an object

of faith, not a provable hypothesis, and Justice

was, for him, grounded in the very nature of the

universe, not dependent upon the caprices of the

Olympian gods. His conception of arete was de-
rived not from the aristocratic training of the
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Homeric hero but from that of the ordinary man
who had to work for his living. Righteousness
and work are the foundations of arete and man
can win or develop it only by the sweat of his
brow. Thus Hesiod added to, and in doing so
modified, the Hellenic_ideal that had first
been stated in Homer.

Although the content of education was changed gradually over the
centuries, the methods remained consistent. The close personal rela-
tionship between tutor and pupil continued until classical times, with
instruction being given orally and by precept. However by the first
half of the fifth century B.C., education became more formalized and
schools were set up. By comparison with Sparta, the Athenian state had
very little input into the education of its young.

Dobson states that:

Athenian education...was almost entirely individ-

ualistic; its object was the training of character

and taste, and though by custom it developed into

more or less a uniform system, this system was not

imposed by any law, nor indeed was education in

any form prescribed or regulated by the state. It

owed its organization solely to private enterprise;

anybody might set up a school, and there was no

restriction as to the subjects which might be

taught... Traditionally Athenian education was

divided into two branches; the training of the

mind, and the training of the body.

Like the Spartan child, the Athenian boy of the fifth century
B.C. began his formal education around the age of seven. More often
than not, the boy was entrusted to the care of a paidagos, a trusted
household slave who was charged with the boy's moral upbringing. He

was also required to accompany the boy to his school and ensure he

was polite, attentive, and did his lessons well.
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The school day began early, shortly after dawn, and the mornings
were spent on the academic aspects of the boy's education. Much of the
teaching was done orally and it was necessary for the boys to learn by
heart not only vast amounts of the poetry of Homer, but also lyric
poems by such authors as Solon, Hesiod and Simonides. Through these
poems the Athenian child was inculcated with the values held by the
aristocracy of Athens. The ability to recite these poems was also a
social requirement if the students were not to disgrace themselves as
adults when they took their place at the Symposium, the traditional
drinking party which followed the evening meal. Every one who attended
these parties was expected to contribute a song when the myrtle branch
was placed in his hands.

As a literary tradition developed it became necessary for the
boys to learn their letters which they copied on wax tablets with a
stylus. Sounds were then taught by combining consonants with vowels
which the boys recited in semi-choruses. Eventually the boys would
practise writing from dictation. However rote learning continued to
be the most important method used.13

Music was also an important component of the curriculum. The
Athenians felt that music had a moral value in itself. They felt its
influence helped in "the development of character, special attention
being paid to rhythm as likely to help in the formation of orderly
habits."14 The basic music instruction was intended to impart the
skills which would allow the student to participate both as a dancer
and singer in a chorus. The student was also expected to develop the
ability to play a lyre in order to set the works of lyric poets to

music.
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This then was the basis of the academic education of the Athe-
nian boy. The rest of the school day was spent in pursuing the
training of the body. Physical excellence was highly prized and the
boys spent much of their time at the palaestrae where they were
coached in running, jumping and wrestling. Children's competitions
had appeared in the Olympic Games before the end of the seventh
century B.C. The young students were trained for racing, the discus,
the javelin, long jump, wrestling and boxing, with an appearance at
the Games being the pinnacle of achievement. Because of its religious
aspect, dancing was an important component of physical education.

From Sparta and Athens two different sets of educational
theories and practices developed. Their influence eventually spanned
over two thousand years and spread from the tiny Greek states to the
rest of Europe and eventually to North America. It was from these
elementary beginnings of Greek education that there arose great teachers
and philosophers whose theories and philosophies still influence
educational thought and practise. The ideas these men developed
changed as education changed to meet new needs of the Athenian state;

After the collapse of Tyranny in the sixth cen-

tury most of the Greek cities, and democratic

Athens in particular, developed an intensely

active political life; and exercise of power,

the management of affairs, became the essential

concern, the noblest, the most highly prized

activity in the eyes of every Greek, the ulti-

mate aim of his ambition. He was still anxious

to excel, to be superior and effective; but it

was no longer in sport and polite society that

his valour sought to assert itself: from n g

on it expressed itself in political action.

From this new need arose a diverse group of teachers known as

Sophists. These men provided the first attempt at formal higher
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education. They were professional educators who went from town to
town, giving lectures and gathering around themselves young, and
usually rich, men whose entire higher education they undertook. Be-
cause fees were involved, the Sophists had to persuade potential
pupils, through open lectures, of their own expertise and higher
knowledge.

It was the aim of the Sophists to teach their pupils skills
which would enable them to become good politicians. The basis of their
instruction rested on the ability to persuade any audience that any
proposition put before them was always possible. They encouraged their
students to win any kind of argument by any means, bending the truth
if necessary and using dialectics, the method of arguing both for and
against a proposition. As a group, they were sceptical of philosophy
as a means of obtaining knowledge of the unknown. They held the
belief that absolute truth was unattainable and Protagoras, one famous
Sophist, held that "Man is the measure of all things."l6

Because the spoken word reigned supreme in Ancient Greece, the
art of public speaking was also of paramount importance. Not only
was it required by politicians in the direct method of government to
expound their point of view in the citizens' assembly, but great
eloquence was necessary in the numerous cases of litigation which
were heard in the law courts of Athens. Again the Sophists applied
formulae to develop model speeches which were studied and practised
by their pupils.

Further developments took place because it was expected that

the Sophists could speak knowledgeably on any topic under the sun,
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and to this end some of them aspired to obtain universal knowledge.
As well as insisting on a broad knowledge of science, the Sophists
taught literature with great enthusiasm.

Of the education offered by the Sophists, Marrou states:

Its historical importance cannot be overestimated:
the tradition inaugurated by Protagoras explains
the predominantly dialectical tone that was hence-
forth to dominate, for better or worse, the whole
Greek philosophy, science and culture...the impor-
tant point is not whether or not the Sophists
contributed to the progress of Mathematics...but
the fact that they were the first to recognize

the great educational value of these sciences and
the first to incorporate them into a standard
teaching system. They set an example which was
never to be forgotten...even though many of the
early questions raised about literature were
simply an excuse for dialectical fireworks, they
soon led the Sophists and their pupils to study
the structure and the laws of language seriously...
In this way the Sophists laid the foundations of
the second E}llar of literary education, the science
of grammar.

Although the Sophists as a group had an enormous influence on
Greek education it was two individuals, Plato (student of Socrates),
and Isocrates,whose impact on educational thought and practise has had
a profound influence during the intervening centuries up to and
including the present one. According to Plato, the purpose of educa-
tion

was not instruction in philosophy nor the solution

of philosophical problems...it was the self realiza-

tion of the individual human being.

Although we have knowledge of the academy which Plato founded
and the methods which he used to teach his pupils, his greatest influ-
ence was exerted through his writings on education, particularly in

The Republic and Laws.
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At the elementary level, Plato advocated that the student should
begin his education at the age of seven and follow the "o0ld" Athenian
curriculum. He wanted to include gymnastics and health educa;ion,
music, reading and writing, and the beginning of the study of the
classics. Mathematics was also included with practical exercises in
arithmetic and geometry. At the age of ten he advocated the beginning
of secondary school education. This education would expand and deepen
knowledge based on the subjects studies in elementary education. At
eighteen, the boys would be subjected to two years intensive compulsory
military service.19

Plato also envisioned that the movement from stage to stage in
the education process would be accompanied by some sort of test or
competition and only successful students would move on to the next
stage. By the time military training had been completed, only the
elite would undertake graduate education which would require a further
ten years of study. Mathematics and advanced studies in scientific
thought would be the basic content of this higher education.

The purpose of the whole course was to teach the

student to see the inter-relationships between

all studies and to detect those clues in each of

them that pointed 58 the fundamental reality that

underlay them all.

This was still not the end of the educational process as far as
Plato was concerned. It was important in his estimation that the
guardian or elite class should continue their studies for a further
five years in higher philosophy, and a further fifteen years involved
in all aspects of politics. Only then could they begin "...that final
philosophical study which was the contemplation and understanding of

the Idea of Good."21
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Plato was responsible for two innovations which were eventually
adopted by Hellenic society and which subsequently influenced Western
education. It was Plato who advocated that the state should take an
active part in education by selecting and supervising teachers and
paying their salaries. A further innovation he suggested was that
girls should receive equal education with the boys. Plato also wrote
about the importance of the family in education, especially in the
child's formative years. He also emphasized the value of play and of
harnessing a child's interests as sound educational principles.22

Isocrates, the second influential educator, held very similar
views on primary education to those of Plato, but for the young men
in their twenties who were destined to become civic leaders his edu-
cational emphasis was upon rhetoric. Unlike Plato, Isocrates did not
believe that men could achieve "pure knowledge" but had to reach the
"right opinion" based upon the learner's judgement of all known facts
and the use of decision-making skills. Although Isocrates believed
that ethics and oratory were inextricably linked, he did not teach
the "rightness" of any given situation, believing that man must weigh
all the information available at the time and make a thoughtful and
educated decision. There was no set solution but rather a develop-
ment of

...a kind of knack, and it does appear to depend

upon a grasp or feeling for situations that is

as much }Btuitive as it is logical and theo-

retical.

Thus we have a dichotomy of theories; the philosophical ideal

of Plato and the oratorical ideal of Isocrates. These remained opposing
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ideals throughout the years of Hellenic education. On the one hand,
education was deemed to be the way man could attain his ideal, become
a rational human being, through philosophy and contemplation; on the -
other hand was a more pragmatic approach which allowed men to serve
themselves and others by developing skills which allowed them to make
informed and educated decisions based upon dialectical thinking.

There was one further important development which was emerging
at the time of Plato and which seemed to be fairly well established
by the time of Aristotle (384-322 B.C.), Plato's pupil. This was the
development of reading material and the growing tendency to rely on
the written rather than the oral word. In his book Politics,
Aristotle wrote that reading and writing were important in education
because ''they are the means of acquiring many other types of know-
1edge".24

To facilitate the availability of the many scripts for scholars,
huge libraries were set up in many cities across the Hellenic kingdom.
With the establishment of libraries, Greek education and culture
spread across all the areas which had been under the control of
Alexander and his successors. It was also at this time that Hellenic
education

...became increasingly literary and bookish,

although retaining its moral character; it

became increasingly institutionalized and

formal; and it became increasingly a munici-

pal concern.

The content of the educational process also became institution-

alized. The primary subject of the secondary school became the study

of Greek classical literature. A course of classical literature was
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fixed with lists of famous authors and anthologies of their works as
the basis of study. Using the classics, schoolmasters taught the
Trivium;grammar, rhetoric, and dialectic. As well as literary studies,
the advice of Plato and Isocrates was followed, and four mathematical
sciences, the Quadrivium, also became a standard course of study.

The students studied geometry, arithmetic, the numerical laws, and

26
finally astronomy.

Roman Education

It was this basic educational formula just outlined which was
absorbed by the Romans in the second century B.C. as they took over
Greek towns in Southern Italy. There gradually grew an enthusiasm
for all things Greek, an enthusiasm which was to last for many cen-
turies. As the Romans expanded their empire to Sicily, Macedonia,
and finally Greece itself, many of those who became enamoured with
Greek culture took over many of its aspects, including education.

Originally, Roman education was the responsibility of the home.
The father was the exemplar to Roman youth and he inculcated the
virtues of obedience, service to the fatherland, and a respect for
the traditions of the city and the family. The intellectual side of
education, reading, writing, and geometry, was kept to a minimum.
However, at a very early age, the Roman youth was expected to memorize
the Law of the Twelve Tables. As he grew older, the student was
expected to become familiar with the precedents and complex system of
prescriptions that characterized Roman law.27 When it became fashion-

able to emulate Greek culture, schools sprang up in several parts of
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the Empire and it became a matter of pride to have the ability to
speak Greek and quote from Greek authors. However because of the
importance of law in Roman culture, it was taught hand in hand with
Greek content.

The influence of Rome in educational history is important. The
Romans were a practical people and the knowledge of law was indispen-
sable to anyone who aspired to make his mark in public affairs. With
the knowledge of law, and skill in oratory, a young Roman could use
his education to facilitate his upward mobility in a growing bureau-
cracy which required competent civil servants. Education opened the
door to those who did not have the advantage of noble birth. Thus
many students had more pragmatic reasons for acquiring education than
just enhancing their status with the increase in knowledge.

The ethical and political system that permitted

this, demanded of education that education gear

itself to the production of leaders and uphold-

ers of the social and cultural aims and of the

heritage of Rome. Education thus was more than

anémentél;'it was s?cially resp?gsive to the

milieu within which it operated.

The second achievement of the Romans was to provide a peaceful
period of time which allowed the spread of educational institutions.
Consequently the Hellenistic culture also spread throughout the
length and breadth of the Roman Empire. Because of the need for
bureaucrats and civil servants, the state became more directly
involved in education and schools were established in all parts of
the empire. They continued the tradition of rhetorical education and

the students continued to be steeped in the writing of both Greek and

Latin authors. This educational tradition continued until the downfall
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of the empire at the end of the fourth century A.D.

The Influence of Christianity on Education

The centuries preceding the downfall of the empire also saw the
emergence of Christianity which eventually would have a strong influ-
ence on Western educational systems. Initially, many of the leaders
of Christianity were trained in the disciplines of the Jewish home,
but they were educated in the schools which were established imn the
Roman Empire. Because the early church did not have a written tradi-
tion to fall back on, its leaders turned to their knowledge of Greek
philosophy, especially Plato, to develop their concepts of Christian
thought and ethics.

The great influence Christianity exerted in

changing both personal values and the design

of society can be traced in part to Greek

social thinkers and philosophers from whom

stemmed.much of Christianity's Qgctrinal

foundation and formal theology.

In the field of education the early church fathers also had to
turn to Greek and Roman writers to form part of the curriculum which
was offered in Christian schools. In the belief that God could be
served through intellect and faith, Church leaders were encouraged to
pursue a liberal education which was based on the Trivium and
Quadrivium.

For a number of centuries, Christian culture and pagan literary
and rhetorical heritage co-existed, but by the end of the seventh cen-

tury A.D. Christian priorities of humility and forbearance were in

obvious conflict with the qualities of individual attainment and
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self-reliance which were emphasized in Greek and Roman literature. In
spite of this dichotomy, it was ultimately the church which was
responsible for continuing the tradition of the classical curriculum.
With the downfall of the Roman Empire, the culture and education
which the Romans espoused rapidly disappeared. Many autonomous
feudal states with their own language, culture, and customs developed and
in most areas the Greco-Roman heritage virtually disappeared.
Literary and linguistic competence rapidly deteriorated. 1In a
relatively short period of time, illiteracy spread. Even in the
church it became the exception rather than the rule to have a highly
educated priest or monk. Education and culture in Western Europe
were at their lowest ebb.

The establishment of Charlemagne as Holy Roman Emperor in the
year 800 A.D. was instrumental in bringing about a revival of learning.
Through the establishment of Palace and monastery schools, the Trivium
and Quadrivium, as well as a purified Latin language, again became the
basis of academic studies. The students also studied philosophy, the
writings of the early church fathers, and the rules of the church.

By the end of the eleventh century A.D. a degree of stability
had returned to Europe and this encouraged the further development of
educational and cultural centres. However, education was still avail-
able only to a minority. Monastery schools catered mainly to the
religious community. Cathedral schools educated the children of the
wealthy families and allowed a much broader curriculum.

It was also during this time that a new educational concept

known as Scholasticism developed. 1ts proponents relied heavily on
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the works of Aristotle, formal logic, and reasoning. It applied them
to such questions as the origins and nature of God and other meta-
physical concepts of Christianity. Aquinas, a famous scholar of the
time, concluded that the Church was the authority on beliefs and
conduct; Aristotle on worldly and physical matters.

Perhaps the most important advance in education during this
period was the founding of universities. Their primary purpose was
the preparation of teachers of advanced subjects and again the basic
curriculum was classical education based on the Trivium and Quadri-
vium. A Bachelor of Arts degree required three or four years of
studying the Trivium whilst a further three or four years studying

the Quadrivium was required for the Master of Arts degree. If the

student wished to study in one of the more advanced schools of medicine,

law or theology, further years of study were necessary. The curriculum

was based on accepted knowledge from approved texts and students were
discouraged from making their own independent inquiry or investigation.
Gradually there emerged a growing criticism of this narrow perception
of education and the influence of the Church on practice and precept.
Scholars began to revive their interest in long-forgotten ancient
classical writings and culture.

In the fourteenth century, Boccaccio and Petrarch
gave more impetus to the study of classical forms
and contents through their writings and through
their translation and collection of ancient
works. Toward the end of the century, a foreign
scholar was invited to teach Greek at the uni-
versity of Florence, an event marking formal
academic recognition of the value of this

ancient language and literature.



69

This revival of interest in the writings of ancient Greek and
Latin authors heralded the period of history known as "The Renais-
sance'". In this period there was a profound change in men's thinking

"

and a growing confidence in man's ability. It was "...an age of

optimism. It was the feeling of the times that no discovery and no
scientific advance lay beyond human achievement."31

Because of the widespread interest in a greater variety of
classical writings, a growth of freedom of enquiry, and a turning away
from the strict practices of the church, men developed a more human-
istic and individualistic approach to education.

The advantage of the new education lay in the

enthusiasm for the classics. The classical

ideal represented a way of life based on

moderation and the enjoyment of this world.

Exact ideals of scholarship were glorified

and the scholar was regarded as the leader

of civilization... In order to live up to

the Renaissance ideal of virtue, man found

it necessary to develop all his interest§j

physical, mental esthetic and spiritual.

This increased questioning of previously accepted laws of
natural science, and extensive experimentation with natural phenomena,
led to numerous scientific discoveries in the fifteenth and sixteenth
centuries. It was also this questioning spirit which led to changes
and reform of the Church. The emphasis upon the individual led to a
turning away from the temporal powers of the church organization and
a more personal approach to God. This movement, known as the Reforma-
tion, also had implications for the educational systems of Western

Europe. Its leader, Martin Luther, urged state control of schools and

education of all children to promote morality and stability for the
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state. He argued that religion should be stressed in schools and the
main text book for learning should be the Bible. Intellectual activity
became suspect and both classical and scientific education discouraged.
"...Luther had little sympathy for the learning of the ancients who,

he thought, had rather inferior systems of morality."33

However, when schools and universities were re-opened in
Protestant countries, some aspects of classical education were
retained. The Latin of Cicero became the model for style and form,
and rhetoric a primary academic subject. The study of Greek and Latin
authors was limited.

Whilst the new Protestant schools emphasized the role of the
state in education, the Catholic Church maintained its responsibility
in the education of the young. 1In 1534, the Society of Jesus was
formed and became an important force in founding Catholic schools.

Into their curriculum they incorporated many elements of the classical
heritage of Greece and Rome, but the Christian doctrine was taught
every day, both by example and precept. The quality of education

was high and therefore attracted many Protestant students.

A number of European countries, particularly in the areas of
higher education, followed the principles and practices of the Jesuit
system and its influence was felt for many centuries. The educa-
tional contribution of the Jesuits cannot be overestimated for they
recognized "...that without self discipline, creativity cannot advance.
The lessons of the past must be learned if the present is to be under-

stood and mastered."34
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The sixteenth and seventeenth centuries saw the emergence and
expansion of scientific education. Knowledge was based on the obser-
vation of facts and the drawing of tentative conclusions. Students
were encouraged to develop inductive, rather than deductive, reason-
ing skills. Previously, theology had been the focal point of the
curriculum, but now for many mathematics took precedence. Educational
theorists such as John Locke (1632-1704) encouraged the study of
mathematics. '"...Because of its clarity and logical order...he
believed that the progress of science would depend on the advancement
of mathematics."35 Locke also focussed on many fundamental questions
about education which are as relevant now as they were then:

Should education produce scholars or educated

individuals who were at home in the world?

What is more important: virtue or learning?

Should the classics or the sciences be the

foundation of the curriculum? ...Is general

educati?n.more'imposgant than the development

of specific skills?

At the time of Locke, in spite of the thrust for scientific
learning, the classics were still the centre of the elementary and
secondary curriculum in Western Europe. Many educators still treated
science as a minor educational concern. The education of a man who
expected to make his mark in society as a politician, diplomat or
church official was usually obtained at elite schools where Latin,
Greek, and a knowledge of the ancient classics was the backbone of
education. One has only to read the literature of the time to dis-

cover the classical references about which the reader was expected to

have knowledge.
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Over the next two centuries the educational milieu did not
change drastically as far as the curriculum offered in schools was
concerned. The educational theorists of the time became far more
interested in focussing on the children who were receiving the edu-
cation rather than the material which was being taught. They began
to look at education through the development and interests of the
child. 1In the late nineteenth and early twentieth centuries men
such as Rousseau, Pestalozzi, Herbart and Froebel put forward ideas
which were revolutionary for the times. They emphasized that the
values and interests of children were completely different from
adults and that adults should not impose their ideas upon the children.
They believed that learning involved an internal change and that
change would only take place if the child was truly interested. Many
of these educators believed that young children in particular are only
interested in the "how" and children should be given the opportunities
to be involved in experiences which arouse curiosity and challenge
the imagination. Only when children are familiar with the concrete
are they ready to move on to the abstract.

Although these theorists did not immediately become catalysts
of change because of their limited influence in educational circles,
in the twentieth century their ideas have found wide acceptance. There
are many reasons for this. By the end of the last century, many states
provided education for their young citizens. Schools were open to all
children within prescribed age levels. Because education was now avail-
able for children of differing abilities and social levels, state

educators questioned the value of classical education, particularly at
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the elementary level. Their concern was to give the children a basic
education in reading, writing and arithmetic, not to prepare them for
statesmanship, the military, or the church. The ideas of the educa-
tional theorists of the eighteenth and nineteenth centuries answered
these concerns.

The growth of the discipline of psychology also led to an accept-
ance of ideas of child development and the greater importance of
methodologies over content. Although these events led indirectly to
changes in the curriculum, particularly at the elementary level, private
and public high schools, both in Europe and North America, continued to
offer courses in classical studies. During my own high school days
in Britain, it was mandatory for all students to study at least two
years of Latin, and students wishing to attend Oxford and Cambridge
universities studied both Latin and Greek throughout their school
career. In terms of educational history it is only recently that
classical studies have virtually disappeared from the high school
curriculum.

The greatest impact on curriculum was a result of the Industrial
Revolution in the early 19th century and the subsequent growth of
technology. By this century more scientific subjects were introduced
into the curriculum and students were offered courses in biology,
chemistry and physics as well as general science. These new subjects
appeared to be more relevant to the students' needs and gradually such
subjects as Latin and Greek disappeared from many courses of study

offered by high schools.
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With the advent of the Russian Sputnik in the 1960's and the
resulting chagrin of the United States of America in particular, the
catalyst for an upsurge in scientific education was provided. With
new technologies and a desperation to catch up with, and overtake, the
Soviet Union, students were encouraged to specialize in scientific
studies at the expense of the traditional curriculum. The impact of
technology and the subsequent "global village' concept expounded by
Marshall McLuhan led to increased instruction in languages necessary
for communication. French, German, Spanish and Russian were among
the languages which took the place of Latin and Greek in the majority
of educational institutions. Proponents of modern scientific educa-
tion brushed aside the study of the Classics and Latin and Greek
languages as irrelevant. The subsequent knowledge explosion of the
last thirty years or so has also been instrumental in relegating the
classical curriculum to virtual oblivion.

In less than fifty years, the Classical tradition which was a
fundamental part of Western education for over two thousand years, has

all but disappeared from our educational system.



CHAPTER 5

ARCHAEOLOGY AND ITS INFLUENCE ON CHANGES IN CLASSICAL

SCHOLARSHIP IN THE PAST CENTURY

The focus of the last chapter was the history of Classical
studies in education for the past two millenia. Also considered
were changes in the past two hundred years which were instrumental
in developing an attitude among many people during this century that
classical studies as undertaken in this period were an anomoly and,
as such, had no place in the educational system.

In this chapter I intend to discuss changes which also took
place in Classical scholarship over the past two hundred years.
These changes have affected the discipline of Classics to a great
extent. Just as the development of scientific thought began to
permeate and change ideas and attitudes of many scholars in other
fields, so it influenced the discipline of Classical studies.

At the end of the eighteenth century, most of the knowledge
about the classical world had been obtained from texts of ancient
literature and the relatively few ancient monuments and artifacts
which had been found more by chance than design. However the spirit
of enquiry which had been fostered by scientific thought could also
be found amongst scholars whose interest veered towards greater

knowledge of Greece and Rome.

75
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One of these scholars was J.J. Winklemann, who began excavations
at Herculaneum. It was his carefully published records which estab-
lished works of art as objects of study valuable in their own right
rather than as illustrations for the classical authors. The science
of archaeology became the link between the classical studies of the
past and the classical discipline of the present. Although archaeology
of the eighteenth century was in its infancy, the archaeologists them-
selves were:

...the inheritors of a rich tradition of learning

in the western world, in which the writings of clas-

sical antiquity, liberated from the biblical and

theological context which had preserved them for

over a millenium, and illuminated by the humanism

of the Renaissance, became the central object of

study in the education of any enlightened and liberal

man. It is here, surely, in the meticulous critical

editions of the philosophers, dramatists and his-

torians of the Ancient World, and in the learned

commentaries upon them, that archaeology finds the

source of its own subsidiary tradition of meticulous

scholarship and comprehensive publication.l

In the next century archaeology, still very much in its infancy,
was instrumental in providing the world with somewhat earth~-shaking
discoveries. Schliemann's excavations at Troy and Mycenae in the late
19th Century confirmed for classical scholars that ancient texts con-
tained many elements of truth -~ the stories were not just figments of
someone's imagination but a record, albeit somewhat fictionalized, of
events in the history of mankind.

The brilliant discoveries of Evans and his followers in Crete
through the years further stirred the imagination of many scholars and

the general public equally. The discoveries also confirmed that man

and his systems were far more sophisticated in Antiquity than had
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ever been envisaged.

In its beginnings, archaeology paralleled the interests of the
classical scholars. The excavations focussed on palaces, shrines and
public buildings recorded in ancient texts. Most of the artifacts
which were found reflected the lifestyle of the warriors and nobility
of antiquity. These early archaeologists, and those who followed,
were helped by their knowledge of ancient authors in establishing the
geographic location of many sites which were subsequently excavated.
One has only to read the accounts of the Agora excavations begun in
1934 by the American School in Athens to realize the importance of
that literary knowledge. In his foreward to the first preliminary
report of the Agora excavations in Hesperia, Edward Capps states:

The boundaries within which the Agora of Ancient
Athens was included have long been known.

A little further in that same volume, the director of the
excavation, T. Leslie Shear, throws further light on the reliance
placed on ancient authors.

Although few traces of its monuments remain above

the ground the boundaries of the Agora are approxi-

mately known from references given by ancient

writers to its buildings in their relation to the

geographical terrain.

That there are hundreds of references to the Agora by ancient
writers is attested to by the publication of "The Athenian Agora",
Volume III, which contains most of the literary and epigraphical
testimonia. Relatively few of these indicate a geographical location

but the texts of Harpocration and Pausanius helped to establish a

tentative western boundary.
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They used to call hired men Kolonetai, since they

stood by the Kolonos (Hill) which is near the agora,

wh?re the Hephaisteion and th? Euzysakeion are.

This Kolonos was called Agoraios.

Fortunately one of the best preserved buildings in Athens is
the temple of Hephaestus. Further information is given by Pausanius
about one of the buildings in the Agora and its position in relation
to the temple of Hephaestus. As he entered the Agora from the north-
west he described "First on the right is what is called the Royal
Portico, where sits the king when holding the yearly office called
the kingship."5 Further on in his description he adds, "Above the
Cerameicus and the portico called the Royal Portico is a temple of
Hephaestus."6 A further clue to the geographical location of the
Agora is also given by Pausanius. On his way from the Agora to the
theatre of Dionysus he describes the view of the "South wall, as it

is called, of the Acropolis which faces the theatre,... This partial
sentence confirmed a theory that the Agora lay north of the Acropolis.
It was on such slight evidence that excavation of the Agora was
begun. As early as 1859, Greek archaeologists excavated the remains
of a stoa incorporated into a defence wall. Two years later fragments
were found which formed a dedicatory inscription and it became possible
to attribute the stoa to Attalos II of Pergamon.
In the last decade of the nineteenth century, German archaeolo-
gists, under the direction of William Dorpfeld, began systematic
excavations on a wide scale around the Areopagus and the Kolonos

Agorajios. Near the Areopagus they made important discoveries in a

residential district of ancient Athens and burials of the early
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geometric period, but nothing which could help identify further the
location of the Agora.

Finds at the foot of the Kolonos Agoraios were of greater con-
sequence as they uncovered the foundations of large buildings which
were identified by Dorpfeld as the Stoa Basileious and the Stoa of
Zeus Eleutherios. Although these identifications were found to be
incorrect after complete excavation of the area, the finds were impor-
tant enough to convince the American School and the Greek government
that it was imperative to acquire the land between the Stoa of Attalos
and the Kolonos Agoraios and begin excavation.

This is just one example of the reliance which archaeologists
placed on the information gained from ancient authors.

The publication of detailed accounts of the excavations also
gave an insight into their purpose as defined by the archaeologists
of the day. Sara Anderson Immerwahr in her preface to '"The Athenian

"...the excavations were primarily concerned

9

Agora", Volume XII states
with elucidating the history and topography of Classical Athens."

This narrowness of purpose would appear to be confirmed in "The
Athenian Agora", Volume XIV. In their discussion of the overall
excavation, the authors appear to have little interest in any excava-
tions which do not throw any light on topographical features of

1"

classical Athens. At one point they state '"...a major effort was made

to unburden the northeastern corner of the square of a deep accumulation

of late Roman and Mediaeval times."lo They dismiss excavations in a
park at the north foot of the Kolonos Agorios with one sentence: ''The
11

results were of no topographical interest."
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In discussing the excavation of private houses on the hilltop
south of the Temple of Hephaestus, there appears another telling
comment.

The clearing yielded vast quantities of domestic

debris, but also an occasional piece of outstand-

ing interest. Such for instance was the bronze

shield_captured by the Athenians in 425 B.C. at

Pylos.12

Although these excavations began just over fifty years ago, there
was still a strong sense that the purpose of archaeology was to confirm
the writings of ancient authors. Of secondary importance were the
inscriptions and art objects which could give information regarding
the political and cultural aspects of Athenian life in classical times.
Other finds which could be classified as "domestic debris" were judged
relatively unimportant.

However, the very success of excavations, not only in Athens but
also in other parts of Greece and the Mediterranean, were instrumental
in changing the focus and methods of archaeologists and classical
scholars.

Sheer numbers of artifacts alone, such as lamps, coins and
pottery, expanded the area of study by archaeologists. Thousands of
coins helped to establish or confirm dates for many other artifacts.
They also provided information about trade and foreign relations as
well as establishing the sequence and chronology of Athenian and other
coinage.

With such large numbers to work with, archaeologists were able

to determine many facts about pottery; they were able to establish the

development of designs, types of clay used, and in some cases, individual



81

craftsmen and an accurate range of dating. Finds of molds and foundries
also helped to establish areas where different industries were prac-
tised. Through cross-references, the archaeologists were able to
establish trade routes and eventually a picture of the economy and
trade of the times emerged.

To help in further identification, chemical analysis began to
be used on many sites. Chemical investigation was used in cleaning
and preserving corroded metals as well as in the analysis of the
materials used. Chemical analysis also enabled the archaeologists to
identify pigments scraped from terracottas which enabled them to
ascertain where the ingredients were obtained, either locally or
through importation. Chemical work was expanded to include qualitative
and quantitative analysis of ashes, rocks and metals. One important
discovery was a metal identified as zinc. This was significant
because it had previously been believed that zinc was unknown to the
ancient Greeks. A further step in the study of glazes was taken when
it was discovered that the Attic Black glaze was magnetic. This helped
to disprove a commonly held belief that ferrous oxide was used to give
the rich black colour to the glaze, since ferrous oxide is non magnetic.

Another of the changes in archaeology was an expansion of the
study of artifacts to include ethnographical study of the people who
inhabited the area. It became customary on larger digs to include a
physical anthropologist on the staff to investigate bone remains of
humans and animals. J. Lawrence Angel, who was studying skeletal
remains from early Mycenean burials, concerned himself with the follow-

ing problems.
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(1) What racial changes took place chronologically,
whether from invasions, envirommental factors or,
selective migrations. (2) How the Athenians com-
pared craniologically with Greeks as a whole, how
definite a tendency was there towards a characteris-
tic Athenian physical appearance, and whether
artists represented the average Athenian or a
selected type. (3) What degree of racial hetero-
geneity was characteristic of Athenians, important
in considering for example the supposed purity of
type of Classical Athenians as suggested by their
exclusion of metics and slaves from citizenship
(though not of course from the total population);

or on the other hand the effects of hybrid vigour
and social stimulation which may be expected to
result from racial and ethnic mixture. (4) The
incidence of diseases which affect bone, medical
skill shown in setting fractures, age at death, da 3
on posture and gait, and on some social practices.

With successive excavations more detailed and positive identi-
fication of bone remains was undertaken. In the second supplement to
Hesperia, published in 1939, the description of animal bones found in
the Late Geometric graves included '"pelvis, tibia, calcanea, and meta-
bodial fragments plausibly of sheep-"la

Human remains were also subjected to a more intense study and
sometimes a grim picture emerged.

Anthropological examination of the latter skeleton

revealed in vivid terms the vicissitudes of human

life in the darkest period of Greek history. During

her half century of life, no doubt an advanced age

for the period, the woman had suffered two separate

fractured vertebrae, three fractured ribs, which

had healed well, and a serious fracture of the left

wrist, which did not apparently prevent use of the

hand. In addition she had lost ig teeth during life

and showed widespread arthritis.

As well as the name of bones found, the species of animals were
also identified and the archaeologists began making inferences concern-

ing the activities which possibly centered around these animals. There

were indications that shoulders of pork were boned before sale, that
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the skulls were cut in order to extract the brain. A large number of
sheep and goat horns led to the inference that hornworkers lived in a
certain area.

More attention began to be paid to the so-called "domestic
debris" and in the reports from the American School there was a greater
focus on the day-to-day living of the ancient Greeks.

Even some hint of the specialities on the menu may

be gleaned from the quantity of fishbones and the

remains of shellfish. Oysters, mussels, murex

shells, the vertebrae and bony fins of large fish

all serve to conjure up images of the familiar 16

savory fare of many a Greek seafood restaurant.
Archaeology has opened up a whole new world in classical studies. Not
only do we have knowledge of the kings and battles, of the great
warriors, of palaces and temples, of statues and great works of art,
but we are also learning about the simple homes of the citizems, the
toys of the children, the tools of the artisan, the cooking utensils
of the housewife. Gradually, a more rounded and accurate picture of
life in Classical Greece is emerging. With this new knowledge, ideas
which were once considered absolute have had to be changed. Archaeol~
ogists and Classical scholars are realizing that no longer can
definitive statements be made when subsequent excavations and findings
can change whole interpretations.

Archaeological methods continue to change and expand. There
will continue to be new evidence and changing interpretations in the
field of classical studies. More attention is being paid to the evi-
dence of private life, of industry, trade and commerce, as well as

beliefs and religion. Studies are also being made of cultural inter-

relations between states. Sophisticated surveys are being conducted
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to provide regional archaeological surveys. The archaeologist is now
"...supported by a large cast of specialists in various related
disciplines from geophysics and palaeontology to toponymy."17

New branches of archaeology are also being developed. Under-
water archaeology is constantly adding new knowledge to the information
about ancient shipbuilding, commerce, and the cargoes which were carried
between Mediterranean ports. This branch of archaeology, largely
through the projects of the famous French underwater teams of Jacques
Cousteau, captures the imagination and attention of millions of tele-
vision viewers.

The invention of the airplane and the subsequent development of
aerial photography has also played a vital role in archaeological
exploration. Features which can only be seen from the air, led
archaeologists to previously undiscovered sites. Photographs can now
be taken of complete settlements and from the emerging features and
patterns invaluable information for surveying and recording these sites
can be detected.

A more recent refinement involves the use of an

unmanned captive balloon. This permits the sus-

pended camera to be brought low enough to record

a single building, a mosaic floor or tomb, get
high enough to take in a whole settlement.l

The modern archaeologist is facing an increased tempo in the
evolution of archaeological studies. New concepts are continually being
developed. At the same time, greater emphasis is being placed on some
concepts which have always been part of archaeological tradition. One

example is the human response to the ancient environment. New and

additional approaches to study the natural environment are being



85

developed. These include the collection of more kinds of remains such
as animal bones and grains but also the use of such methods as water
sieving and flotation. These methods collect specimens so small that
the human eye finds them hard to detect. On very large sites, archaeol-
ogists must establish sampling procedures which will enable them to
make valid references. These changes in recovery and documentation
provide:

Evidence for change in the environment...(for) the

palynologist and the expert in microfauna; diet is

studied through the remains of grain, of animal

bones, of coprolites; some aspects of demography

and ancient populations can be learned through

the study of human skeletal remains.

Of equal importance with the emphasis on natural sciences is
that of quantitative studies. Although publications have in the past
made use of simple statistics in the form of tables, and graphs of
frequencies and percentages, archaeologists are now using statistical
theory. With the help of computers, greater precision is possible in
dealing with the millions of artifacts which have been discovered.
This is leading to the establishment of new typologies as well as
revision to typologies which were established without the help of such
sophisticated techniques. The researcher is now able to base seriation
on as many attributes as is meaningful and in a much shorter space of
time. With the help of computers, archaeologists are also developing
new ways of estimating population and establishing standards for
effective probability sampling. However, it is recognized that

statistics can be manipulated and it is up to the archaeologists to

use such information with great care.
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Changes have also taken place in archaeological reconnaissance.
The emphasis has now been shifted to settlement

patterns through time; to identifying ancient

sources of raw materials; to the scientific docu-

mentation of changes in land use, in environment

and in landscape; and to population studies based

on the examination of samples of artifacts found
on the surface (sometimes backed up by excavation).

20

A great advantage of this kind of survey lies in the fact that
it can be done with the minimum of disruption to ancient remains yet
can lead to a significant increase of knowledge about ancient commu-
nities. Scientific instruments such as underground radar, the magne-
tometer, and the electric resistivity meter, as well as aerial
photography, help the archaeologists gain important information without
digging up the sites.

Greater research is also being done on artifacts found on site.
This includes radio-carbon dating which helps verify any dating which
has been done through coins. Other scientific techniques include
spectroscopy, x-ray diffraction, and atomic absorption, all of which
can lead to further understanding of craft techniques such as pottery
making, metal casting, and stone carving.

From the above it can be seen that modern archaeologists have
a definite need to be familiar with scientific concepts and methodol-
ogies. This in turn necessitates greater interdisciplinary education
in the future.

As a result of the changes in emphasis outlined above, there
has been a trend towards increased comparison of cultures and of human
responses to universal problems. This is leading to a more problem-

oriented research as archaeologists ask such questions as;



87

(How) do societies respond to over population and

land exhaustion? Why do urban communities arise

in disparate environments and coalesce about a

variety of political and social organizations? 1

The great increase of knowledge obtained by problem solving and
scientific techniques has led to a greater emphasis on the study of
the way of life of the common people of the past. Through this study,
archaeology is developing a social history of antiquity and is making
one of the greatest contributions to the research of the history of
mankind.

The combination of traditional classical scholarship and modern
scientific archaeological methods has brought a classics education
which is tied in with many disciplines. Its diversity brings adapt-
ability and helps to develop people's thinking to cope with modern
problems. Modern classical studies can produce a student who is
intellectually flexible enough to adapt to changing circumstances.
Because of new approaches to excavations and newly-discovered docu-
ments, the classical scholar has to keep rethinking his position
because there is no definitive answer.

The great change which has taken place in classical scholarship
has been one in which the narrow focus on literature and art has been
incorporated into a broader perspective which looks at the spectrum of
life in ancient societies. One may well ask if this knowledge is
suitable or indeed relevant for an elementary student in today's
schools. With careful choice of both content and methodology on the

part of the teacher, I would answer with a resounding "yes'". The next

chapter will, I hope, vindicate my response.



CHAPTER 6

INTRODUCING CLASSICAL STUDIES INTO ELEMENTARY SCHOOLS:

A CURRICULUM UNIT

In this, the final chapter of the project, I describe the
practical culmination of the ideas, thoughts and beliefs which I
expressed in the first five chapters. 1In the first part of the
chapter 1 examine the topics which I consider most suitable for
children in the three divisions of an elementary school: primary
(6-8 years), junior (9-11 years), and intermediate (12-14 years).

I explain why I have chosen particular topics based on my reading
about, and knowledge of, elementary children over many years. Later,
I describe a particular unit and report on the implementation, eval-
uation and revision of it.

As with any curriculum development, it is important to relate
to the child's world. By using a child'é own experiences as a start-
ing point, a teacher can help the student to build upon these
experiences. The student will appreciate the context of this new
learning by relating it to previous experience. As his knowledge
broadens, the child will become increasingly receptive to subsequent
learnings.

With this in mind, it is my contention that there is much in

the literature and social history of Ancient Greece which directly
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relates to the interests and experiences of elementary children at all
levels.

Children at the primary level, 6-8 years of age, know a great
deal about life immediately around them. They know about their homes,
the clothes they wear, the food they eat, their pets, their school,
games they play, and their ever-widening circle of friends. They are
beginning to appreciate similarities and differences. They are at an
age when their imagination soars and in the magical land of fairy tales,
anything can happen. They have little problem with animals that talk
and tell stories. Don't their own favourite plush animals do that at
bedtime? Aesop's Fables are enjoyed and understood by young children.
They can often relate a similar experience of their own to those
happenings experienced by the animals in Aesop's stories. They are
also capable of making up their own fables to relate modern-day lessons
which they have learnt. Children in my class told the delightful story
of the careless fox who continually threw garbage over the forest
floor, filling up all the caves and underground passages. When the
hounds came to the forest one day, there was no escape route. Another
child told of the rabbit who ate so much candy which he stole from
picnicers' baskets, his teeth rotted and he was unable to chew on
healthy life-giving carrots.

Because they can appreciate similarities and differences, they
can easily compare the lifestyle of children in Ancient Greece with
their own. The girls cannot understand why their counterparts could
not go to school. When they hear about the strictness of the teachers,

they are not sure if they want to go anyway. The boys would love to
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have gymnastics all and every afternoon. The girls delight in the
elegance of the women's clothes but consider them too restrictive.
They are all amazed at the similarities of the toys and games which
are played even now. The concept of two and a half thousand years
ago isn't quite clear, but they know it is a long time. They pity
the poor Greeks for having to fetch their water out of a well or
fountain; always having to walk everywhere unless you were very rich;
they don't like the idea of women and girls having to keep strictly
to their own part of the house and not being allowed to go to dinner
parties.

They eagerly look at pictures, watch movies, read simple
stories and explanations, discuss what they have learnt. They record
their learnings in print, on tape, through pictures and models. By
the end of the unit they know a great deal about home and school in
Ancient Greece and how it compares to their lifestyle. Some decide
they prefer their life as it is now; others think it would be quite
an adventure to live life as it was then.

By the junior stage, ages 9-11, children's interests are chang-
ing. They are developing a sense of adventure and venturing outside
their circle of family and close friends. They have a wider range of
interests ranging from sports, science, crafts and music. They are
much more aware of the wider world around them, and are eager to explore
every facet.

Children of this age approach everything with a spirit of
curiosity and enquiry. They like to read about adventures of others

and there are many stories of Greek heroes written at the reading level
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of these children. They enjoy stories of Perseus, Theseus, Hercules
and Odysseus. The background of these stories can lead to areas of
interest for students to research and study. All the heroes travel by
sea during the stories and children are fascinated with old ships and
how they function. Arms and armour is another area which interests
many children. The physical prowess exhibited by the heroes can be a
catalyst to study games in general and the Olympic games in particular.

Home and clothing would still be an area of study and comparison,
but older étudents can develop more specific study such as materials
used, design and decoration, style and manufacture. Some children may
also be interested in activities within the home, the crafts carried
on by the women such as spinning and weaving; pottery making and wood
carving, which would sometimes be practiced in home workshops. Other
children may be interested in some of the leisure activities including
music, dance, and musical instruments.

Many children of this age are curious to know how so much infor-
mation has been discovered about these people who lived almost three
thousand years ago. The study of archaeology as well as reading of
such people as Schliemann and Evans can be the means of developing a
lifelong interest in Classical Studies. It seems to be a recurring
story; many adults now in the field of classical studies have developed
a fascination for the subject through the knowledge and enthusiasm of
a teacher in their youth.

As the child matures and reaches the intermediate level of the
elementary school, ages 12-14, their knowledge and interest in the

larger world around them increases. They are more aware of the community
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and how it functions; they are developing a sense of their country and
its institutions; they are broadening the knowledge of their language
and using it to communicate their own ideas and thoughts.

At this age they are able to appreciate how the Ancient Greeks
transmitted their newly-developed ideas of the world through legend
and mythology. Just as these young teenagers are struggling to express
their thoughts and reactions, they can appreciate how the ancient Greeks
struggled to explain natural phenomena and philosophical ideas through
myths.

These students can be encouraged to learn how much our language
and literature owes to these ancient peoples; how our alphabet developed
from theirs, and the many words in our language which are derived from
Ancient Greek. Although many genres of literature originated with
Greek writers of ancient times, one which can be appreciated by these
young people is drama. They can enjoy some of the plays and many can
appreciate the development of Greek theatre and its conventions.

Students interested in science and mathematics can pursue
research in these areas which owe so much to the Ancient Greeks. Their
knowledge in such areas as geometry, medicine, astronomy and architec-
tural principles make interesting reading.

The development of democracy in the Greek states is another
area in which student interest can be aroused. With their involvement
in organizations for sports activities, school clubs, student council,
and sometimes tﬁeir own "secret" clubs, they are interested in organ-
izational structure. A comparison of different officers found in many
groups, voting, ways of persuasion and methods used, can be a relevant

experience, drawing on their own knowledge.
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It can be seen from this brief discussion that both the liter-
ature and social history of Ancient Greece can be very relevant to the
interests and abilities of children in the elementary school. The
scholarship of this century, particularly in archaeology, has expanded
the scope of study of the ancient world to the point where a vast
number of interesting and relevant topics can be developed.

Through sound pedagogical practise, choosing a variety of teach-
ing methodologies to meet the different learning styles and abilities
of the pupils, and given the numerous topics which can be the focus
of student interest, it is my contention that the study of Ancient
Greece is a pertinent and valid choice for students in an elementary
school.

The final part of this chapter outlines a detailed unit for
study in the primary division of the elementary school.

In the first part, I outline the plan giving my aim and objec-
tives for the unit, content, activities and evaluation techniques.

The full programme of the content and activities is included in the
appendix of this project. I then report on the process of implemen-
tation, evaluation, and revision of the unit which I made over a
period of two years. The report includes teaching strategies used,
techniques of formative evaluation, changes I made in the second year.
The final paragraphs contain a summative evaluation of the unit as a

whole.
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AESOP'S FABLES

Aims and Objectives

1)

2)

3)

To develop in pupils an understanding and appreciation of the

genre of fables.

To develop in pupils the capacity to identify the elements of

a fable as including that:

a) the characters are usually, but not always, animals or
natural elements (e.g. the sun, the wind) given human
attributes;

b) the fables are usually very short;

c) they have a moral.

To develop the capacity of these students to apply this know-

ledge of the elements to create an original fable.

Language Arts Skills to Develop

a)
b)
c)
d)
e)
£)
g)
h)

i)

recall of facts;

vocabulary development;

phonic skills;

recognize the main idea;

differentiate between reality and make-believe;

classify;

sequence (seriation);

recreate fables in new ways;

give reasons for their preferences for certain pictures or

stories (evaluation).
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LIFE IN ANCIENT GREECE

Aims and Objectives (Chosen and adapted from Halton's Environmental

Studies document because it is the one with the most suitable objec-

tives for this unit.)

The student will, after completing the unit:

I.

II.

Appreciate that

1)

2)

3)

4)

5)

a family has specific needs which can be identified;

some needs are met by individuals with special knowledge
and skills; |
specific needs of a family in Ancient Greece, i.e.,

housing, food and clothing, can be identified and described;
the lifestyle of a child in Ancient Greece can be identified
and described;

the lifestyle of a child in Ancient Greece can be compared

and contrasted with the lifestyle of a child today.

Have developed an interest and appreciation of aspects of the

culture of ancient Greece.

Language Arts and Envirommental Studies Skills

a)
b)
c)
d)
e)
£)

g)

recall of specific facts;

vocabulary development;

classification;

seriation;

graphing;

independent study skills;

evaluation skills.
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CONTENT

In both sections (Aesop's Fables and Life in Ancient Greece)
there is core content which each child is expected to listen to, view,
and read. Within this core content there are specific activities which
the child is expected to complete. Most of the whole-group instruc-
tion and discussion takes place in the area of core content in order
to develop a knowledge required to meet the objectives. Also within
the core content, Language Arts and Environmental Studies Skills at
the level of knowledge and comprehension as specified in Bloom's
Taxonomy are included.

Over and above the core content a variety of resources is
provided to enable the children to extend and deepen their understand-
ing of the objectives and also to work on skills at higher levels of
the Taxonomy.

CORE CONTENT FOR AESOP'S FABLES

A) Films to be viewed and discussed by the whole group:
- Town Mouse, Country Mouse
~ The Boy Who Shouted Wolf
- The Greedy Dog
—~ The Miller and His Son
- The Ant and the Dove
— The Wind and the Sun
- The Hare and the Tortoise.
B) Booklet containing fables which I rewrote to enable the Grade 2
students to read them independently. The fables used are:

- The Fox and the Lion
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The Ant and the Dove

1

- The Shepherd Boy and the Wolf
~ The Hare and the Tortoise

The Lion and the Mouse

- Who Will Bell the Cat?
- The Dog and His Shadow (See Appendix 1)

Additional Resources

A number of books containing a greater variety of Aesop's Fables
and at different reading levels were available for the students. These
included:

Miller, J.P. Tales from Aesop. Random House, New York, 1976.

Stuart, M. (retold) A First Book of Aesop's Fables. Ladybird

Books, Loughborough, 1974.

Stuart, M. (retold) A Second Book of Aesop's Fables. Ladybird

Books, Loughborough, 1974.

CORE CONTENT FOR LIFE IN ANCIENT GREECE

Films: Life in Ancient Greece
Our Inheritance from Ancient Greece
Filmstrip: Life in Ancient Greece
Booklets written by the teacher at a level at which Grade 2 students
can read independently:
Topics: Homes in Ancient Greece
Food and Food Preparation
Clothing

Children in Ancient Greece (See Appendix 3)
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Additional Resources

Books which contained further information on the above topics
were available as well as books which covered other aspects of life in
Ancient Greece. These included:

Connally, Peter. The Greek Armies. MacDonald Educational,

London, 1977.
Crosher, Judith. The Greeks. MacDonald Educational, London,
1974,

Glubock, Shirley. The Art of Ancient Greece. Atheneum, New

York, 1966.

Hobley, L.F. Ancient Greece. Evans Brothers Ltd., London,

1975.

Leacroft, H. & R. The Buildings of Ancient Greece. Hodder &

Stoughton, London, 1966.

Powell, Anton and Vanags, Patricia. Ancient Greeks. Gloucester

Press, New York, 1978.

Robinson, C.A. The First Book of Ancient Greece. Franklin

Watts Inc., New York, 1960.

American School of Classical Studies. The Athenian Agora.

ASCS, Princeton, New Jersey, 1971.
ACTIVITIES

The activities for this section of the unit (see Appendix 4) are
also in two parts. The core activities are compulsory and are those
covering the range of knowledge and comprehension levels in Bloom's
Taxonomy. They are designed to give the children a basic knowledge of

the four areas of life in Ancient Greece: the home, the food, the
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clothing, and life of children.

Once the core content and the activities have been completed,
the children can then extend and deepen their knowledge by choosing
further activities which bring into play the higher cognitive levels
identified in Bloom's Taxonomy. Depending upon the ability of the
child, the answers could be at concrete, pictorial or abstract levels.

To facilitate the choice of activities, I decided that it
would be easier if the cards describing them were colour coded.

Those concerned with knowledge were printed on green cards, the
comprehension activities on yellow, and all the activities at the
higher cognitive levels of Bloom's Taxonomy were on pink cards.

As I realized 8ll the children would be starting on the same
level, I made a greater number of activities at the first, recall
of knowledge, level. Although this helped, I did not allow for the
fact that one topic might be more popular than others. The cards on
clothing were soon taken and other children were still wanting them.
For the first day I had to ask children to share and then made further
activity cards that night. This was the only time the problem was
encountered because once the children began their work, they proceeded
at various rates and were soon at different levels.

IMPLEMENTATION AND EVALUATION

As 1 suggested at the beginning of this chapter, I would intro-
duce any units on Ancient Greece through the use of various types of
Greek literature in translation. For primary children, Aesop's
Fables are an ideal vehicle for their first venture into the world of

the Ancient Greeks. The fables are short and easy to read. The
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majority of the characters are animals, some of them domestic pets
with which the children are familiar and may already have an affinity.
Because the animals talk, there is an element of fantasy which child-
ren of this age enjoy. This fantastic element has been captured in
the illustrations of many excellent books of Aesop's Fables where the
artists have imaginatively dressed the animals with sartorial ele-
gance.

An excellent introduction to this unit is a film of Aesop's
Fables. The film contains six fables read by Victor Borge from the
book of Aesop's Fables retold and illustrated by Louis Untermeyer.
This delightful film captures the interest of the children immediately,
and after viewing this film, group discussion elicits the following
elements of a fable:

- the story is usually very short;

- most of the characters are animals which behave in human

ways;

- the story attempts to teach a lesson.

Once these criteria had been established the children were
encouraged to apply them to a variety of fables either read by the
teacher or the children themselves. Quite quickly, they established
that the major divergence from these criteria rested with characters
who may also be humans or natural phenomena given human characteris-
tics.

Once the children were familiar with a basic group of fables,
they used them in a variety of activities. 1In order to achieve this

familiarity I allowed the children three or four days to work through
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the knowledge and comprehension questions. The fables were used as a
basis for developing phonic skills, vocabulary, and silent

and oral reading skills. Comprehension questions were also developed
as were sequencing activities.

Once the children were familiar with the fables they were ready
to continue with activities at the higher levels of Bloom's Taxonomy.
As many similar activities had been done by the children in other
units, they were to choose their own activities and work on them inde-
pendently.

On the whole, I was pleased with the student responses to the
unit. The first year I field tested it all but two of the objectives
were not mastered to my satisfaction.

The students had little difficulty in defining the elements of
a fable, recognizing the moral of a fable and putting the events in
sequence. The objective on reality and make-believe had been intro-
duced to the students at the beginning of the year in a unit on
Hallowe'en, re-inforced in a unit on Fairy Tales, and by the time
they were working on fables they were able to recognize if a state-
ment or situation was real or make-believe with 90-1007% mastery.

The two objectives which were most difficult for the students
to achieve were: creating a fable of their own, and being able to
give valid reasons for their preference for a picture or story.

These objectives, of course, represent Bloom's highest levels on
the taxonomy, Synthesis and Evaluation. Because students gave very
vague reasons for their choice of a picture or story, such as "It's

nice" or "I like it", I decided to work further on evaluation skills
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using pictures and class discussion. I chose three pictures of the
fables which had been drawn by students and the class were asked to
choose one specific thing about any of the pictures which appealed
to them. I was very pleased when they began to use some of the cri-
teria which I had emphasized in the art programme throughout the
year-use of space, texture, coloﬁr and shading, and movement. Once
the more outgoing students began to voice their opinions this gave
the other students an incentive to voice their ideas. Eventually,
the discussion progressed to comparisons of the techniques and why
they felt certain pictures appealed to them more than others.

I believe this kind of discussion helped to promote a good
basis for evaluation techniques. At the time I would have liked to
extend the discussion method with small groups to discuss the fables
but time did not allow for this. However, the following year I began
working on evaluation techniques early in the unit. This certainly
helped the children when they worked on their individual assignments
because they were able to give a more reasoned account for their
preferences. They were able to give comments such as "I enjoyed this
fable because it shows that if you are kind to people, they are
usually kind back", or "The picture of the feast at the city mouse's
home was the best because it showed all the foods I like."

The most difficult objective for the children to achieve was
creating a new fable. Most of them attempted to write one, but with
few exceptions they wrote a slightly different version of a fable they
had already read. The most original idea concerned an animal who

boasted about his good looks. The other animals pasted an ugly
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picture on his mirror to frighten him and teach him a lesson.

The following year, I decided to work with the whole group
before they started their individual activities. We started a dis-
cussion with the idea that if Aesop lived today instead of two
thousand years ago, the topics of his fables would be very different
because there are many lessons people might need to learn today which
were not necessary in Aesop's time. Although the children had little
concept at this time about life in ancient Athens, they knew that there
were no modern forms of transportation such as cars, planes or school
buses. They didn't think there would be such a great problem with air
pollution. When I suggested garbage, they weren't too sure. They did
not think there would be plastic bags then and knew there wouldn't be
garbage trucks but were sure that the ancient Greeks would have to get
rid of waste food and maybe things that were broken and could not be
mended. They certainly were not sure how it could be collected.

We talked briefly about this and the problems we had in our own
school yard when students dropped a lot of garbage and there was no
one to pick it up. They decided they would like to write a group
fable on the theme of garbage. Again there was a great deal of dis-
cussion, with students offering many ideas. Finally, and this took
about three days' working on the idea for about an hour each morning,
an original fable was produced.

They decided the characters should be two natural enemies, a
rabbit and a fox. The rabbit lived in a beautiful part of a forest
but because he was thoughtless, spoilt the area by throwing his gar-

bage around. There were many suggestions about the things the rabbit
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would do and we tried to incorporate as many as possible. These
included eating a banana and throwing the peel on the ground, stick-
ing a big wad of gum inside a hollow tree, and throwing bits of
carrot and lettuce leaves down his burrow.

Of course, the day came when the rabbit was chased by the fox
and the garbage foiled all his efforts to escape - he slipped on the
banana skin, the gum caught in his fur when he tried to climb the
hollow tree, and when he finally made it to his burrow,it was so full
he couldn't get inside.

The students certainly enjoyed offering suggestions as to what
might happen to the rabbit. Although the whole process seemed to be
very time consuming, it certainly helped the children to realize the
steps they could take to write their own fable. To further facilitate
their writing, we discussed a list of modern problems they could use
as the basis for a fable. Their suggestions ranged from showing off
on a bicycle and playing between parked cars, to eating too much candy.
Eventually, we had a list of almost twenty different problems they
could write about.

This time about half the class thought of an original fable.

Two or three still rewrote a fable they had viewed or read, and about
half a dozen rewrote a version of the garbage fable, changing the
characters or the situations slightly. However, the rest of the class
produced interesting and unusual fables. As well as animals as charac-
ters, some children used natural phenomena such as the stars and the
moon, whilst others had humans as their characters. There was a variety

of problems ~ and some unusual consequences. The dog who stole candy
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lost all his teeth and had to eat porridge for the rest of his life.

A gruesome punishment indeed! The little lamb who played between cars
had his tail caught when one car reversed and backed into the other.
When the wolf came by, the lamb was easily caught. Although some of
the fables did not always have a "moral', the characters always learnt
a lesson.

Both years of teaching this unit showed me that once the children
had been shown various skills or techniques, the majority of them were
certainly able to use them creatively and imaginatively. I also real-
ized that those children who had difficulties would have benefitted by
more repetition of the skills on an individual or small group basis.
However, by continuing to use Bloom's Taxonomy, I was able to repeat
many activities such as classification, reality and make-believe, in
other content areas during the school year.

I was able to lead into life in Ancient Greece by expanding on
the discussion we had had about garbage and talking about other ways
of life in those times which might be different. They felt that the
clothing might be different as well as the houses. They thought that
people might have to walk everywhere and didn't think there would be
stores like we have. One child thought the people would have to make
their own clothes and furniture, just as the pioneers did.

After further discussion, I showed the film, Life in Ancient

Greece. This is an ideal ‘introductory film as it shows the home, food
that was eaten, clothing and how it was made, the daily routine in the
home, and the schooling given to the boys. After viewing the film

there was a long discussion about some of the things the children had

learnt from the movie and they compared life then with life now.
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During the next four days we read the booklets which I had
prepared to give the children basic information about the four areas
I wanted them to study. The children were encouraged to make obser-
vations or ask questions about the text or the pictures. At the same
time, during the free reading time, many of the children looked through
or read the books which I had provided as additional resources. On
the bulletin board I also put a large variety of pictures and postcards
which I had collected on previous trips to Greece and these also led
to many questions and a great deal of discussion.

Once I felt the children were familiar with the booklets and
the vocabulary, I started them on activities. As I explained earlier,
the cards were colour coded and I told the children that the green
cards in any topic should be completed first as these would provide
them with basic information which they could then build on. This was
the only stipulation I made. Because this was the first unit of the
year with so much independent study, I allowed the children either to
work by themselves or in pairs. In this way, the less able children
had someone in addition to the teacher to help them in areas they
found difficult. This approach led to greater on-task activity for a
number of reasons. The more able children literally took over their
own learning with very little intervention by the teacher. This
allowed me to spend more time with the children who had difficulties,
in individual or small group discussions. I also noticed that if I
was working with someone, students would seek out other students who
had already completed an activity for help. The students were

becoming self-directed learners.
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The students who worked quickly gave an impetus to other
students to finish one activity and start on another which perhaps
they did not realize was available until they saw another student
working on it. Sometimes this had its disadvantages. When the class
discovered a graphing activity where they had to record a preference,

I was asked over twenty times in one afternoon if I preferred to live
now or would I have liked to live in Ancient Greece. Another day I
ran out of plasticene when the whole class decided they wanted to do
the model-making activity. This also led to some of the activities
not being completed to the best of the pupils' ability. As I insisted
that one activity must be completed before another was started, some
were completed in a rush without the usual care and attention. I
insisted on checking an activity before they could begin modelling
and if it was not satisfactory, the work had to be redone.

Because of the number and variety of activities, there was more
than enough to keep the children busy and interested. Rarely did I hear
"I've nothing to do"i The activities provided a challenge for the more
able students and yet there were enough for the less able students to
complete successfully. In fact, some of the more able students who
studied and completed all four areas were able to devise their own
activities for topics in which they were interested. The boys were fas-
cinated by information on Hoplites (soldiers) and sailing ships which
they read about in the resource books. Other students wanted to find out
more about public buildings in Ancient Greece and about their gods.

Although time in class was not sufficient for the children to

do an in-depth study on these topics, I noticed when the unit
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was finished that the children were continuing to borrow books on the
topics from both the school and public libraries. While we were work-
ing on the unit, one little girl brought in a large garbage bag in

which she had pictures and National Geographic articles on

Ancient Greece. She and her parents had searched for these at home.
She also had half-a-dozen books about Ancient Greece which she had
borrowed from the library. When I mentioned the rule about the limit
of two books on one subject which is usually followed by the library,
she just grinned. The class had the benefit of those extra resources
for the duration of the unit.

When evaluating the children's work, either formally or inform-
ally, I felt I had achieved the objectives I had set. The children
had a basic knowledge of the homes, clothes and food and how these
family needs were met. They were able to discuss and compare how
these needs were met by the people of Ancient Greece with the way
they were met today. They could describe the lifestyle of children
in Ancient Greece, compare it with their own, and make evaluations
to decide which lifestyle they would prefer. For this class, modern
children were infinitely better off than their counterparts in Ancient
Greece. The girls were not impressed by the confinement within the
family and home for the girls, the tasks required to meet the needs
of the family and the lack of choice in the variety and style of
clothes. Although the boys were taken with the importance of, and
the time spent on, physical education during the school day, learning
to play a musical instrument, the limitation of the school curriculum,

and the harshness of the schoolmaster were deciding factors in their
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vote in favour of modern times. I also feel that the lack of modern
amenities which they take for granted, particularly television and
cars, had something to do with their choice.

Although I was able to develop a large number of activity cards,
I felt I did not develop enough to allow less able students to express
their ideas in a "concrete" mode, particularly at the higher cognitive
levels of Bloom's Taxonomy. For these children, writing their res-
ponses became a real difficulty. They could talk quite freely about
what they had learned but their written information was quite sparse.
Another time I would try to organize some method which would allow the
children to tape their responses. This might be done through an inter-
view activity.

Also for these students I would include a greater number of
model-making activities with more specific instructions and access to
more assembly-type materials such as inter-locking blocks. I don't
feel 1 was as successful in fostering independent learning with these
students because they required so much help and direction with the
activities once they got beyond the knowledge and comprehension levels.
However, they were given the opportunity to work on the activities and,
with help, were able to succeed.

Writing this project is the culmination of many years as an
educator and a student. As an educator, it has been instrumental in
defining my philosophy of education, looking at my role as a teacher
and the ways I can best help my students learn. It has made me
realize that in this rapidly-changing world, just imparting knowledge

is no longer sufficient. My role as a student has made me recognize
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that what once was considered absolute can in fact change as scientific
techniques bring new information to light. 1In this context, I began
to realize that information which I gave to children as a fact today
may be obsolete tomorrow. Therefore, I have to ensure that the
children in my care are involved in higher cognitive levels of learn-
ing if they are to become motivated, self-directed learners, capable
of questioning information which is presented to them and researching
for newer information. As I gained a more comprehensive understanding
of Bloom's Taxonomy, I had more appreciation of the value of setting
educational objectives and discovered more ways of involving my
students in activities to develop the higher cognitive levels of
learning.

As a student, I was able not only to deepen and expand my own
knowledge of Greek and Roman civilizations, but also appreciate that
very many facets of our present civilization have their roots in the
cultures developed by Greece and Rome. My learning enabled me to
trace the almost continuous influence of these cultures over the
centuries, particularly in the field of education. I discovered how
classical scholarship changed from a purely literary viewpoint and
responded to the relatively new discipline of archaeology. Although
this new discipline was able to confirm many beliefs about early Greek
civilization which had previously been known through the early writers
and oral tradition, it also brought an explosion of knowledge and
information previously unknown. In some cases, scholars had to re-
orient their thinking about these ancient civilizations. 1In other

cases, entirely new avenues of exploration were opened up.
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As Colin Renfrew states, this led to

...an increased feeling today that the deeper

understanding of the past has a relevance for

our own present and future, and should also

clarify some of our current problems of over-

population, pollution and ecological cata-

strophe.

Modern classical studies span many areas of the curriculum.
Because it is tied in with so many disciplines, it can help students
become diverse and flexible thinkers. As continuing excavations pro-
vide new and varied physical and documentary evidence, scholars must
revise their theories; there is no final answer.

It is my hope that by introducing young children to a vital
part of their heritage, in a way which is consistent with modern

educational thinking and practice, they will develop a lifelong appre-

ciation and understanding of the value of our past.
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These appendices appear as they would be presented to the

students. Appendices 1 and 3 would be their personal copies. The

questions and activities in Appendices 2 and 4 would be reprinted

on colour-coded cards.

2.

The illustrations in Appendix 3 are from two sources:

An Ancient Shopping Center. The Athenian Agora. Excavations

of the Athenian Agora Picture Books, (prepared by Dorothy
Burr Thompson). Princeton, New Jersey: American School of
Classical Studies at Athens, 1971.

Crosher, Judith. The Greeks. London: MacDonald Educational,
1974.

The illustrations are individually identified in the booklet.

To facilitate binding, the pages of the appendices have been

reduced from their actual size.
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Th& L\Oﬂ Oﬂd T\’LC_, MQUS&, 125
One doy a lion was osleep af

ﬂ\e edgz of o wood. He was so fill

JT\nan G mousSe ron ocross his hose

without knowing it was a nose, and
Q \ion‘s at ‘H‘\Q‘\“.

TL\Q, \'\on C\O ed his aw To

PP P

\'\is Foc,e, and caugH‘ someJrh'n_q
?urry. Lozi\\/ he oPened H\s eves ond
lifted up one side of his huge, paw
to see what he haod Cough‘\i He was

Omused +o ch\ G mouse.

.'Spore me, 9re“o+ \<\h8) squeqked
ﬂle, litte mouse , I didnt mean fo
do ﬂ'. Ld’ [Me go and someolo\/l— wi“

FQ,POY \/0u.
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Thaks very funny, laughed the

lion. How con o little thing like you
help me, The 9reo+ k\ng of the beosts?
E dont \«now rep\‘ed the mouse, but
a liftle creature can sometimes Help
a b\ one.

\/\!e\\ you made me \oug\'n said ﬂ'\e,
\\on which is 6ome.Hmr\8 1 seldom do.
50 he, efr H’\e H"He mouse 90.

A few o\oys later the lion was
caught 1n a hunters net He roared
Qngr‘\\\/ and fhe tin mouse heard him

That is the fr\end\\/ lton She cried.
He must be in trouble. AS unck

Qs S\'\Q, COu\d 6\'\6 POCQd '\"O ﬂ'\e, \IOﬂ
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T\’\e lion thrashed around in the
net, 1Lr\)/\’r\8 to 92,\L free |

Ba still 9rea+ kl'ng,‘ called the +in\/
mouse. I will gnaw H"\rough H’\e, ropes
and set vou free.

T\f\e 'ion \a\/ SJH“ while the mouse
gnowed Jrhrough the net with her S"WO!‘P
teeth In @ short time the lion was able
+o" creep out of the net

\./w see? | told you L wouu\d repay
\Iou,‘ the mouse said hopp\\y. A "nlﬂe.“

treature can "\e.\P a 518 one Sometimes.

And H‘\e \ion hod to admit it was Jfrue.



The Hare and The Tortoise =
The hore, WGS showing off before

the other onimals.

I con run ‘Fas“‘er‘ Hﬁan omy of “
Ou,‘ he boasted. Nobody can beat me.
Yo , Y .‘

Well I'm no‘r. so sure of That
\ow “voice, soid. I’I\ race you 'nC you
\ike.

Dr WQaS H}e Jrc>\~+o'vse, SPeqkinS.
E\/erybod\/ wWas SurPr'\sed, for H'\e\/

all knew how slow he was.

Tk?‘,‘ hare \o\ughed.“ﬂwo{"s a good
Jgke. ) "
I mean H‘, said H\e +or+oi5e. Le+%

hove o roce.
So the animals marked out o
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face course, -ﬂ'\e race began at
the ook free ond would end ot
the bridge on the other side of
the v'\Hoge. “

Ths o) good T WO “m'\‘es, saicl the
hore,. "Now let's go.

At the command 1o start he
raced off down the road. Before
‘ong the hare was almost out of
s\ghjr. \/J\'\en "\e |oo\<e,d bock, H’\Q,
Jrc?rlro'\se, hod homc“y moved.

I,\/e, “ 90+ P\erﬁ'\/ of +1me +o toke
a nap, the hcre said Jrcah'\rr\seH:.’l’o
mO\'(Q, ‘Fun O‘F “H’\e, +or+o'\se,, H\e hare

\o\/ down and Pre}ended o qo o
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sleep. But the sun was hot and
before ]onS,‘Hwe, hare reo”y WO os!ee,p

Some hours later he woke up with
o start. He remembered obout the
cace. He looked back down the road
but the tortoise was nowhere in
613\'\‘\‘. He looked Yowards the Eridge.
The, +or+o\se wWas o\mos+ There .

The hare dashed towards the
Bridge as fast as he could go. But
he was too late. The fortoise reached
ﬂ\e bridge before him and wos

Jf\% winner of Hwe race.



The S\f\e;\'\erg_i Bo_yr and The ;/LS_IB:QIF
A

Shcp\’\erd boy went out Yo the
H”S every doy. —H'\e Pos+ure was o
\onely spot beside a dark forest andl
the hours Possecl slow\y.ﬂm boy of ten
\OHSQCI FOF Some CO!T'IPGH\I’ +O kaQ -H"\Q,
time pass Fos+er. )’ \e Eegcm o think it
m'\SH’ be fun if a wolf came fo attack
the shezp.Then gveryone would come
rush'mS) and there would be Some

ZXC'xJ('eman+ For Q Change.

One da\/ ‘H\e EO\/ decided +o
Sive Hwe a\orm J'usf to see wlwajr
would Hcppen. Hidin& behind o tree,

he shouted *oudly. Wolf ! \/\/OH:I
ﬂ‘\z men in ‘H’le, Vi ,086 snatched
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up their c\ubs ond come r‘urm‘m9 as
fast os Hmy could. But when H’\e\/
reached the poshre H‘ae\/ did not see
Q NOH:. The SheeP were 9r‘a7.|'n8 and
The shepherd boy WOS ,oughing.
_ "It was onl aJ'oke,,‘ he explaineol.
I wonted to see what would Hoppzn
if T called for he\P.‘ |

—”\en one dox/ o wolf reo\\\i
did creep into The Pos+ure andl
bggon to eat the sheep Th&
x(‘righjrened boy ran down the hiH,

z‘. Wolf!" as louc“\/ as

scrzammg \/\Iol

he could.
-n\e, men N ﬂ\e vi\\uge ﬂ'\ouSH it
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was  just another S‘:'\“\/ ‘rick. -ﬂ"\e\/

smiled of each other and shook

Their heads. They were not ‘9oin9
'\'o be 'FOO'@d ogom.



The Dog and His Shadow 1

-ﬂ\e/ dog WQaS happi\y +roHin8 home.
I+ wasnt every day that the butcher
gove him a Juicy bone with meat on
\Jf‘ ﬂ'\e d09 was corryin\g it very
carefully in \'\is mouth.

On he way he l'lod +o cross a
\'\H\e stream. |'\(e looked down from
The %cﬁbridge into The clear water
To his surpr‘ise,, he saw another dog
under the water The other dog also
had o bone in its mouth. Tt locked
0S Jf\'\oug\ﬁ it was o bigser bone than
the bone he HQO{.

With « growl, he dropped his

bone in order to grob the other



dog’s bone. But no sooner had he

done that the d09 under the water

also droPPed his bone. |
For o moment the cloS stood

\ook\'ng omgrily into the water. He
cou\dn’+ uno\e,rs+or\d iJr. AH l’\e, knew

was that he hod lost his bone and

must now ge home without it



The Fox gnd_:_"te L\og 136

One clox/ o. 1Cox saw Q \ion. H‘ wos the Firsﬁ'
'\"\me_ he l‘woc\ ever Seen one. Tl"te, |ion lookec{
30 b\g H’\(ﬂ‘ H‘te Fox Ald not know what +o
do. He ran away as fast as he could.

Soon he Saw Jr\'\e |'\on OSOu'n. This +ime,
the fox said, T saw you the other doy.
1 dont like the look of YOU.YOU are foo
big. YOu m'\s\'\+ want to eat me."

And \'\e ran away ogo'm.As "\e ran, }16
said +o Hmsel{ hﬂ\a l'\on did not eat me
Jf\'\e Ficet +ime,.“ So he did not run as fost

Nexd dO\/ he met the lion agoin, and
did" not run away. “ .

Good morning, Mr Lion, he said. I
ha\le Seen you Before. YOu Clo not look




S0 b\g +od0\/.I am not afraid OWC
\/ou Or\\/ more.

So he saf down o have 0_\on9
chat with the lion.



The Ant and The Dove **
One hot day, an ont went to the
river To Sefr a drink of water But he
fell in and could not get out:

A dove saw H‘\o* Hwe 0n+ wWas in
dcnger. I must }de Hm,' she so'\d.‘Ilc
1 P’nck up a leaf and droP it into the
WO‘\’U‘, H\e, ont can Sd' on i{'. I‘\' wiH ]:)e
like o! \'\H\e an“’. “ |

So the dove dropped a leaf on the
water and the ant chmbegl onto it

Thank you, Mes Dove, coll‘\e,d the

anf. I wi\\ help you one do\{.

SOO\’\ OH‘QF a man came Olong
w'\lrh Q bow ond QArrow. He SAW H’\e
dove on the tree and wos going to
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shoot ot her Just then the ant

coame o\ong ond b|+ H’\e man on H‘\e
\69. This made the man JumP and
\‘\'\5 arrow wenf up info the sky
—”\e arrow missed the dove, so
She sz out of donger.
'T%\onk you little om‘h“cooed The

dove, you did he\P me after OH.“



Who Will Bell The Cot? 140

Once some mice lived N ohouse.

Also \Ninﬂ in the house wos a very
\orge cat Every day she liked to eot
some of the mice.

At lost ‘H’\a\{ said to one another
This  must eroP or soon we shall all be
eaten. Let us hove a mee‘hna and decicle
what we should do.

The mice discussed ways which
would help To make them SOF&.HHOH‘)’

one mouse said " I know whod' we can
do. One, o‘F us must Pqu Q be“ on Hne,
cot The bell w'\“ ‘\'Q,H us when she is

near ond SO wWe wi“ 5“‘0\/ N our \womes

Affer she has gone oaway, i+ will be
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30(@ \Cor us +O 80 out ogam.”

The rest of the mice agreed that
this would be a wise ‘Hm'ng to do.

Then one old mouse asked who
Was  going to pu)r the bell on the cat

1 am too o‘d,u said one. | om not
able +o run qyu'\c\(\y.“

‘We ore too smo\\,“ said the

\30\07 mice. .
"-ﬂ\e cat is too ‘F05+ \Cor me, said
another
In the end none of the mice would

Pulr the bell on the cat so she J’uswL

went on eajring 'HW, mice.
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Quze*xons and Ac’r‘wihzs ‘C:( Students

Know\e.dge, - Recall,

The Llion and The Mouse.

) Where was the lion s\eaP\‘ng?

2) Where did the little mouse Tun?

3) N\m{ did the lion let the mouse 30?
k) Whot did the lion 32:\' caught n?

5) How did the mouse free tRe lion?

The Hare and The Tortoise,

D What did the hare boast he could do?
2) Where did the race beain ond end?

2) W\n\( did the hoare ‘\'o\ge, a nop?.

k) \\l\'\\1 did the hare s\zep for a long time?
5) Who was fhe wWinner of the race?

The S&fphe,rd Bov  and The Wolf
) Where  did ‘fhe.Ys\'\eP\ne,rd boy go ever da\f

5
2) \rJ\n\{* did the bow decide Yo cr\,' olf the first Yime?

2) Wh did the men from the V\\\oge br\'ng with them?
W What lesson did this foble Yeackh™

The Dog and His Shadow

) What “wos the do Qorr\l\’ng M his mouth?®
2) What did he have Yo cross~on his way home?
2) What did he see n the woter?

The Fox ond The kion,
1) Whot did the fox do the first time he saw the lion®

2) What did he think the lion mish‘\' do to him?
3) What did the fox do once “he knew the lion?
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The Ant ond The Dove.

) Why did the ont go to the river?

2) How did the dove rescue the ant?

2) A man come to the river. What did he br\'n\cj
with him?

W What did the ant do Yo =ave the dove from
be'\na hurt?

Who Will Bell The Coa¥?
D Why did the mice want to bell the cat?

2) What excuses were given by some of the mice”
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Know\edgz

D) List Ythe nomes of ony ten animals you read
about in the fobles. Re-write the nomes in
ol P\no betical order.

2) Choose any foble from the booklet. Make up
three quzs’rions obout the foble to osk a friend.

3) The \Co\\ow\hg list of words has been taken
from the fobles. Say them oYu'\d\Y to yourself,
then Pr’m‘\' the number of sy\\o\o\es \37 the side

of each word.

omused alarm

ont lion

lazi \\{ - bone

hare every bod\{ -
remem bu‘ rface

B The Fo\\ow'mg list of words has been token
from the fobles. Choose a word from the word
box which means the oppos\\-e. of a word

in  the ligt. Print it b\f the side
\uug\n_____ winner
late open
fast LWy
sky old
os\ezp s’rop
go close  cry awaoke early

young slow drop ground loser
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Comprehension.

) Choose one of the fables from the booklet

and rewrite it In your own words.

2) Choose any one of the fables. Draw a P\c+ure,
Yo show the main idea of the 5‘\'or\/.

2) Work with a friend. Choose a faoble and
make some stick up efs. Practise the foble
os o play. When you ‘are ready, present the

p\a\( Yo the class.

n) Afier read(ng your booklet of fobles,
illustrate fhe “cover of your booklet.

5) After raod(ng all the fobles n your
booklet, write ~down some of the things
which you think are the same in all

Yhe faobles.
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b) Read ’f\'\roug\'\ the titles of the fobles

and the wmain Tideos.

fhe main 1dea.
T\*\c
The kion and The Mouse.

The Hare and The Tortoise.
The Shepherd Boy and The Wolf.
The Dog and His Shadow.
The Fox and The Wion.

Who Will Bl The Cot.

Match the fable with

Moin ldea.
\¢ you afe too Srezdxf, \ou
may lose. the H’dnss you already
have.
W's casy Yo Pu* forward ideas
bu\' no'\’ a\woqs 30 €05\1 ‘\’o Corr7
fhem out.
When  you Q')( Yo know someone,
they are not so Fr‘\S\w'\zm'nS,

Slow and s\'e,c\d\‘ wins the race
Small animols can sometimes

If we tell lies, no one will
believe us when we sPe_ck

the truth,
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Higher Llevels of Tg}onom#‘
J 7

\) Rzad ‘W\rous\"l ﬂ'\e, 'Fo.b\e.s n \/ouf book\e;\'. Lis'\'

words which” describe movement and those '
words which con be used instead of "saicl”

2) Find ouf from the rest of the class which
is their fovourite foble. Make o SraP\n to
show your results.

2) kist all the animals which you have read
obout in the fobles. On o \onS 5‘\r'\P of

Reper. draw fhem in order of~ size 30\h9
rom largest to smallest.

L) Choose any foble you have read. Draw a
flm stei to show six or 2ight events

in the order in which ‘\'he\I haPPe,n.

5) Imagine one of the fobles hos been Pr'm’tec\
oS § book . Make uE on advertisement' which
you think would h \P to sell the book.

6) Make uP Q 'Fab\e, OF Your own,
7 Dohyou think a foble is a Bood woy to

teach’ a lesson® Give reosons far your answer.

%) Which fable did you enjoy the most ? Give

reasons for your answer.

q) Read -Hnrough tfhe list of animals which
ore found “in AQSOP'S Fables. C\stipy
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th wnto  the followin roups: bird,
em 9 J P,{Lis\r:.

wnsect mammal, amP\-{.b'\an, reptile

she tortoise lion dove lion
SrasshoPPer‘ hare ont fox qoose .

10) Read the sentences. If you Yhink b could
be real, put an R. Put an M if you think

they would be moke- believe.

‘Fro% 0\03 mouse wo\? c_a\' eoa\e,
P

o) The dove droPPe,d a leaf on the water

b) The fox ran oway from the \'\or\.'|
) "We must put o bell around the cat, said the mouse.
d) The lion \aug\ne,d ot the mouse.
) The 5he,P\'\erd boy cried, 'Wolfl____

£) The dove thanked the ant for saving her life
) The dog Yrotted home with o bone.

‘3\) The +iny mouse Snawed theough the rope._
DTN be.a'\f' you in Tthe race, cr\%d the hoare.

) Sitkin down, the fox had a long chat with the lion.__
k) The ot liked to eat the mide.
) S\ow\\1 the Yortoise walked o\ong the Po)t\r\.___

m) The hare and the Yortoise hod~a race.
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We find out oabout Ife in Ancient Greece
Xa various WOYNS. SOme +mes we can read
O.bou+ ther ln(& N 5+or‘|e5 w}mch were written
Od’ H‘WO+ hme;.

he led the way home for his travel-
worn friend and brougH him to the 9rea+ house
where +‘ne\1 threw down their c{ooks on settles
or chairs, S*e,.PPed into the Pohshed baths and
washed When the maid servante had finished
bO‘H‘\'mS them and r‘ubbma them with Ol})ﬂwey
gave them tunics and fthrew wWorm manties
around  their s%oulders) and the two left their
baths and sat down or charrs. A mad came
with  water n o fine So‘dem J4g and poured
it out over a silver bosin so that they
m\SH’r rinse thewr hands. She drew up a
wooden taoble and the staid house keeper
brougH’ some bread and set it b\f them. ..

Telemachus' mother sat OPPOSIJVQ them
b\; a PnHar o{: the HQH, reclining 1n an eos\/-
chair ond spmnm ‘H\e, detnco?e f‘hreod
on her distaff while H’\e\f fell 46 on the 9ood
fare laid before them. ' |

Homer The Odyssey
trans. E.V. Rieu.
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,qnoHne,r impor‘{'anJr source of in'Formah'on
is  the work of archceologisn‘s. Not only

do ‘H\e\/ find the ruins of 'orge, oand
small bu'\\dings, ut  they also  find
small objects ~ such as coins, swords,
jewellery and pots. The pots of Ancient
are Por'hc.u'orl\{ '\mpor+cn+ because
of them are Poirﬁed with scenes
excellent picture of

Greece
many
which Sive. us an

life in Ancient Greece.

The Pic*ure
on this vase
shows how the
women did
fheir weaving
on an uP-r'lsH
\Oom.




Houses in HAncient Athens, 151

The houses in Fthens were crowded
‘\'oge‘l‘her on narrow twisting streets which
were dusty and d'|r+\/. ften an open
drain ran down the middle of the street.

Because of these conditions, most houses
were built around an open cour+\/ard which
became the centre of many household activities.
Some courtyards had a Pool and rainwater ran
ﬂ\roug\w pipes from the roof into the pool. Also in
the COur*\{c\rd there was often o small altar
where the ‘FOm\\\I Sa‘Hﬁered to pray to their Sods.

On\\{ the \arger houses had stone floors and
sometimes a very rich mon rmSH have decorated
the floor of his dining room with beautiful mosaic
designs. More offen the floors were J’us+ flattened
e.or‘\'\‘\. T\'\e wo\ls O‘F ‘H’\e HOuse were made oF
sun- dried mud brick and fhese could be ver
eosi\\/ broken. In fact burglors in Athens were
known as 'woll-Piercers' because it was so easy
to  dig through the walls.

Some homes had a second storey over part
of the building. Few windows overlooked the street
ond those that did were uSuoH\l Placed high in
the wall. There was no glass in them but



they could be covered by wooden shiifters
to keep out the heat and the dust. Usually
or\\Y one door from the house would open
on fto the street

The roof of the house could he flot

or S\OP'\ha ond covered with tiles



Rncient Creek Houses, 153

.—r;:; The Athenion Agofa.
P.Q.

These P'\d'ures show t he outside of

Rncient Greek home.s.—ﬂ'\e\l did not have
gardens around the house and the
doors opened direcH\f on

to the sotreet Most of o

the windows were high i

on the wall

i

The Creeks P b
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., A s\nop i Par‘\’ of the house.

. The cour\'\loro\. 3. Covered por'\’ico
bed rooms,
m‘nﬁ n the roo‘F

L, 5. L\V'\hg rooms. b, 1. Women's
2. Omoke qgoes out ‘H\rough on ope
q. Bathroom with Poﬂ'er\i +ub

0. Women's sitting room. 11,12 Kitchen

'3 Store room. Iu. Onte -room 16 Men's d\'m'n3 room



Inside the House.
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1nede the house most of the rooms
opemed onto the courtyard.

The lar935+ and most impc:r‘h:n-nL room
wos the men's dining room. This was the
entertainment centre of the house where the
man  would nvite all hig male friends o

dinner. [f the owner were rich, the cdining room
would be decorated with mosaic designs on the
floor and painted walls. Couches were placed
around the walls for the men +o recline on

while eating their meal. R smoll table to hold the
dishes of food and Soble,\'s of wire was piaced

before each man.

Rrother \{mpor’ron+ foom wWas o sing room

for the women. Here the \Qd\/ of the

\"\ouse
would falk to her

friends or attend 4o
the \mPorlrom‘\' task of spinning and WP_owhS,
The kitchen wos one of the smallest

rooms n The house. F\n\{ food which could be
stored would be kept in large cla\/ Jars.Cookmg

pots were olso made of clay and stored in
the kitchen, Sometimes there would be a
raised hearth

in the room and in bad weather
the food

would be cooked over o fire built



on the hearth Otherwise the cookmS wA&Us clone
out doors In Tthe c.c>ur+\/ard.

Not oll houses had a bathroom. If there was
one it would be a very emall room. Sometimes
there might be « PoHe.r\I +ub and maybe
footboth. |f there wasnt a +ub, the family would
bathe In «a \arse. Po+, All the water haod 4o be
corried from the well n the cour+\/ard N
large wooden buckets or water jars.

If the house had two storeys, the bedroom
For the ‘Foum'\\\‘ would be uPS‘Q‘O'\rE;. Couches mlgkf
be made up as beds each rwigh‘f" or the
bed might be wmade up on a wooden
P\oﬂ‘gorm.

In the winter the houses were drouBHY
with  no 9\&55 in the windows. The Onl\{
heat was provlded bY charcoal broziers
ond \‘xgH came from \ompe. filled with

o\we - OI}.
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Furniture and House Interioes.

SRR T ould

4
S A

hN

a home of
a rich man

T"\b \qoor s

mosaic and
‘Hwe. ‘Furn\*}ure,
' carved.
K. Notice the

B oys the litHe
3\%‘ s Pla\’.'na

Ine Greeks. P"%‘

The picture below shows
a lon+err\ and +wo

g ~ s
..................
4

oil \amps

2 ’% The Creeks.
P {%.

The Creeks. P \%.




Furn'\‘\'ure, i5s

The lady is u‘H’ima
some 'Fabj'\c, inP a
chest Notice the Jqu

H.

"'\GﬂSlf'\Ej on ‘H’\e waQa

Tee

T\'\e C;(gg,ks. P.E

These pieces
of furniture
are modern
coP‘\es of
furmiture seen
m Vose
drowmas.




Clo+hir\8.
Mos+‘ women in onc'\e,n‘\’ Cre,e,ce,lsrghode
the C‘O‘Hﬂing for their families.

F\rs+ 01c a“ she, had to ma|<e_
The cloJrh which wWas usua”y made of
wool. Flax was also used t+o moake
linen. The fleece was either bouglﬁ ot
the market or sheared Ffrom a sheep
on the ‘Fom'\f\/ farm.

First it had +o be cleaned,
washed and then wound into hanks.
Then it was r‘eody for d\/el'ng._ﬂ\e
women used vegetables and pfo«m‘%
o make red, brown, \/e”ow,block,
ndigo or reen dyes.

The honks of wool were then
Pu+ on a stick of wood called o}
distaff ond the threads were pulled out
ond fwisted to moke one thread. [his
thread was then PmL onrn a sPindle
where it wos twisted into yarn.

| he yorn was fastened to an
uPr'lBth loom ond the bottom of the
thredds were fastened 4o _v_\leigh‘fs
made of Po‘Hery or lead. The yarn
was wWoven info ' fabric.
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As  well as ol\/e'm the yarn Obrngh‘f
CO\ours, c\esigns were often woven info
the fabric, zspecxally on the border
Once the cloth was woven 1T was
reod\{ to weor for the clothes needed
no cuHmS or sewing.

The redongu\or prece of fabric
WaS p\nned or tied across the shoulders
It was fastened oarounc the waist
wifh o narrow belt. This sﬂﬂe of
clothing was called o  chiton. Women
and oﬁc\ men wore ‘ong chitons. \/oung
men,s‘oves ond cH\ldren wore short
ones,

Shoes were rarel worn excep+
when +rovel|m9, lhe travellers wore
sandals  with “thin leather Jrhongs.
When fhe weather got cold,the
ancient Greeks wore a woollen cloak
ond sometimes a scarf or felt hat
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CHILDREN.

Koowledge:

Draw P'\c.'\'ure.s of the '\'o\‘s which children

had ncient  Greece. Name them.

Print the headi B Cirls and
Bo\o‘\cs‘.‘ rLis’r f\f\a ioysﬁ ?\der Qe-t{?ch eocclu\nhs

Yo show who you think  would P\o\, with
Them.

Moke o list of aoll the sub\)‘zc\'s o
boy would learn in school. Lkist thE things
he' would learn out of school.

Make o list of all the thinas a Sx’r\
would have Yo leorm in order ¥ run
her home  well.

Corgprg\'\e.ns'\on.

Look ot the P’\c}ures of +0\ls found
n Ancient  Greece . C\oss'\f'\‘ them 1n two

different wo\’s,

Pretend ou oare o little Sx'r\ n
Anc,'\zn\' Greece . Write an entry m“your

diar\{ dascr'\bmg o da\{ n your [ife.
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The GCreeks. p- 2l

The earl looms were

u;ﬂ'\sh'&'. -ﬂ'\e. 'H-\reods were

pvemmnspenns - The Greeks P al. foastened to w‘ual-\’rs to keep
The yorn wos Pu+ en o the threads s*rmsh‘*.

distaff. As the schHe,
o\ropped to the floor ot
twisted the yarn into
thread.

P

oy These [com wei Hs were

_ The P\’s\\e'r\\om A&oro.p‘\\. 0150 found in Athens. H’\ey
lhese sp\nc\\e whorls were mode of lead or

and the sP\'ncHa were otter
‘Found in Athens b\{ P !

orc\-\ce.o\oﬁ'\s'\'s,

'i’ The Athenion p\gora. P \2,
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Chitons were made from
reC'\‘cmau\or P\eces o{:
'Fabric. which were either
P\'nne:d or tied of the
S‘nou\ders and o‘Hﬂered

at the waist with o

belt.



Food

ln ancient times Peop\& usuaH\/ a+e
food the could catch or qrow In
the area close to them.The (reeks
also  did this.

From their poe+ry we learn that
one of the most ‘common foods
wos fish. Many Greek towns were
close to the sea and the fishermen
cau8H+ many kinds of fish as well
as ~sea urchins, octopus, eels, squid
and oy5+ers.

Meat was rarel eaten excep+
at religious fectivals  when 900+s and
lambs “were sacrificed oand ~ then the
meat was roasted and served. Pork
and Sausages  were also served
ot _dinners

'he  land and climate of (Greece

Was ver ood for growin rape
and olive\/s rom  which Jﬂﬁe\/ Smgdep ”
olive oil ond wine. The oil was used

mom\\[ for cookt'ns and watered-down
wine 'was served” at most meals.

Other foods included barley,
\/ege'l'ab\es, fruit nuts, hone,\/, eggs and



gomLs' cheese. They also caP+uF€d ond
roosted birds such as thrushes,
jays ond swallows.

Bread WQOoS o)so ecﬁ‘en.-ﬂﬂe pcor
people, ote borley bread whilst
the ' ric could ‘afford bread
mQC{e, 'From Wheo-}-
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The QLf;?«\&;. P.ZZ

Slaves prepare food 1n

the kitchen.The grain B
had to be 9round b\f hard.

The cookxha Po+s were made
01,: C,lio .

in the dming room, s‘aves
Serve the master and his
rriends w\‘\o recline on
Couc%es.




Food and Food Preparo‘i’ion
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wrinking
Lbowl!

Orinking

w

Mixing krater

The Creeks p. R2 3 ook The (ireeks
_ . 22
lhese P|c+ures Sl’\ow mar\Y @ P
Wine
of the cook\'na Po+s, bowls covler

Juge and cups which were used 1 The
Preparo\"\on, Cookmg, and ea+u'n3 of food.

Each Po"f for a spzc'\o\ use had a distirictive
ShoPe.

=200 s

ampnhora

The Creeks P 1.

Dr'mk'mﬂ water usac”y had to
N be carried in vJa+erJu s fom

~ the cl*ry fountains +o the

home .

i Ty
. . |
e Greeks 20

Y
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The icture on
this bowl shows o
Customer bu\/m

fish ot the market

The Athenian ?'7

@ @ @i ch_hoeo\os'\s‘\'s can discover
@ whot kind of food was
% @ W"\'B eaten over two Thousand
o — e \ears ago from such

The P\*‘nen‘mn\&q«o p2finds os these fruit and
nuf kermels os well as different kinds

Rqon
<

Og Sroin

Food in

Ancient
C reece .

Everyone rose at dawn and A pessant’s supper consisted In weaithier homes, dinner
ate asimple breakfast of of bariey porridge and bariey was basically the same but
bread dipped in diluted wine. bread. There might also be the bread was made of
Lunch was mainly bread with vegetables stewed in oiive wheat. Extra dishes of fish,
a piace of goatsmilk cheese oil, and a jay or swaliow sausage. cheese in honey,
or some olives and figs. trapped in the fislds. and nuts were aiso served

The Greeks. p.23
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Children in Ancient Greece iod

In Ancient Athens o father was allowed
to do just as he P\eosed with his children
If he did rot wont a new bornm bo‘b\f. he
could Pu{r it in a lorge Po+ ond leave it
outside +to die. Sometimes, if the baby  was
found, it might be taken in by another
'Fam\\\/ who mi9k+ keep it or sell it oz @
slave

If the children were kept b\/ their
parents . they would stay of home urtil Hme.\{
were Sk or seven \feors O\C 09e.THey l"sc«d
moany toys To play with \'ncfudmg rattles,
dolle, toy animals, knucklebones “and game -
beards. Sometimes children were allowed
Yo keep smaoll onimols such as dogs.
ducks, mice and 9rosshoppers cs pef%.

At about the age of six or seven,
most boys went Yo school. Cirls s+ayecf
at home and learn l’\ousekeepmg
skille from their mo+Her‘s.The.\/ would
learn how +o spin and weave ond
how To manage The household. If the
Bir\s were from a rich Famil\/,a slave
migH‘ Teach them how to read. USua“\{
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9ir\s were morried of  oabout (5 years
0T _ age.

The  echools in RAncient Greece were
etrict and usuo\\\, %Uih' small. Often
the eochool was In The teachers house
lLessons were +au9‘ﬁ+ n The morning and

begon V€.r¥ earl .

The irst 'fh\'nﬂ the bo\/s learnt wos

the O\phabe+.The nomes of the letters
were c[\'F€eren+ Fr‘om ours, \/\/he,n Hwe.\/
learned o read they did not hoave
books of their own but reac from a pPopyrus
acroll  which be\onged to the teacher. Tﬁere
were no spoaces between the words, no
commos or periods.

asentence wouldloklikethisandwasverydifficulttoread.
W\ner\ 'H'\e\/ ‘eorned to write ‘Hwe\{ usuany

used a wax toblet and a s‘h,lus which wos

a Thin pen-like stick which scratched
fhe wax.

To do arithmetic 'H\e\/ used an
obacus which wos made from beadson g
frame of three w'ur‘es.The\, did nof have
numbers as we do bul used the letters
of the o\phobeﬁ‘ for numbers. For simple
sums ﬂwey counted on their 'Fmgers. F%r



more difficult sums ‘Hﬂey used ‘Fljwue

abacus.
Music was a very impor"ron'\' subjec_'l‘

in the Ancient Greek school. The bO\/S

lear ned singing and c\'\on+in3 as well as
\earn'\nS ‘o P]QY musicol ins*l'rumerﬁ's such
as  The Flute and the l\/re_.FH festivd
and vic+or\{ celebrations, choruses of boys
sang and danced +o music.

The offterroons were usuall\/ spe.rﬁ
ot the 33mr\osium proc'\'isins runn{ng,
)ump\'nﬁ and 'H’Wrow'mg +he diSCus and ‘Hﬂe,
J'ovel\'n. The GCreeks H’\ouSH' it woas JuS‘f'
as \'mPoeromL t+o exercise the body
as the mind.

When a ‘ooy lef+ echool aof
£ifteen he cppren'\-\'ced os o po‘H’er
o stonemoson or a doctor. Some of
the boys trained as soldiers when
they became older
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The +0\{s which
children had 4o P]a\/
with . were uSua“\/ made
of wood, leather or
Po**ery.

Some ‘\’\“:w.s of dolls
had movable arms and

\eSs S0 ‘H'Weﬂ could be

dressed.
The children also had
+in\f doll - sized Po‘\'s anrnd

Juas to P\O\{ with.

@' X

€
-

The Atherian A&oro\ _;"’
?.22, '

P\\'H—\ous\-\ girls did not
‘fﬂ\ i 9P ‘o sckooh an

§ A Y X educated slave miaH‘
. oY ] teach a 9"4 to read.
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{T'hz ro.e,\<; P \® -
This P\c+ure shows fwo 8\'r|s p\aylhg

o} 8C\me, O{: knuck\e bones.

?% ;@
55,

The Afhenian Agora P.Z\
NI

This P'\d’ure_ shows a |

set of knucklebones The Athenian p‘%mm pRR

and some dice Creek children also Pla\{ed
aomes like checkers with

one COU\'\J"CfS
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This Pic\Lure, 5\'\owm9
a bob\{ ‘n a SPec_ch
baby chair, was

Pam“‘ed oNn O vase,

The Creeks P (9

The Athenian Agora. P,Z\.
~J

These Po*H’er\! bobxt chairs, which were
excavoted in  Athens, show that the Poin*ers
made fheir pictures frue to life.
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%O\fs who went +o school

‘earn@& r‘e.adu'ng, wri+m5 and
ar'\‘Hﬂme‘k\c,.

This bo s readin
Greek from the scroll held
b‘y his teacher

The C\rcks‘ pAL\S
Wri‘HnS wos dore -
on o wox tablet

usin 9 o s+\llus.

The Greeks p.L5.

This is a pwreture of an A E"""...“:m..;_’”’:ﬁiiluas
abacus which was used

in  arithmetic. The bottom B m
fow of beads was hundreds,

the middle row fens and C m
the +op row Ones.
Fia B shows the number 217 D m
What numbers are shown 1h

Cand D7 The Creeks. pLb

P —d
J +o
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i Ny
2

The, A‘\'\\c;r\"\o;n AQo(O\ P R3

-

These are different

[ kinds of bone s+\{li which
: ] miﬁ\rﬂ have been found in
/{ o school.

/

The Athenion F\gora P.ES.

Music was olso an
|mPor+an+ SuEJec:f e
school and the boYS
learned o chant Poe+r\!

ancl Plo\{ \ns‘\'r u men'\'s

such as ‘Hwe ﬂu‘te ond . v
the \\{re. The Bthenion | The C‘re,e,ks.jp.h(o

ﬂ%oru. P.Z.’J.F\u'}'e_
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HOUSE S,

Know\ec\ge..

Draw a lon of @ s\mP\e. house
in  Ancient Greece. kobel 2cach 'room.

Moke o list of all the materials
used 1n bu\\dmg ond ut‘r'ns,hmaJr a house
ece

v Ancient Nome +two \n s
eac,\w mo*\'e_r\u\ could be used 'For

Draw a picture +o show one room

\VmS area n an Ancient Greek
\'\ouse, Moke sure the furniture and

decorotions are oauthentic.

Moke a drowms of the different
kinds of furniture n Yon Ancient Greek
house . kabel ecach one.

Comprg"w_n sion.

Com are on AnC\'e'n* Gre&k house, W‘+h
our house. How are ﬂ-xe.;l?*he. same ond

U\ow are ﬂ'\z\i differen

kook o} ickures of furniture n
Ancient Greek' homes. C\stvF\I them n

Ywo different ways.
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Describe oll {the ways the men's

dmm% room in oan Ancient Creek home
e

cent From the din'\na area \n O
modern home.

Contrast the wa

house was built w\‘\l
house s  built

on  Ancient Greek

‘Hne_ way o modern
wn  Canada.

H'\sz( levels.

Moke o dioroma of a room 'n an
Ancw.n‘\' Gree,k \'\ouse.. Use. om\! ma*e,r\'u\s

\ou like but moke it look authentic.
fid Moke wodels of on\f‘f\q 3

N on Anc_\e,r\‘\' Gree,
euaazs*\ons .

Pretend you live in Ancient Greece.
Wrile o letter’ Yo o friend tellin

9 hum) er
how \ou built and decorated \our house .
On o chort list the different

of o house e.q. floors, walls, doorwo
Beside cach Por“’, list the mQ'\'e,r\ch

used n Ancient GCreece oand the materials
used +oda\l.

ht
hs usz_ou Sg‘n‘r‘?e_

furniture | PoH'c,rY or tools.

arts
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Make dup Qacﬂ“?;{ Fl‘n)n»w_e,n a Canadion

child on rom Ancient Creece,
each tellin 9 the other about their home.
Perform the P\a\{ for your clasemates,

Pretend  you oare on Ancient Greek
Yrying to sell your home . Moke up an
adver%&semen* whidh would e,mphasne,
all  the 9000\ Poins of your house.

Do you think an Ancient Greek house
would b\L as nice to live n as your house ©
On o chart S'We reasons for Sa\’\hg

\es ond for sa\{\'ng no.

\f you could choose one oarea of
on  Ancient Greek house 4o build into
a modern house, which would you choose ?
Give reasons for Nyour answer,
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Questions ond octivities for students.

FoobD

Koowledge.

L\é\’ the nomes of the different kinds
P° s used in the rePoro'hon and w’rmg
Draw and lobel P\c ures +c>

s\now ’rhe, different shope, of' each po
Moke o list of foods eaten by the

Ancient Greeks.

Usin our, list of Fooc\s lan o mernu
for o dovys meals. Decorate ygur menu
usms drawmgs of some of the 'foods.

hist on\\i the foods which are not
familiar to 'vyou. Find out what Hﬂe,\’ are .
Ak an adult Yo hel ou Oor use O

dictionary. Draw o p'\c,*ure of some of
the foods.

Compre‘ncnsi on.

Sort your list of foods under the
Fo\\ow(ns heodmgs
FrulT VEGETABLES
MEAT DAIRY PRodDUCTS
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Describe  three WoN S Yhe Ancient
Creeks cooked the'r foods.

Write o menu to show the meals
which you  mi ht eat in one day. Compare
our Mmenu w&é the one for foods eaten
in  Ancient Greece. How are they the some
or different ?

Hi@r\ner levels

Moke up a word se,arc,\n using the
names of as monj\ foods eaten i Ancient

Greece as you con  find.

| \ou lived in Ancient Greece ond
Nou were  given a lorge bosket of olives,
Yo\l of four ways  you could use them.

Draw p\c’rures to show how the Ancient
Greeks made bread. Be,gm with horvesl'mg
the grain. Make sure You have your
pic’mres in the correct order.

Droaw two \d'ures one showing o
kitchen and 'food pre arotion in“Ancient
Greece, and one showms o kitchen and

food Przpara‘\'\on *‘odo\{

s\n only the foods and cook\ng methods
ovm\ob\e to ¢ \L, ncwn‘\' Greeks plon a~menu
for o SFeuo por+Y

prepore ond ‘cook

P\om how Jou would
Yhe' food.
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Look ot the P\c“'ure. of an Anc,ie,n‘\'
Creek kitchen., What c\r\onﬁes could you make
so it would be more convenient to prepare
and cook meals? Use only the materials

ovailoble ot the +time.

f on Ancient Greek Fami\\l could visit
you, whaot favourite {oods of yours would

ou serve Them? Predict what Hwe.\/ would
think obout +the food.

Compore, the diet of the Ancient Greeks
with the diet of modern Conodians. Determine
which would be healthier Give reasons
for your onswer.
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now,\ed_g&

Draow p'\dures of clothin

men, women ' and children n AQ
reek  times.

worn b
cient

Draw P\c+ures of six different kinds
OF do.s\

3“5 which wezre woven into cloth
b\, the” Ancient

reek women.

Moke a \&S\' o{: *\’he, dFFe,re.n* ¥
of o’r\wm

JE*®
8 worn \é nc.\en ree
Troce, drow pi ure,s to show ecach

ocrticle o? \o‘W\\nS

Make o list of fthe s\'e,ps which
were needed to pu\' on o chiton.

Comxlbrg_.‘ne,ns'\og.

Com e \o‘\’h\n WOorn \3

A +
Greek c‘n\ﬁg\rzn o\no\ the c\o*\"\ nu:?)rn

by the boxfs ond S\r\s +oda Show
WOo\S the ore

same ond how
they ore d\FFere,r\‘\'

Describe how chitons could differ
N the Wy ﬂ'\e\l were worn.
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Write o short P\GY obout a mother
Yeachin hcarh dau \nhr+ og to mak\e. clo‘HB.
wh ove ~practise r play, perform
W e\rr\\ ‘Fr%\:ﬁ of ’tP class. youT ploy, perto

Usm P\e.czs of fabric, dress a
doll as ht be dressed in Ancient
Greek *\'\mes Ex lain_ to your c\assma*\-es
what each piece of clo \n9 is called and
how it was ' 'made.

igher levels

Drow o sequence of \c,-\ures s\-\ome
the rocesses wool 'aoces throu from b?.\r\ae

sheared off the s\"\e '\'o a F\n\s\'\zo\ piec

of c\o‘\’h

Moke. up ciddles about or*\'\c\es o?

C,\o‘\'\m\ng tools used in the mo ng of
cloth. Ma\«e your clues occuroate.

Ma\(e. on \\\us’tru’teo\ d\c‘*\onor\’ +o
show the clothin QALCRSSOTies
worn b\1 \'\ne, 3Ar\c,\v.vr\’r Creeks.

Pretend You oro_ sellina Ancient Greek
clothes n a ! catal ogue. \ge up an
advertisement Yo se.\\ '\'\nem
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Are there an woys \ou could dnanae_
Ancient Greek c,\oi\ne,s S0 ’f\r\e_ﬂ could be

every do weoar n  Conada +oo\a\1? Draw

‘\C,Cure,s to show the c\-\anazs \ou would

make.

Do Afou hink that the clothing worn
b\{ fhe ncient Creeks would be sditoble
o weor in Canoda '\‘odoy? Give reasons
for and oso'ms\' on a chart

Would you like to wear, the same
clothes ©s "the children in Ancient
Creece?” On o chart qive reasons for
ond o amnst wwr\ng the same kind
of clotRes.
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Describe  three +0\{s or games used
in Anc,\en* Greece. How were ‘Hwe.\, made
ond how were H'\e.\{ used ?

Weite a short pla about a teacher
‘re.ac,\—\m a \/ n sc,\-\oo\ When you have
proc\'\sed the P\O\Y show it +o your

classmates.

Drow and colour o large Pidure
s\nowmg children of Ancient 3(lre.e_c:e,

H\g\'\er \evzli

Make up smoll models, usin papo.r
\asticene  wood or any other a'hr\o
of any obJec\'s a bo S\n'\' use ot
school ' v T Ancient Creece,

Moke u o crossworcd uzzle which
hos clues _and onswers concerned with
the Wfe of children in Anc:\e,n‘\' Creece.

Ak the children in the class if ‘ﬂ':e.
would rather live as children did n Ancxen+
C.reece, or do the pre(er their lives as

dren '\'odo Gra ph your results and
ma\«. up iva quzs*\on based on your

graph.
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Make w a la to  show how Ancient
C(ze,k dniidrer\ r\'\is\'\‘\' ar\‘\e_r+0\'n ‘\'\-\e,mse,\ves

ot home.

M ke W Q 5‘\'0\' 1a) w\'\uc\n ’fhe. Se)H’m
s o :,c,\'\oo\ P\‘n Anc.'\e.nY* Creece . Include J
accurate information n your s*or\/

\' or \' no‘\' WOu\d ou have liked
Yo hov bee.n o' chil m Antcient Greece?

Give reasons ond e,xampes for Your answer.

Compare o ‘\'oY of Qome made, in Ancient

Creece with o similar +o %me_ made

‘\’oda\'. How are ‘\’\-\e,ﬂ the same,
are ‘\'\'\e,\{ different® Which would

rother P\a\, w\’t\\? Cive reosons 'For Your
oNnswer.



