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Please Read Me 
 
The Cognitive Evaluation and Communication program has been formatted in 
Microsoft Word, and on the web, PDF.  It consists of twenty chapters and five 
indices.  Pages are numbered with six digits.  The first two digits identify the 
chapter, the next two are the page number in that chapter, and the last two refer 
to the revision.    
 
Each chapter provides material primarily for one General Semantics formulation.  
The chapter locations have no specific relevance.  Within each chapter you will 
find material for different age groups 
 
When you attempt to print many of the graphics, you will receive a pop-up menu 
advising you that the margins are outside the printable area.  It will ask if you 
wish to continue.  Answer ‘yes’. 
 
Read the material in Appendix B.  Actually, reading through the entire program 
would prove beneficial. 
 
Appendix C provides a twelve year teaching schedule.  It lists the pages to print 
out for each grade.  You may wish to merely read the pages that are included for 
background material, rather than print them out.  Once the students no longer 
have a single core teacher, the staff needs to decide into which class (History, 
English, Social Studies, etc.) each lesson should be placed.   
 
Appendix E will provide part of the four year start-up teaching schedule.  A 
district which chooses to utilize Cognitive Evaluation and Communication would 
use this start-up schedule to introduce material in all grades from the outset.  
This material should be completed shortly, along with material to give to transfer 
students, if the district has incorporated Cognitive Evaluation and 
Communication. 
 
Chapter 19 has general semantic formulations which relate to mathematics.  
No schedule has been provided for these lessons.  T he mathematics 
department for grades 9-12 should decide when to ut ilize them, 
 
Appendix D provides directions for locating resource material. 
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Preface 
 

  This notebook or disc contains a series of lessons and 
exercises utilizing a number of basic General Semantic form-ulations.  
These lessons are designed to accommodate students from 
kindergarten through twelfth grade.  This format precludes in-depth 
teaching of General Semantics, but rather introduces stu-dents to 
formulations pertinent to them in age appropriate lessons.  This 
system does not sacrifice as much important content as one might 
first assume. 
 
 In Alfred Korzybski's tome, Science and Sanity, Korzybski 
dedicated a great deal of space demonstrating how he arrived at 
these formulations and how they would benefit individuals utilizing 
them.  We work on the premise that his conclusions are valid and we 
will only implement the mechanics of the formulations.  Children 
seemingly have little problem accepting the simpler formulations and 
do not generally require significant proof.   
 
 The first step one should take, prior to using this curriculum, 
would begin to read the contents all the way through.  This should 
provide an overview of what we plan to accomplish.  Readers will find 
the material located in chapters by subject which will frequently 
contain material for different age groups.  The placement of the 
chapters has no major significance.  Some lessons will contain two or 
more formulations. 
 
 In Appendix C you will find twelve pages or sections, one for 
each grade.  Each page will list the exercises and lessons for use 
during the year.  It will also state the objectives of those lessons and 
exercises.  In the upper grades, the staff can decide in which class to 
teach the lessons, i.e., English, History, etc. 
 
 The material in Chapter 19, Mathematics, has not been assigned to 
any grade or class.  Math department heads in middle school and high school 
should review this material and assign it to appropriate classes. 
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 The section on resources in this book contains a modest 
amount of information. The Institute of General Semantics’  book-
store   www.time-binding.org also has numerous publications 
available.  You may possibly find some of these publications in your 
library.   

***** 
 
 
 
  The Need 
 
 Typically, every autumn, throughout the United States, teachers face a 
classroom filled with strangers, each one a completely unique individual.  
They come equipped with baggage: familial and neighborhood myths, 
prejudices, predispositions, etc.  As though this did not pose a daunting 
enough task for the teacher, each one of these students has the ability to 
change during the year. 
 
 Professor Richard Paul1 well describers this ability to change. 
 

“We are each born inclined toward egocentrism.  We automatically 
generate fantasies and beliefs that give us pleasure and satisfy our 
desires. We do not need to be taught how to avoid unpleasant truth nor 
how to distort, falsify, twist or misrepresent situations to serve our 
egocentric interests.  We do this quite naturally.  Children display 
great precocity in these ‘skills’ with no training in their 
backgrounds…..many of the important meanings we construct for 
ourselves produce powerful stereotypes, prejudices, delusions, 
illusions and narrow mindedness of various kinds.” 
 
 

 All the above characteristics get introduced to the student by someone 
else, or through the student’s own construction.  The one thing in common 
with all these characteristics centers about the premise that the students 
require the use of language to impact them. Language itself is not primarily 
to blame, but rather the misuse of language that permits these mental viruses 
to thrive.  Lacking an understanding of the potential pitfalls, students seem 
capable of finding them all. 
 
Do you remember “sticks and stones may break my bones, but names can 
never hurt me”?  False to fact!  Words hurt!  Words can affect our nervous 
systems and psyches.  Yet we have traditionally devoted precious little 



 9 

attention to this area among ‘mainstream’ students.  We assumed 
‘mainstream’ students could evaluate what they see and hear in a rational 
and intelligent manner.  Those students who truly have great difficulty with 
proper evaluation change from ‘normal’ to become known as troublemakers, 
failures, and dropouts.  And what happens to these less troubled students 
who do not quite reach these undesirable categories?  Unfortunately, many 
of these slightly impaired students dwell among the ignored and fail to reach 
their potential.  And according to some authorities, this latter group 
represents the majority. 
 
We have a pressing need to alter the downward linguistic spiral in many 
children’s lives.   
 
 
 
1Professor Richard Paul was Director of the Center for Critical Thinking and Moral Critique at Sonoma 
State University, when he presented his paper “Critical Thinking and General Semantics”, in 1987, at the 
Institute of General Semantics Alfred Korzybski Memorial Lecture. 

 
 

***** 
 
 
 

OUR APPROACH 
 

 One of the best “cures” for poison ivy occurs when we teach people 
how to identify it and avoid it.  Once contracted, the remedial process 
becomes protracted, difficult, and painful. 
 
 We believe that one of the best “cures” for the confusion and 
alienation that attends misevaluation and misperception occurs when we 
teach students how to recognize the pitfalls of our language, and avoid them.  
Once the individual’s nervous system and psyche have become corrupted, 
the remedial process becomes protracted, difficult and painful. 
 
 We observe that we live in at least two worlds.  The world “out there,” 
outside our skins, and the world as we perceive it, that is, the world view we 
create inside our skins.  Because of our human limitations, our internal 
worldview will only approach similarity to the world out there.  However, as 
the world inside and the world out there diverge, confusion and alienation 
accentuate.  For the student, this can lead to poor grades and either literally 
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or figuratively dropping out.  At the extreme, we have a Columbine incident. 
Ultimately, our goal becomes to make the student’s inner world as congruent 
as possible with the world out there. 
 
 Your students come from a wide variety of backgrounds and bring 
their own evaluations of their worlds with them.  As a teacher, you have 
been implored to train your students to “think creatively,” to “think outside 
the box,” etc.  And somehow you are expected to accomplish this using a 
language beset with linguistic booby traps.   
 

With Cognitive Evaluation and Communication we do not plan to 
create a new language, but a better understanding of the limitations of the 
one we use.  To this end, we will cover the differences between inferential 
and factual information, the influence that environment has upon the 
students’ understanding, more effective ways for the students to evaluate 
what they see and hear, etc.  We do suggest some language modifications to 
foster more effective communication.   
 

We believe that teaching children to properly evaluate themselves, 
and the environment around them, will make them far more receptive to 
good teaching in general. For this reason we have compiled this K-12 
program from previously successful lesson plans, respected publications, 
and original material.  We trust that our efforts will become beneficial to 
you, your students, and your colleagues. 

 
 
 
 

***** 
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NAMING 
Children can be introduced to naming concepts in kindergarten.  “We call 
this…” rather than “This is…”  This concept gets reinforced throughout the 
course so that children will not be locked in on words as things.  This should 
prove particularly important in ethnic relations.  
 

NON-ALLNESS 
This principle states that no one can know everything about anything.  It will 
be repeated throughout the course. 
 

DATING 
 Students will learn that the world about them, and they themselves, become 
dynamic and not static.  George(2006)  is not George(1997).  Therefore, we can 
alter our traditionally static language to indicate dynamism by incorporating 
the date or dating into our evaluations. 
 

INDEXING 
Students will also learn that in the world about them no two things occur 
perfectly alike.  Thus teacher1 is not teacher2 is not teacher3….  Also, 
vegetable1 is not vegetable2.  We generalize about teachers, vegetables, 
ethnic groups, nationalities, etc. at our peril.  
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REASONABLE AND QUANTITATIVE GOALS 
Wanting to become “happy,” “rich,” “popular,” etc. sound good.  However, 
without some more specific goal and quantitative measure, how will one 
know that one has achieved these goals?  Too often our goals consist of 
ambiguous high order abstractions, or an “either/or” perspective.  (Success 
or Failure with nothing in between) 
 

FACT/INFERENCE 
The difference between factual and inferential information will be stressed 
throughout the program.  Most information we receive is inferential, with 
varying degrees of accuracy.  We teach methods to increase the probability 
of accuracy. 
 

DELAYED RESPONSE 
Understanding the need to delay response, rather than react immediately.  
This principle, called symbol reaction, gets taught throughout the course.  
 

ABSTRACTING 
We never see, hear, smell, etc. it all.  We then must abstract from what we 
do sense, then abstract from that.  We teach about abstracting on many 
different levels.  We should become conscious of abstraction:  “What I call it 
is not what it is”.  “What I see is not what it is”.  Etc.  Being conscious of 
abstracting lessens the tendency to think we know it all. 
 

MAP MAKING 
Every time we give an instruction or a description, we effectively make a 
map.  For maps, to become useful, they must fit the territory, especially 
maps of ourselves.  Many people create totally unrealistic maps of 
themselves, some to the extreme point of becoming institutionalized. 
 

BEHAVIOR MODIFICATION 
We understand that behavior follows beliefs, precepts, etc.  For behavioral 
changes to occur, the beliefs and precepts must change. 
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SCIENTIFIC APPROACH 
We learn to understand scientific approach, i.e., gather data, evaluate, form a 
conclusion, gather more data, evaluate, etc. This becomes a great idea for 
history and science courses, citing real examples of both reaching sound 
conclusions, and acting foolishly 
. 

PERCEIVING AND EVALUATING 
We stress that the process of perceiving and evaluating is affected by our 
point of reference. 
 

MULTIPLE MEANINGS 
Learn that words can have many meanings.  Ex.: The judge wrote, “I am 
qualified to answer this because I read the constitution.”  You have a 50% 
chance of interpreting “read” correctly.  Of the 500 most used English 
words, there exist in excess of 14,000 dictionary definitions. 
 

CONSCIOUSNESS OF PROJECTING 
Learning to substitute “it seems to me” for “it is.”  The statement, “From the 
data it would appear to me that the world will behave thus and so,” can 
promote a discussion.  The statement, “From the data the world IS thus and 
so,” can promote an argument.  The second example projects our opinion 
onto the object, the world in this instance, as a verifiable fact.  
 
ETC. 
As you read this material, you will find ‘etc.’ used frequently.  We do not 
encourage the use of ‘etc.’ in normal composition.  We do use it here to 
remind the student that more information about the topic remains unsaid.   
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The information for Kindergarten and first grade is combined for two 
reasons.  First, many schools still lack Kindergarten, and the first grade 
teacher will need to pick up the listed exercises.  Secondly, the first grade 
teacher, knowing what has transpired in Kindergarten can reinforce the 
labeling and non-allness concept. 
 
Kindergarten 
Print out pages 01-01 and 01-02.  Repeat the exercise that requests students 
to name properties of an object. 
 
First grade 
Read pages 01-01 and 01-02. 
 
Print out single copies of the following pages: 
02-01, 03-01, 03-02, 03-04, 03-06, 08-02, 08-03 and 08-04 
 
Print out sufficient copies of the following pages for the entire class:  
(Only if you choose to use Sgt. Factual) 
03-05 and 03-07 
 
Print out single copies of the following pages on cover stock or 
equivalent: 
03-03.  Remind your students that the good Sgt. is scratching his head as he 
looks for facts 
 
Page 02-01, 08-02, and 08-03 are provided as background material. 
 
The exercise on page 08-04 can be utilized anytime during the school year. 
 
Use of the Detective Sgt. Factual material should be scheduled near the end 
of the school year.  How much to use is left to your discretion based on the 
reading progress of your students.   
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Second Grade 
Read page 01-01, 01-02, and 02-01 for background material. 
 
Print out single copies of the following pages: 
02-02, 03-01, 03-02, 03-04, 03-06, 07-01, and 07-02. 
 

Print out sufficient copies of the following pages for the entire 
class:  
03-05 and 03-07. 
 
Print out single copies of the following pages on cover stock or 
equivalent: 
03-03.  Remind your students that the good Sgt. is scratching his head as he looks 
for facts. 
 
Your students may or may not have had experience with Detective Sgt. 
Factual, but scheduling it in the second part of the year will provide the 
students who could not quite previously put it together, another chance.  
Emphasize that their answers must come from the written material, and that 
they can safely say, “I don’t know” by circling the (?). 
 
Non-allness, exercise 1, page 02-02, provides an early introduction into the 
formulation of non-allness, ignoring of which creates major friction between 
people.  This exercise may be scheduled at your discretion.   
 
Many people grow up fearing change.  We live in a world of process, so 
change becomes inevitable.  See pages 07-01 and 07-02.  Pick a week when 
you expect unsettled weather so that the students can see how things change. 
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Third Grade 
Print out single copies of the following pages: 
02-01, 02-03, 03-01, 03-02, 03-08, 07-01, 07-03, 11-01, 11-02, 18-01 and 
18-02. 
 
Print out sufficient copies of the following pages for the entire class: 
03-09 
 
Print out single copies of the following pages on cover stock or 
equivalent: 
03-03 and 10-13. 
 
Non-allness exercise 2, page 02-03, reminds your students to avoid allness 
statements.  Previously they had seen this formulation in second grade. 
 
Reintroduce Detective Sgt. Factual to your students and hang up graphic 03-03.  Do 
the exercise on pages 03-08 and 03-09 when convenient. 
  
Since many people grow up fearing change, Living in a World of Process, 
page 07-03 continues emphasizing that everything, including them changes.  
Hopefully, recognizing that this changing occurs naturally may relieve some 
of those fears. 
 
Hang up graphic 10-13.  Emphasize that you know mistakes can happen, and 
people should learn from them.  Stress that when work is returned to them 
with mistakes indicated, they should try to discover just what they did 
wrong. 
 
Changing Labels, pages 11-01 and 11-02, continues to stress that the names 
we call things remain merely labels upon which we mostly agree.  
Introducing this concept, and re-emphasizing it at an early age, should 
reduce students’ responding to labels rather than the object they represent.   
 
Delayed Reaction, pages 18-01 and 18-02, provides the teacher with the 
opportunity to speak to the fact that many people respond too frequently to 
signal reactions.  This also sets the stage for having the students wait until 
they have thought about an answer prior to raising their hands.  Perhaps this 
demonstrates part of our competitive nature to get the hand up first, but too 
often the answer shows little thought. 

 
 
 



 22 

Fourth Grade 
 
Print out single copies of the following pages: 
03-01, 03-02, 03-10, 03-12, 06-01, 06-02, 07-01, 07-04, 11-01, 11-03, 11-
04, 14-05. 
 
Print out sufficient copies of following pages for the entire class: 
03-11, 03-13, 11-02 
 
Print out single copies of the following pages on cover stock or 
equivalent. 
03-02, 10-13 
 
The pages from chapter 03 deal with Detective Sgt. Factual.  Your students 
have been introduced to him previously.  The two exercises with the Sgt. 
provide ample opportunity for the students to read things into the story.  
Emphasize that their answers must be based on the story, and that we can 
admit we do not know by circling the question mark. 
 
By fourth grade in many schools, children have been introduced to 
geographic maps.  We want them to understand that we can create verbal 
maps as well as graphic ones.  Eventually they will learn that they can create 
‘maps’ of people, including themselves. 
Spread the mapmaking lessons over the course of the school year.  On page 
06-02, only do the first two exercises.  The third will be saved as a follow up 
in fifth grade. 
 
Pages 07-01 and 02 deal with the world in process.  The students will have 
already done two exercises on this topic.  As adults we are prone to forget 
that children have observed very little of the process which occurs around 
them, yet the ability to recognize changes and differences provides them 
with a major avenue toward learning. 
 
Your students have heard that the names we give things have no meaning in 
themselves, but simply are agreed upon labels.  We cannot know just how 
much of this has been accepted by the students at this point. Therefore we 
find it advantageous to repeatedly present rather simple drills as those on 
pages 11-01 and 11-02.  Have the students do this exercise in the first half of 
the year and the exercise on 11-04 in the second half of the year. 
 

The “Misteaks” graphic (10-13) can be posted on your bulletin board at any 
time and the attendant text (14-05) read to them.   Students frequently get 
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into the habit of having a test returned and saying, “I only got two wrong,” 
and not looking to see why.  Encourage your students to look for the source 
of their errors. 
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Fifth Grade 
 
Print out single copies of the following pages: 
04-01, 04-02, 05-01, 05-02, 06-01, 06-02, 16-01 and 16-02. 
 
Print out sufficient copies of the following pages for the entire class: 
04-03, 04-04 
 
Print out single copies of the following pages on cover stock or 
equivalent: 
10-13, and 14-01. 
 
Truly factual information can be considered a rarity.  The background material on 
page 04-01 and the exercise on 04-02 emphasize this point.  Make sure your students 
understand how infrequently we speak with factual statements.  For example, if you 
had asked Jane if there were elephants in your neighborhood, and she said there 
were no elephants there, her statements about the elephants would be considered 
inferential.  However, if you stated, “Jane told me there were no elephants,” the 
portion about the elephants would remain inferential.  However the statement of 
what happened to you, that is, Jane telling you, would be considered factual . 
 
 Jane told me…= factual 
 …there were no elephants. = inferential 
 
If you do the above exercise in the first half of the year, you can hand out 
pages 04-03 and 04-04 in the second half of the year.  This would provide 
reinforcement to the concept of factual and inferential.  After the students 
have had these pages for a few days, review them in class. 
 
Sometime after you have done the previous exercise, introduce Assumptions 
and Inferences.  Go over pages 05-01 and 05-02 in class.  Then pass out the 
entire text for your students to take home and review.   
 
Your students did exercises 1 and 2, page 06-02, in fourth grade.  This 
follow up with exercise 3 should help them get a better view of mapping.  
 
The communication graphic, 14-01, can be utilized any time throughout the 
year.  Call your students’ attention to the way the speaker seems oblivious to 
everything but his own voice while the listener appears shut down.   
 
The fifth grade curriculum frequently requires students to do some sort of 
science project.  Prior to the beginning of that project introduce the students 
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to The Scientific Approach, pages 16-01 and 16-02.  Ask your students to 
employ the scientific approach in their project wherever possible. 
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Sixth Grade 
 
Print out single copies of the following pages: 
05-01, 05-02, 05-04, 05-05, 12-02, 12-03, 13-02, 16-01, 16-03 and 14-07 
 
Print out sufficient copies of the following pages for the entire class: 
05-03, 12-07, 13-03, 13-04, 13-05, 13-06, and 14-06.  
 
Print out single copies of the following pages on cover stock or 
equivalent: 
12-01, 13-01, 14-02 
 
Pages 05-01 and 05-02 provide you with background material for the other 
chapter five exercises.  Hand out page 05-03 near the end of the school year 
and discuss it after your students have had a chance to read it.  Prior to 
reading the story on 05-04 and 05-05 to your class remind them about 
inferences, assumptions and factual statements.  Draw a reliability scale on 
the board.  Attempt to get a discussion going on this subject since situations 
like this develop all the time, and people get upset or injured. 
 
Hang up graphic 12-01 and only suggest your students look at it.  Chapter 12 
covers labels people place on others and themselves, frequently to one’s 
detriment.  The lessons will be spread over several years.  Pages 12-02 and 
12-03 provide some background for the teacher.  After the poster has been 
up for a few days, pass out 12-07.  Ask your students to read it, then ask if 
anyone has been accused of being a chicken.  Ask why.  Ask what they did 
about it. 
 
Print out 13-01 and post it several days prior to beginning this section.  Read 
13-02.  The exercises on 13-03 and 13-04 can be completed in class, or 
copies made and assigned as homework on different days.  Pass out 13-05 
and explain that the students might find this challenging.  Review their 
examples.  At a later date hand out page 13-06.  Again, get a discussion 
started.  This material will be revisited in more depth in ninth grade.   
Explain that improperly using the verb ‘to be’ frequently leads to hurt 
feelings and arguments.  Post 14-02 as a reminder.  
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Chapter 14 addresses a common problem—dealing with our mistakes.  Post 
10-13 several days prior to beginning this exercise. Read the teacher’s notes 
on page 14-07 and hand out 14-06.  Follow up with a discussion. 
 
Chapter 16 deals with the scientific approach, and is introduced on 16-01.  
You can present the information to the class as a reminder, or make copies 
and hand them out. 
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Seventh Grade 
 

Print out single copies of the following pages: 
06-01, 06-02, 06-03, 06-04, 08-02, 08-03, 08-04, 08-05, 08-06*, 08-07*, 10-
01, 10-03,  12-02, 12-03 and 12-04. 
*You should print several copies of these two pages.  The number of each 
depends on how you set up your class. 
 

Print out sufficient copies of the following pages for the entire class: 
06-05, 10-02. 
 

Print out single copies of the following pages on cover stock or equivalent: 
08-01, 10-04, 12-01. 
 
We all make maps.  We make maps of people places and things.  Every time 
we give an instruction, we make a map.  For maps to have any usefulness, 
they must reflect the territory they describe.  Pages 06-01 and 06-02 will 
provide you with a little background.  Present the information on Page 06-04 
to your class.  Hand out Page 06-05, and plan to discuss it in class at a later 
date.  Page 06-03 deals with useless maps and should be addressed a month 
or more after you have handed out Page 06-05.  Students living on the 
eastern coast of the United States probably have some familiarity of eastern 
cities.  If you are teaching in another geographic location, substitute local 
cities in the exercise.  Prior to doing the exercise, ask your students just what 
they remember about usable maps.  
 
Chapter 8 deals with perspective.  Start by posting 08-01 for your class to 
see and tell them to try to figure it out.  Read 08-02, 08-03, and 08-04 (done 
in first grade) for background.  Do perception exercise 2 on Page 08-05.  
This requires you to print out a few copies of 08-06 and 08-07.  Try to 
arrange your groups so the students in the group all see the graphic in the 
same direction.  If the students accept that they can see the same thing 
differently depending on their viewing points we have achieved one small 
step. 
 
Chapter 10 deals with the concept of time-binding.  Pages 10-01 and 10-02 
provide background material on time-binding.  You might wish to distribute 
10-02.  The exercise on pages 10-03 and 10-04 drives home the need to 
depend on those who came before us.  You might ask your students for some 
other dangerous situations we avoid because our ancestors may have died 
finding out.   
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Post Page 12-01 for about a week prior to reading 12-04 to your class.  
Pages 12-02 and 12-03 are repeated for your background information on 
personal labels.   
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Eighth Grade 
 
Print out single copies of the following pages: 
05-01, 05-02, 05-06, 05-07, 06-06, 06-07, 06-08, 08-01, 08-05, 08-08, 08-09, 08-10,    
10-01, 10-05, 12-01, 12-02, 12-03, 12-05, 12-06, 15-01, 16-01 
 
Print out sufficient copies of the following pages for the entire class: 
06-05, 10-02, 15-02, 16-04 
 
Print out single copies of the following pages on cover stock or equivalent: 
10-06, 14-01,  
 
Pages 05-01 and 05-02 provide background material for both the remainder of chapter 5 
exercises and 16-04.  After you remind your students about assumptions and inferences, 
draw a reliability scale on the board. Read the story on page 05-06 and 05-07 to your 
class.  Follow this with the Questions for Discussion.  Refer to the reliability scale from 
time to time and ask your students where a particular inference or assumption might be 
located.   
 
Map making, chapter 6, enters virtually all facets of our daily lives.  We either are 
receiving instructions or giving them.  We constantly map people, places, and things 
around us.  We even map ourselves.  Your student had previously received page 06-05, 
but hand it out at the beginning of a class and ask them to quickly review it.  Then 
proceed to the Eagles Nest story, 06-07 and 06-08.  This story demonstrates how not to 
give instructions or make a verbal map.   
 
Hang up 08-01 and ask your students to determine just what they were seeing.  A few 
days later proceed with Perception exercise 3 on page 08-05.  Move the exercise quickly 
so you receive the students’ initial response. 
 
Your students were introduced to time-binding last year.  Hand out page 10-02 for 
homework and announce that you plan to discuss it.  When you do discuss the topic, hang 
up page 10-06 and leave it up for a week or two. 
 
Hang up 12-01.  Your students have seen this graphic previously when they performed 
another exercise using personal labels.  Pages 12-02 and 12-03 provide background for 
you regarding personal labels.  Call attention to the graphic and read the story on 12-05 
and 12-06.  Although students have little trouble accepting that labels on things have no 
meaning other than the one we give them, personal labels do not dismiss so easily.  Print 
out 14-01 and display it.  Point out that labels frequently lead to a breakdown in 
communication when we carelessly apply them to people. 
 
The section on goals, 15-01 and 15-02 requires a lot of you the teacher.  Hand out page 
15-02 to your students, advising them that they will be expected to discuss this material 
in a few days.  Then get a solid discussion going. 
 
This course keeps focusing on the scientific approach, chapter 16.  It provides a way for 
students to “get outside of the box.”  Page 16-01 provides background.  Pass out page 16-
04 to your class to be discussed at a later date. 



 31 

Ninth Grade 
 
Print out single copies of the following pages: 
02-01, 10-01, 10-02, 12-02, 12-03, 12-09, 13-02, 13-07,  
 
Print out sufficient copies of the following pages for the entire class: 
02-04, 10-07, 10-08, 10-10, 12-08, 13-08, 13-09, 13-10 
 
Print out single copies of the following pages on cover stock or 
equivalent: 
10-09, 10-11, 12-01, 13-01, 14-02 
 
The chapter 2 non-allness exercise may fit into the middle of the year.  Hand 
out page 02-04 for homework, and announce that you plan to discuss it in a 
future class, or alternately have two students role play the dialog.   
 
Your students have already been introduced to chapter 10, time-binding.  
Pages 10-01 and 10-02 provide you with some background.  If your students 
appear vague on the subject of time-binding, copy page 10-02 and hand it 
out.  Hang up10-09 and hand out pages 10-07 and 10-08, advising your 
students that this will be discussed in a future class.  The second exercise 
poster, 10-11, should be hung up and the text, 10-10, should be handed out.  
If you can, use one exercise in the first half of the year and the other in the 
second half.  Remind your students that they can go on line to see the Vasa, 
as noted in their handout.  This exercise would fit into a history class. 
 
Personal labels have been addressed since 6th grade.  Pages 12-02 and 12-03 
provide background for the teacher.  Post the graphic 12-01 for about a week 
prior to doing the exercise.  Your students have already seen the graphic, so 
you can remind them of that fact.  Hand out page 12-08 for homework and 
announce you plan to discuss this in a future class.  Page 12-09 provides 
discussion suggestions. 
 
Chapter 13 addresses some of the problems inherent in the use of the verb 
‘to be’.  Prior to beginning these exercises, post page 13-01.  Page 13-02 will 
provide some background for the teacher.  Page 13-07 provides a short 
review of two versions of ‘to be’ which cause a minimum of problems.  
Discuss this with your students.  13-08, 13-09, and 13-10 should be handed 
out to the students about a week apart.  If this topic has been taught in an 
English class, we suggest that you, the teacher, not allow the “is” of 
projection and the “is” of identity to appear in your students’ work.  When 



 32 

you complete this, hang up page 14-02.  This partially reinforces the work 
you have done on “is”. 
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Tenth Grade 
 
Print out single copies of the following pages: 
02-01, 03-14, 08-02, 08-03, 08-11, 10-01, 10-02, 10-03, 10-12, 12-01, 12-
02, 12-03, 17-01,18-03 
 
Print out sufficient copies of the following pages for the entire class: 
02-05, 03-15, 12-10, 12-11, 17-02, 17-03. 
 
Print out single copies of the following pages on cover stock or 
equivalent: 
08-01, 10-14, 18-04 
 
Hang up page 8-01 a week prior to trying this exercise.  Pages 8-02 and 8-03 
provide background in perception.  This exercise, 8-11, reinforces the 
premise that we see and hear what we want to, or expect to, see and hear. 
 
Throughout this course we have spent considerable time on labels, both 
general and personal, Chapter 12.  The label “victim” should be handled 
with some sensitivity since you may have students who are being victimized 
at the present time.  Primarily we want the students to realize that they can 
shed a static label and replace it with something dynamic, or no label at all.  
Do not expect miracles since people with a deep rooted victim mentality 
take years of counseling.  On the other hand, discussing this now, out of 
context with specific problems, might keep something from becoming deep 
rooted. 
 
Hand out pages 17-02 and 17-03.  Ask the students to take them home, read 
them, and come prepared to discuss them at a future date.  Ask them to bring 
a personal example of a semantic reaction. 
 
Hand out page 02-05 for homework and ask your students to come prepared 
to discuss it at a future date.  The statements illustrated cover a wide span of 
years, up to the present.  You can decide how much you want to expand on 
the statement, “What even causes more trouble is equating the likes, dislikes, 
and mores of other cultures to ours.”  The most obvious current example of 
that is illustrated in the situation in Iraq.  In World War II the Japanese 
underestimated the Americans, and the Americans underestimated the 
Japanese.  History is replete with such situations.  Just ask Napoleon.   
 
Your students have probably seen 18-04, but choose a time to post it and 
remind them what it symbolizes, page 18-03.  
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Eleventh Grade 
 
Print out single copies of the following pages: 
09-01, 09-06, 14-04, 16-01, 16-05, 10-01, 10-02, 10-15 
 
Print out sufficient copies of the following pages for the entire class: 
09-02, 09-04, 09-05, 14-03, 16-06, 16-07 
 
Print out single copies of the following pages on cover stock or equivalent: 
09-03, 14-01, 10-16 
 
 
Chapter 09, Abstracting, explains how we process the information we receive from our 
five senses and incorporate it into our lives.  Understanding this process assists us in truly 
evaluating the world around us in a cognitive manner.  Most of your students, with a little 
effort, will be able to follow this information.  Some will not.  Adults who have become 
set in their ways generally have more difficulty with this concept. 
 
Follow the instructions on page 09-01.  When your students discuss what they found out 
about abstracting, hand out page 09-02 as homework.  Ask the class to be prepared to 
discuss this material at a future date.  If they have difficulty understanding the concept, 
tell them that you have some material, which may help them, and you will bring it to 
class on (date).  However, hang up 09-03 for a few days prior to starting the exercise so 
they can visualize Ed.  After several days hand out 09-04 and 09-05 as homework.  
Review these pages with the students, eliciting opinions as much as possible.  Ask your 
students to reread the material and see if it makes sense to them.  Leave the picture of Ed 
hanging.  About a week later ask if they understood that the information coming into Ed’s 
head needs to go through an elaborate processing procedure.  Ask if anyone can explain 
it.  About a week later, you can present page 09-06, or you can make copies for the class 
and pass them out, discussing the page at a later date. 
 
Hang up page 14-01 for several days prior to starting the next exercise.  Call your 
students’ attention to the apparent body language of both characters.  Ask if they can 
identify some body language characteristics.  Hand out 14-03 as homework to be 
discussed at a later date, using 14-04.  This exercise covers many facets of Cognitive 
Evaluation and Communication that have been presented to your students over the years.  
Point them out as you review the article. 
 
Page 16-01 provides you with some background on the Scientific Approach.  Hand out 
pages 16-06 and 16-07 for homework, to be discussed at a later date.  Again, this 
exercises covers several aspects of CEAC.  Use page 16-05 as a discussion guide. 
 
Page 10-01 and 10-02 provide the teacher with some background on time-binding.  Hang 
up 10-16 and ask for comments.  About a week later, draw your students’ attention to the 
poster and open a discussion using page 10-15.  In the internet age students have become 
accustomed to simply putting in a word or phrase and getting volumes of information.  
This poster tells us we have yet to learn it all.   
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Twelfth  Grade 
 
Print out single copies of the following pages: 
09-01, 09-02, 09-07, 10-01, 10-02, 10-17, 10-18, 10-21, 12-02, 12-03, 12-12 
 
Print out sufficient copies of the following pages for the entire class: 
09-08, 09-09, 09-10, 09-11, 10-20, 12-13 
 
Print out single copies of the following pages on cover stock or equivalent: 
09-03, 12-01, 10-19,  
 
 
Chapter 9 deals with the process of abstracting.  Your students were introduced to this 
last year with a series of exercises featuring Ed, The Talking Head.  The exercises on 
page 07, 08, and 09 center around the mechanics of the way we evaluate what is 
presented to us.  Rarely do we sense all the information available to us.  (The loose 
strings on the parabola)  More pointedly, much more information remains that does not 
make itself available to our senses.  Discuss this with your class and see if they find that 
it makes sense to them.  Hand out pages 09-10 and 09-11.  This illustrates how two 
people can look at the same event and respond entirely differently.  A further illustration 
could be suggested by two people waiting at a red light.  The light turns green.  Both 
people mentally verbalize that ‘green’ means go.  Driver A goes, driver B delays his 
reaction to go to a higher order abstraction—“I’ll make sure it’s safe to go.”  Driver A 
gets broadsided by driver C who for some reason failed to stop on red. 
 
Pages 10-01 and 10-02 are included for your background.  We have been stressing to the 
students for the last few years that they should make use of the experience and mistakes 
of their ancestors.  Page 10-17 and 10-18 stress the point that all that glitters is not gold 
and all that is printed is not true.  Post the golden nuggets poster.  On another day, ask 
them for examples of gilded chunks of lead.  Hopefully your students will remember the 
King of Anarcadia when they move into college or business world and hear the siren 
song of ‘no rules.’ 
 
Print 12-01 and hang it up.  Read 12-02 and 12-03 for background.  Remind the students 
that they have studied about personal labels, and their destructive potential.  Tell them 
that you have something for them to read about personal labels, and to come back and 
discuss it, pages 12-12 and 12-13  Do they agree with the author?  Why or why not? 
 
With this exercise, your students have completed their class work with Cognitive 
Evaluation and Communication.  We can only hope that they retain what they learned 
and put it into practice. 
 
Thank you for your efforts. 
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General Semantics Books 
 
 

A number of books written over a period of years by teachers and researchers of general 
semantics can be purchased from the Institute of General Semantics. www.time-
binding.com. Since the design of Cognitive Evaluation and Communication introduces 
teachers to small parts of the general semantics formulations, we thought it fitting to 
provide you with a method of rapidly learning more of this important concept.  We have 
listed some of these books, arranged into three categories, which we believe will 
introduce you to this subject quickly.  Once started, we believe you will enjoy reading 
other general semantic publications on line or by subscription. 
 

INTRODUCTORY 
 

Words, Meanings and People by Dr. Sanford Berman.  Examines problems that 
arise from confusing observations (what we see) with inferences (what we 
conclude from what we see).  It also looks at how we can mistake judgments for 
factual conclusions.  Berman shows us how to communicate more effectively and 
thereby create more satisfying human relationships.  This work originally 
appeared as a series of newspaper columns. 
 
Drive Yourself Sane: Using the Uncommon Sense of General Semantics, by Drs. 
Susan and Bruce Kodish.  A lively, concise introduction to the system of general 
semantics.  In the forward, psychologist, Dr. Albert Ellis stated, “…applies Alfred 
Korzybski’s brilliant general semantics philosophy to its readers’ everyday lives 
and shows them how to live more sanely in a still highly irrational and partially 
insane world.”  
 
General Semantics: An Outline Survey, by Dr. Kenneth G. Johnson, and updated 
by Steven Stockdale.  Provides a succinct and comprehensive outline of general 
semantics.  A useful supplement for studying general semantics. 
 

A LITTLE BIT FURTHER 
 

Introductory Lectures on General Semantics, by Francis P. Chisholm.  Focuses on 
the important contributions of general semantics can make to general education 
and “the gravity of the problems involved in all science and human evaluation 
which arise from the necessary limitation of human formulations.” 
 
Levels of Knowing and Existence: Studies in General Semantics, by Dr. Harry 
Weinberg.  Engaging discussion of general semantics as it pertains to 
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epistemological, ethical, and aesthetic issues.  Contains a thorough comparison of 
general semantics with Abraham Maslow’s theory of hierarchical needs.   
 
People in Quandaries by Dr. Wendell Johnson.  One of the finest and most 
accurate popularizations on the system of general semantics.  Deals with the 
mechanics of disappointments, frustrations and other sources of unhappiness.  It 
carefully examines how misevaluations produce feelings of inadequacy and 
failure; how our evaluational habits can result in unreliable “maps” of ourselves 
and our environments and thereby keep us in ‘quandaries.’  Most remarkably, 
humanity has not seemed to have advanced very much in the six decades since 
this book was first written.   

 
THE SOURCE 
 

Science and Sanity: An Introduction to Non Aristotelian Systems and General 
Semantics, by Alfred Korzybski.  First published in 1933, remains the 
fundamental, irreplaceable exposition of general semantics.  In this work 
Korzybski integrated important formulations into a well-defined general theory to 
support his contention that the methods of science form a basis for ‘sanity.’  
Today, much of what Korzybski proposed as ‘new’ has found its way into modern 
psychology, communication and even medicine.  The book can be considered 
‘challenging’ as it takes the reader well beyond the surface into the derivation of 
the formulations. 
  
 

***** 
 

Teacher Background Material 
 
The website of the Institute of General Semantics includes of good bit of material.  
Unfortunately the site has been under revision for some time and is not fully developed.    
However, click on “Discover” and if you look carefully, a submenu comes out.  The 
pages located by the items on the submenu will provide you with considerable insight. 
www.time-binding.com  
 
In Appendix D, we have also listed a group of publications for those interested in delving 
more deeply into General Semantics and related subjects.  
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The four year start up schedule 
is in the process of being 

compiled. 
 
 

We would be happy to work with 
anyone wanting to get started on 

this program 
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Addendum 
 

Norman Kelly 
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Every parent wants a Norman Kelly in their child’s life.  A teacher with 
a genuine love of his job.  A man of deep faith who believed that he 
had a responsibility to the children he taught, both in the classroom 
and out of it.   
 
When faced with cancer, Norm agreed to an experimental treatment 
which promised little for him, but had the potential to help others in 
the future.  When forced to stop teaching, he spent time with me 
arranging material because he thought it was important.  He also 
updated some of my colloquialisms.  My reference to the Lone Range 
would pass over the heads of the students and many of today’s 
teachers I was informed.  
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problems that I, and perhaps most of us, have are just not that big.  
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Dr. Potter has taught in public schools and held professorships in two state 
universities.  He has authored textbooks on English, on Folklore, and his 
textbook, Making Sense: Exploring semantics and critical thinking. 
 
William V. Haney, Ph.D.  
William V. Haney Associates 
Author, The Uncritical Inference Test 
 
Professor Richard Paul 
Former Director of the Center for Critical Thinking and Moral Critique 
Sonoma State University 
 
Walter V. Clarke, Ph.D.  
Retired industrial psychologist.  Author:  The problem of labeling: the semantics 
of behavior. His article was included in the book, Teaching General Semantics,  
by Mary Morain.  Also authored articles on industrial relations, as well as 
psychological tests for industry. 
 
Wendell Johnson, Ph.D. 
Author, People in Quandaries; Because I Stutter; and Your Most Enchanted 
Listener. 
Noted researcher in the condition of stuttering. 
Wendell Johnson Speech and Hearing Center at University of Iowa 
 
Kenneth G. Johnson,  Ph.D. 
Retired professor of Mass Communication, University of Wisconsin/ Milwaukee 
Author, General Semantics: An Outline Survey 
 
Jeanne Phillips 
Author: Dear Abby Column 
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Kindergarten 
 
Did you ever marvel at what a child has accomplished before the first day of 
kindergarten?  Think of it.  They are born into a totally alien world from an environment 
of darkness with eyes that cannot even focus.  Slowly they perceive what is around them, 
first by smell, sound and feel, and eventually with sight. 
 
Their rapidly evolving brain permits them to start identifying objects, but since they do 
not have the capacity to label the objects, their perception and evaluation is totally non-
verbal.  Finally they begin to recognize favorite toys, things that make noise, and even 
individuals.  But they still are label free even though these large moving things about 
them keep saying “mama” and “dada”.  Eventually, the words start to become associated 
with certain objects, and even though children have yet to speak, they are becoming 
verbal.  And over a period of time, more and more objects acquire labels, courtesy of the 
incessant chatter of those very large creatures surrounding their tiny frame.  Then one 
day, voila! this information sponge manages to vocalize one of the labels stored in 
memory.  And the race is on. 
 
For the rest of our lives the process will remain essentially the same.  We will perceive, 
process the information non-verbally, verbalize it by attaching labels, then speak.  We 
can share our experience with others, and we can share others’ experiences, even with 
persons long dead.  This ability defines us as human time binders, that is, we are not 
limited to what we see for ourselves, but are free to visit the past and future. 
 
In contrast, let’s consider my large hound.  During the winter, if I told him to get my 
gloves, he would go to the floor by the coat rack, and bring me a pair of gloves, knowing 
that this meant walk time.  If he got impatient, he got the gloves and brought them to me 
on his own.  My wife would ask him to go get the newspaper.   Fair weather or foul, he 
would go to the end of the driveway and bring in the paper.  He had associated the object 
with the word, so he was at one edge of the verbal spectrum.  But in thirteen years, I 
never once heard him say “gloves” or “newspaper”, nor stop to read the paper on the way 
back.  He had reached his limit.    
 
And when your students, these future scholars, first darken your kindergarten doorstep, 
what can you do to prepare them for the benefits that can be derived from “Cognitive 
Evaluation and Communication”?  You can channel the student’s nervous system into 
accepting that the words we use for objects are labels, and have no meaning in 
themselves.  This may sound deep; the method is extremely simple.  To wit: 
 
To date the child has probably repeatedly heard phrases such as “this is a ball”, “this is a 
rattle”, “this is red”, etc.  You can change the students’ tendency to mis-identify the label 
with the thing back to one of simply naming and labeling by saying “we call this a ball”, 
“we call this a rattle”, “we call this color red”, “we call this letter A”, “we call this 
number 2”, etc.  This clearly connotes separation of the label or name from the thing in 
question.  Accepting that the label is not the thing now will avoid semantic conflicts later 
on. 
 

01-01-01 
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Will the child continue to use this vocabulary once they leave your domain?  Probably 
not.  But the die has been cast.  Their mind has been exposed to the fact that what we call 
things are but labels.  It will be far easier for this child to understand the lesson on “IS”, 
which they will encounter in about fifth grade.  For your further reading, the lesson on 
“IS”is included in Chapter 13. 
 
 
 
 
NON-ALLNESS 
 
We are sure that your students believe you to be the font of wisdom.  Prepare to slightly 
dissuade them.  Without making a major case of the subject, we want them to start 
learning that we cannot know everything about anything. Here is a simple exercise to use 
when you want a change of pace. 
 
Simply hand one of the children a regular pencil.  Ask him/her to tell you just one thing 
about the pencil, and then pass it on to his/her neighbor.  Each child can tell one thing, 
but it must be a new thing.  When they run out of things to say, suggest that they could 
find out where it was made, or where the wood came from.  But we will never know who 
chopped down the tree.  We simply do not know all that can be known about this pencil, 
but we do know one important thing—we can write with it.  
 
Repeating an exercise like this two or three times in Kindergarten should set the stage for 
future discussions about non-allness. 
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TWO VALUED VS. MULTI-VALUED 
 

Teacher’s notes 
 
 
For a large portion of the population, the world exists in a black or white, either/or 
formulation.  It either is or it isn't.  Learning that shades of gray exist and that actually 
alternatives may exist to the view we accept, provides a great leap forward in 
understanding.  To a degree, the two-valued orientation came to us from Aristotle.  For  
that reason, as well as others, General Semantics refers to itself as non-Aristotelian, but 
not anti-Aristotelian.  
  
Let us give an example: 

You decide to go to Chicago by train.  You go to the terminal and you either get 
on the train or you don’t.  We can call that a two-valued decision.  Alternately, 
you can decide to go to Chicago, but you have a wide array of alternatives. (Walk, 
drive, bicycle, ride horseback, fly, travel by train or bus, etc.)  That we call a 
multi-valued approach.  Not all of these approaches may prove practical, but we 
should not get “in the box” of limiting ourselves to the most obvious answers.  
After we have explored our multi-valued options, and limit it to one option, we 
still have a two-valued decision to make—we either do it or we don’t.    

 
The following activities with Detective Sgt. Factual require the student to pay attention to 
what the story actually says. The (?) choice encourages them to realize that they do not 
have all the relevant information, and therefore cannot make a judgement on true or false, 
but must admit they do not know. 
 
Unfortunately, in current teaching, we emphasize two valued thinking when we use “true 
or false” questions, and when we dwell on ‘opposites’ such as, short/tall, big/small, 
rich/poor, etc.  This encourages children to orient themselves to the world in a two-valued 
manner, e.g., if I am not smart, I must be stupid; or not fast then slow; not beautiful then 
ugly; not slender then fat; etc.  Incidentally, “not slender then fat” appears to be a factor 
in anorexia nervosa while other two valued orientations seriously disable or trouble other 
individuals. 
 
As you teach, look for opportunities to point out the fact that we cannot know everything. 
There may be other ways to approach something.  If a child draws a picture of a tree with 
purple leaves, so what?  Should we call what he/she has done wrong?  No, allow for 
imagination.  And guess what.  There are trees with purple leaves.  (This ‘purple leaves’ 
example unfortunately actually happened to a child in a kindergarten class who was 
reprimanded for not being ‘correct.’)   
 
If you have not yet done so, please read the earlier page on “Kindergarten.”  Also you can 
go on line at www.time-binding.org.  Once there, click “search” and type in “13 
common”.  This short article may assist you in a better understanding of multi-value and 
non-allness.  
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Non-Allness,  Exercise 1 
 
As early as Kindergarten your students may have had their first encounter with non-
allness.  See page 01-02-01.  Using either a pencil or some other simple object, ask the 
students if they can tell you all about it.  If they do not remember the kindergarten 
exercise, take the time to do it again.  Once you have agreement that they cannot know all 
about anything, ask the following questions. 
 
 “Do I know it all?” 
 
 “Do you know it all?” 
 
 “Does anybody know it all? 
 
Hopefully you will receive a resounding ‘NO’ to each question. 
 
Then ask, “If we cannot know it all, then should we speak as though we do?”  Hopefully 
you will receive another ‘no’ as a reply. 
 
“Would you be surprised if I told you I hear some of you speak as though you know it all 
about something or somebody everyday?” 
 
“Listen to these statements.” 
 
 “You NEVER play with me.” 
 
 “You ALWAYS go first” 
 
 “Our bus NEVER comes on time.” 
 
When we use never and always in sentences like this, we are saying we are correct and 
know it all.  Rarely does a statement like this produce positive results.  Usually the other 
person starts to argue with the speaker.  If using never and always statements proves 
counterproductive, we would do well to learn a different way of speaking. 
 
 “I was hoping we could play together today, but what about tomorrow?” 
 “You went first the last four times, I think I should have a chance to go first.” 
 “I can’t remember when our bus arrived on time.” 
 
Note to teacher:-  A variant of this lesson will be repeated in a future class.  This concept 
does not readily gain acceptance, yet its importance cannot be exaggerated.  Want proof?  
Check with any marriage counselor and see where ALWAYS and NEVER show up on 
their list of stumbling blocks.  The best we can do at present is to plant a seed.   
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Non-allness, Exercise 2 

 
In earlier classes we talked about how we cannot know it all.  We also talked about using 
words like ‘always’ and ‘never’.  These words make it sound like we know it all, and we 
know that cannot happen.  Ask your students, “What human being knows it all?”  
Hopefully they will answer, “Nobody.” 
 
We do have another way of speaking which sounds like we somehow ‘know it all.’  Let 
me give you some examples I am sure you have heard, or heard something like it.   
 
“You know how they are.”  Who is ‘they’?  And are ‘they’ all alike? 
 
“The boys/girls in our school get special privileges.”  All the boys/girls?  Are all of them 
all alike? 
 
“But mother, ALL the kids are wearing their hair like this!”  Really?  All of them? 
 
“The bus kids come from the rich neighborhood.”  All of them?  How do you know? 
 
“Indians lived in teepees.”  What about the ones that lived in Mesa Verde? 
 
When we make statements about a group of people, or some other object, we need to take 
care not to make it sound like they are all alike.  We call this an allness statement, which 
we know usually cannot exist in the real world.  Why not think about what you say and 
make your statements more accurate by changing to: 
 
“Some of the kids…” 
 
“Many of the bus kids….” 
 
“Lots of the boys….” 
 
“Most Plains Indians lived…” 
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Non-allness Exercise 3 
 

By this time I believe you have accepted the notion that none of us knows it all.  Two 
words we use, Never and Always, make it sound like we really know “it all” about 
something.  For example, let’s tune in on a heated discussion between a young woman 
and a young man who have been dating for some time.  It sounds as though dating will 
soon be relegated to the past.  (You can read this dialog or you can have two of your 
students do it.) 
 
He: You always take advantage of my good nature. 
 
She: I never knew you had a good nature. 
 
He: See.  You always find a way to cut me. 
 
She: You always moan about me cutting you.  Grow up. 
 
He: Me grow up!  You always act like a pouting child. 
 
She: Tell me you never act immature. 
 
He: My friends always told me you were taking me for a ride. 
 
She: I never thought that you had any friends. 
 
He: Yeah, I do.  Lots of them.  And they said you never appreciated the money I spent 

taking you to nice places. 
 
She: I never said I didn’t appreciate McDonalds. 
 
He: Yeah, I always took you to McDonalds, never a nice restaurant. 
 
She: Big deal.  Those fancy places never impressed me and neither did you. 
 
He: I didn’t impress you?  I always knew something was wrong. 
 
She: Yeah! Something was always wrong—You. 
 
He: Oh me?  I guess I was the one who was always late.  And never an apology. 
 
She:   An apology?  You want an apology.  I’m sorry.  I should never have dated you in 

the first place. 
     ETC. 
 
Hold up a copy of the “Communication” poster.  Read it to the class.  When a  
misunderstanding occurs remind the class that there are effective ways to resolve these 
misunderstandings.  Getting into an Always/Never shouting match cannot be considered 
one of them.  Hang the poster on the wall. 
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Non-allness, Exercise 4 

 
Over the years your teachers have stressed that we cannot know it all.  You also have 
learned that making generalized allness statements have little chance of accuracy, and 
frequently get us into trouble.  If we say “Philadelphians like the Eagles,” we say 
everyone in Philadelphia likes the Eagles.  Do you think there are some citizens who 
couldn’t care less, and some citizens who might even have an antagonistic streak?   
 
Foolish statements like these are not limited to casual conversation, but infect the minds 
of political and military leaders, sometimes producing disastrous results.  Below we have 
listed statements, which are not exact quotes, and sometimes combine statements made 
by two people.  Look them over and prepare to comment on them in class. 
 
“AMERICANS will never be content to sit around and watch shows in a plywood box.  
Television is just a fad that will go away.”  Famous movie magnate. 
 
“The AMERICAN ARMY is weak and ineffective, so let’s celebrate the holiday and 
have a big party.”  Hessian officers, Trenton, New Jersey, December 25, 1776. (Quick, 
what happened?) 
 
“The British aircraft industry is running out of aluminum and will not be able to produce 
the number of planes they need.”  German high command, 1941.  Undaunted, the British 
stretched their aluminum supplies by building the fastest light bomber of the war, the  
de Havilland Mosquito—made largely of wood.   
 
“The AMERICAN PUBLIC is capable of managing their own investments.”  A 2004 
statement made by a famous economist, who conveniently ignored the record of 
1,500,000 personal bankruptcies annually entered into by that same American public. 
 
Do you ever say, “[Ethnic group] are by nature [insert a trait].”  How do you know?  
Have you met all of them?  Where did you get your information? 
 
In each case, the speakers spoke as though they knew all there was to know.  In each case 
they were incorrect.  When you hear statements about “Americans,” think for a moment 
which Americans?  White, black, Hispanic, rich, poor, city, rural.  Do they all have the 
same values?  Do they all think alike?  Since we consider ourselves Americans, we tend 
to think that all Americans will think like we do.  What even causes more trouble is 
equating the likes, dislikes, and mores of other cultures to ours.  We need to maintain an 
awareness of the differences.     
 
Can you think of any other stupid allness statements? 
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It’s a case for Detective Sergeant Factual 
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  �
Mr. Dory unlocked his jewelry store and went to his  safe.  It was 
not locked.  Mr. Dory removed a tray that contained  only 
expensive rings, and noticed one of them was missin g.  He 
called Sgt. Factual who came in his patrol car.  Sg t. Factual 
asked Mr. Dory what happened.  “I think my store wa s robbed,” 
said Mr. Dory.  Upon hearing the story Sgt. Factual  asked Mr. 
Dory who else had keys to his store.  “No one,” he answered. 
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ASSUMPTIONS AND INFERENCES 
Assumptions 
            
 Based on our past experience we sometimes assume that something did or will 
happen.  When you push the light switch on the wall, you assume the lights will go on.  
Your past experience has shown that this happens most of the time, although sometimes 
when the power failed, it did not happen.  Your past experience tells you that your 
assumption that the lights will go on the next time you throw the switch is very likely 
close to factual, as long as there are not unexpected factors.  (Power failure, burned out 
bulb, unpaid bill, etc.)   It will not become factual until the moment the light goes on and 
you observe it.  
 
 When someone offers you a chair to sit on, do you test it first?  Probably not.  
You assume the chair will hold you.  But what if the chair has a poorly repaired broken 
leg?  You might not assume it would support you.  You might test it first.  After testing, 
you might assume it will hold you, but you still sit down carefully.  Your assumption at 
this moment apparently may only register as a “maybe”.   
 
Inferences 
 
 When we believe an incident did or will occur because of something that was 
said, written, or otherwise communicated, but the incident was not specifically described, 
we can make inferences about that incident.  A highway sign that says “Speed limit 25 
MPH” does not say what will happen if you exceed the speed limit.  However, it would 
be safe to infer that if we travel at 50 MPH as we pass that sign, we might get a speeding 
ticket.  On the other hand, if, while speeding, we suddenly see red and blue lights 
immediately behind us, we can assume that it is very likely we shall receive a speeding 
ticket. 
 
  

An Inference and Assumption Reliability Scale 
 
 Let us make a scale to help us test our assumptions and inferences.  The more 
likely the inference or assumption will approach the level of factual, the further we can 
place it to the right of the scale.  The more unlikely the inference or assumption will be 
factual, the further to the left we place our mark.  The right side of the scale, close to 
factual; the left side of the scale, false to fact. 
 
 
 
          Maybe yes 
  More unlikely                              Maybe no                               More likely 
[      ________________________________________________________]  (factual)  
-3        -2                -1                 0                  1                2                     3 

05-01-01 
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 As you face the endless process called life, you will discover an endless supply of 
inferences and assumptions.  When you recognize them, try to determine where they 
belong on the Inference and assumption scale.     
 

For example, previously, you probably read a story about Mr. Lopez going to 
Washington.  (page 03-10)  We were told that Mr. Lopez took a cab to the Justice 
Department.   From the story we could infer  that Mr. Lopez was going to enter the 
Justice Department.  However, if we knew Mr. Lopez routinely went to the Justice 
Department in a cab, and routinely went in, we could assume that it was very likely that 
Mr. Lopez would go into the Justice Department this time.  Do you see the difference?  In 
the first case, we only had a statement about Mr. Lopez, and we made the inference.  In 
the second case, we had past experience, so we could make an assumption.  Most of the 
time, when we infer or assume consciously, this distinction holds true. 

 
 Remember, before we can really call something a fact, it must be verifiable, 
within a certain point of time, and within the limits of our exploration process.  This said, 
it would appear that there are very few ‘facts’ available to us, thus inferences and 
assumptions will face us continually. 
 

Life’s like that 
 
 Frequently we are told not to make assumptions or inferences.  If we did not, life 
would stop.  We assume the kitchen lights will work, the chair will hold us, cars will stop 
on red, the food we eat is safe, etc.  However, we should remember that we assume, and 
realize some assumptions are far more likely than others to be factual.  The same holds 
true for inferences.  We should be aware of them, and realize some are closer to factual 
than others.   
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Inferences and assumptions in the market place 
 
 When you enter the produce department of a super market, you might see a sign 
that says “Organically-grown tomatoes.”  You might infer that the tomatoes will taste 
better or provide a healthier diet; and assume that indeed they were organically grown.  
When you pass the hair care aisle, you may see a sign reading “Non-allergenic shampoo.”  
You might infer that this particular shampoo would not cause certain allergic reactions. 
 
 Now if you discovered that there are certain requirements that have to be met 
before a food could be called “organically grown”, would that increase or decrease your 
level of confidence of your assumption?  Where might you put it on the inference and 
assumption reliability scale?  Or if you discovered that no standard exists for the term 
“non-allergenic” and a manufacturer could freely apply this term to any shampoo, would 
it change your degree of confidence in your inference regarding that particular shampoo?  
Would you move your position on the reliability scale? 
 
 If you simply took an inference without checking it out, we would consider that 
an uncritical inference.  Uncritical inferences that find themselves at the left end of the  
inference/assumption scale, become the source of errors, biases, prejudices, etc. 
 
 Critical inferences remain the product of fact finding, careful observation, 
verifiable research, etc.  Critical inferences provide the platform from which we can 
launch productive activity.  
 
 
 
 
 
 
 
          Maybe yes 
  More unlikely                              Maybe no                               More likely 
[      ________________________________________________________]  (factual)  
-3        -2                -1                 0                  1                2                     3 
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“The facts ma’am, just the facts” 
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Read the following little story to the class, then ask the questions at the end. 
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Questions for discussion 
�
How did this problem start?  
 
 Where did Lahasha put her inference about an invitation on the Inference and 
Assumption scale?  
  
We’re not sure why Lahasha assumed her friend Janeen mooched in. 
 
Have you ever been upset when someone assumed something about  
you for no good reason, and would not listen to reason? 
 
Was Lahasha listening to Sgt. Factual, or was she still hanging on to her inference? 
 
Why might it have been so important to Lahasha to have Jeffery ask her to the 
junior prom?  (She was not a junior) 
 
Could this have influenced her to infer that Tyrell would ask her? 
 
What inference could the girls draw from the sergeant’s statement “…before I have 
to do something official?” 
 
When we want to believe something, we become very susceptible to inferences and 
assumptions.  Advertisers and political speech writers know this and use it.  Don’t 
get trapped.   
�
�
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MAP MAKING 
 

Classroom Maps 
 
 
 
 Map making, in the context of General Semantics, is far more 
than putting a few lines on a page.  It becomes one of the pillars of 
sanity.  We will explain as we go on. 
 
 Most schools have “maps” of their floor plan located on the hall 
walls for the convenience of the students and visitors.  By second 
grade the teacher can discuss the map and its features.  Then the 
teacher can ask his/her students what would happen if someone 
came in at night and changed the names of the teachers on the map.  
Could a visitor use it to find a specific teacher?  At least some of the 
children may say the map has become useless.  Here is an early 
opportunity that they can hear that for a map to be useful, it must 
reflect the territory. A common adult response to this is “It goes 
without saying”.  So we do not say it, for so often we ignore the 
obvious.  From now on, when we work with maps, we encourage 
teachers to emphasize that the map must reflect the territory to be 
valid.  Explain that in this case the territory consists of the 
classrooms, hallways and the teachers’ names. 
 
 Next, the teacher can ask the class to tell her/him how to get to 
Ms Soandso’s room.  When they speak it, or better still, write it down, 
explain that these too are forms of maps.  And just like the diagram 
map of the classrooms, their verbal map must reflect the territory if it 
will be of use to anyone.     
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VERBAL MAP MAKING 
 
 
 
Geographic map reading and mapping are taught in the first four grades of many schools.  
The only change necessary would be to continually emphasize that the map must reflect 
the structure of the territory.  In addition, students can learn that we can construct verbal 
maps. Drills like the following examples would fit in to an English program. 
 
1.  Imagine that you have just been transported magically to some remote site.  It could 
be next door or the moon.  I want you to write, on one page, instructions on how we can 
join you.  Remember this is a map and a structurally sound map must have the ability to 
lead us from one place to another.  (Pass the finished papers around and let students 
comment on how effective the maps are.) 
 
2. I want you to write a one page a description starting with, “This is how I…”  It could 

be brush my teeth, take out the trash, walk my dog, etc.  Remember, this also 
constitutes a map, and if your map is effective, someone else could use it to do the 
same thing.  Once the work is completed, pass the papers around and find out if your 
classmates believed they could follow the instructions, or understand how the writer 
did what he did. 

 
3.  I want you to create a one page description of someone.  It can be a classmate, an 
entertainer, or some other famous person.  You can’t use a fact that in itself identifies the 
individual, such as “he is president of the US”.  Ask students to read some of their 
“maps” and see if the person can be identified.   
 
 After lesson 3, discuss the following information with your class.  Remind your 
students that when we give instructions, describe an object, situation, or person we are 
making a map.  Our maps should be checked to see if they really reflect the territory.  If 
they do not, then our maps will lead us astray. Eventually, we need to start dwelling upon 
correcting the maps we have made of the world outside of our skins and of the people 
around us.  Ultimately, the maps we make of people can create problems if they are not 
accurate. 
 
Further, we make maps of ourselves.  The maps we make of ourselves determine, to some 
extent, our sanity.  Have you ever said, “Some people live in a world of their own, and 
that world is not real?”  Their maps of themselves are corrupted. That is, their maps do 
not reflect the territory, in this case, the real “them.”  “Have you checked your map of 
yourself lately?” 
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MAP MAKING 
Useless Maps 

 
The following exercise will demonstrate some characteristics of a useless map.  
Hopefully your students know enough U.S. geography to pick up the fact that this map 
does not reflect the territory. 
 
On the blackboard print the name Boston, Massachusetts at the top, and print Miami, 
Florida below it and near the bottom of the board.  Now draw an irregular line connecting 
the two cities and call it Route I-95.  You might remind the students that this is not really 
Route I-95, but only a line on a map. 
 
Now start writing in cities along the route, in the following order, starting at the top: 
Philadelphia PA 
Trenton NJ 
New York City 
Atlanta GA  
Washington DC 
Providence RI 
 
Now ask the students if they see anything amiss with this map.  Hopefully you will get a 
chorus of answers telling you that you have the cities wrong.  Point out that the students 
are correct, the map does not reflect the territory. 
 
Now, next to one of the cities, scribble in some information, and ask for comments.  If 
one cannot read the information, what good is it?  We need clarity. 
 
Ask, “If I went out on the parking lot and redrew this map in large scale, put the cities in 
the correct order and had you start where I marked Boston, and told you to follow Route 
I-95 to the end, where would you be?”  You might get the answer “Miami” or “The 
parking lot.”  The second answer is correct.  This was only a map and not the territory. 
 
Let me give you another example.  Someone gives you a map for secret buried treasure.  
What real value can we attribute this map?  (The value of the paper on which it is drawn)  
What would make it valuable?  (Use it to find the treasure.)  Again the map is not the 
territory.  The map can lead you through the territory to the treasure. 
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Teachers Notes 

 
Characteristics Of A Useable Map 

 
Prior to handing out the sheet titled “Characteristics of a useable map”, review the 
following information with your class.  If you can, encourage your class to enter into 
some discussion about this topic. 
 
Suggest to your students that if they were to photograph our town/city from a satellite, the 
layout of the streets and buildings, and their relationship to one another represents the 
structure of the territory.  If we produce a usable map from this photograph, the map must 
reflect the territory.  In doing so, we allow users of the map to proceed from one place to 
another, with a high degree of certainty.  This attribute we call prediction value. 
 
Useable maps must have clarity, and be geared for the audience that will use them.  
Americans traveling in Europe prefer maps in English rather than in French, Italian, or 
other European languages for obvious reasons. 
 
When the map and territory seem to disagree, we should conclude the map may err.  If 
your map shows you as standing on a hill while in actuality you find yourself wading 
through an alligator infested swamp, you will undoubtedly accept the premise that this 
map does not reflect the territory. 
 
A map shows only a small representation of the territory, and therefore cannot tell ‘it all’.  
When we prepare verbal maps, we must do it with a language filled with opportunities for 
misunderstanding.  We can minimize the problems with verbal maps (directions) by 
making them as clear and concise as possible.   When we provide verbal maps we should 
refrain from introducing extraneous verbiage.  
 
“We make maps of places, things, people, and ourselves.  I am handing out a sheet for 
you to keep in your notebook, or hang on the mirror in your bedroom.  Make sure that the 
maps you make of places, things, people, and yourself fit the criteria of Characteristics of 
a Useable Map.” 
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Map Making 
 

Characteristics of a usable map 
 

We have learned: 
 A good map reflects the territory structure. 
 A good map has clarity. 
 A good map has prediction value. 
 A good map is geared for the intended audience. 
 
And we acknowledge: 
 The map is not the territory. 
 A map cannot tell ‘it all.’ 
 A map shows only one view of the territory.   
 Verbal maps are subject to the limitations of language. 
 
When we decide to make a map we should first: 

Decide why we’re making the map and for whom.   
Decide if it will it be used once and discarded or will it be used by many people? 

 
The map should include: 

Relative information for the user. 
If necessary, an easy-to-use key.   
Sufficient information for the user to make use of the map.   
Good structure.   

 
What might well be omitted from the map to make it more useful? 

Maps, particularly verbal ones, should remain as clear and concise as 
possible.  The structure of the map should not be obscured with commentary 
not pertinent to the specific instruction or map.  

 
 
Conclusion:  Make sure your maps or instructions contain all the information needed 
by your audience, but do not include extraneous or confusing information.   
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Map Making 
 

Eagles Nest Directions 
Teachers Notes 

 
This lesson demonstrates how not to make a map.  Unfortunately, we all have 
experienced someone giving us instructions similar to this script. 
 
Select three students to do the role play.  Terry can be male or female.  Give them a day 
or two to become familiar with the script.  On the day of the “performance” distribute 
copies of page 06-05, Characteristics of a usable map, to the class.  Remind the students 
that they have probably seen this list previously.  After giving the class a minute or two to 
review the page, ask which characteristic they believe are the most important.  After a 
short discussion, introduce the world famous acting trio. 
 
“The scene is at the mall.  Terry, a new camper, happens upon Henry and Cherise, an 
older couple and long time campers.  This is Terry, this is Cherise, and of course, this is 
Henry.  Let the show begin” 
 
After the presentation, ask if anyone could find their way to Eagles Nest?  What got in 
the way of people who could not find their way?  Ask “Henry,” using his script, to give 
a clear and concise set of instructions.  Ask the class to evaluate his instructions. 
 

Ask if they are familiar with anyone who paints a verbal map in this manner 
done by Cherise and Henry?  Ask the students to evaluate how they themselves give 
instructions or verbal maps.  Can they do better?  
 
Conclusion:  Make sure your maps or instructions contain all the information needed 
by your audience, but do not include extraneous or confusing information.   
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Eagles Nest Directions 
Student Script 

 
 
This script records a conversation between three imaginary people.  Terry, a new camper, 
and Henry and Cherise, an older couple and long time campers.  As Henry and Cherise 
go on and on, Terry becomes increasingly frustrated, with accompanying body language 
and facial expressions.   This role play has the potential for an abundance of laughs.  
Highlight your part, and if possible, get together with the other actors for practice. 
 
Henry  High Terry, how are you today?  
Terry  Just fine.  You’re just the people I had hoped to see. 
 
Cherise Really? 
 
Terry Yes.  Someone suggested that I take the family camping to Eagle’s Nest.  I 

need to get instructions on how to get there.  
 
Henry No problem.  We go there all the time. 
 
Cherise Henry, we haven’t been there in three years. 
 
Henry Well, I don’t think they moved it. It’s real easy.  Go out route 27, and 

cross over the Interstate. You’d think they would have an entrance to the 
Interstate there but they don’t.  Politics I guess.  Well, you cross the 
Interstate and go to the town of Livermore. 

 
Cherise Your wife will love it.  They have a great antiques store there. 
 
Henry No they don’t.  Your thinking of Liverdale.  Anyhow, you go through the 

town, and when you get to the far end there’s a car dealer, and next to that 
is a small diner. 

 
Cherise And the food’s pretty good.  We had to stay there for two hours while the 

garage next door fixed our Suburban. 
 
Henry It wasn’t the Suburban.  It was the Dodge van that broke a hose.  The 

Suburban broke down on the way to the shore.  (Sounding annoyed) 
 
Cherise You’re right.  But if you had taken better care of that van, you’d a-known 

the hose needed to be replaced before we tried to climb those hills. 
 
Terry Ah, you got me to Livermore.  Where do I go from there? 
 
Henry Oh yeah.  Livermore.  As soon as you pass the diner, turn right onto 

county road 15.  You go about six miles and there is a fork in the road.  
There’s a fruit stand on the right, and you go left.   
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Cherise The fruit stand’s a half mile up the left road.  Remember, you always went 
out from camp to get corn and cantaloupes? 

 
Henry Whatever. (Still annoyed)  You do take the left fork.  And a little ways up 

you see the sign for Eagles Nest.  Turn in.  It’s a great place.  Got 
everything you need. 

 
Cherise Really, you’ll enjoy it. 
 
Henry Any time we can help, just give us a call. 
 
Cherise Nice running into ya.  And really, if you need any other instructions, just 

give us a call. 
 
Terry Oh, I’m sure I will, and—ah—thanks a lot. 
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Chapter 7 
 
 
 

A world of Process 
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Living in a world of process. 

 
The word ‘process’ has a variety of dictionary definitions.  Our focus will be upon “going 
forward” and a “continuous activity.” When we take a photograph we capture part of a 
moment of life and make it static. (unchanging) The photograph may remain unchanged, 
but the subjects immediately continue in their process of going forward and continuously 
changing.  We live in a dynamic continuum.  
 
The following group of mini lessons will encourage students to learn, and accept 
(internalize) the fact that everything around them, and they themselves, continually 
change.  The lessons will introduce the concept of dating, which assigns a time or date to 
an event, object, or person.  Thus they will eventually learn that neither they nor others 
should be judged entirely on events long past, or what we see at any moment. They can 
look for the differences which occurred between dates, and form opinions accordingly. 
 
This seems like a simple proposition—everything changes.  Yet many students and adults 
get hung up on something that happened or existed in the past.  They fail to move on and 
acknowledge the changes which have taken place in them and their environment.  Of this 
wars, both global and personal, are made. 
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Change in Surroundings, Weather 
 

On Monday, list the days of the week on one edge of the blackboard.  Ask the children to 
describe today’s weather, and note it next to Monday. 
 
On Tuesday, Wednesday, Thursday and Friday, again ask them for a description of the 
weather and note it next to its day.  Each day ask them to describe the difference between 
today and the prior day. 
 
Point out that sometimes the differences appear very small.  We should note that 
differences and changes exist, and successful students like them can usually find them. 
 
Teacher, 
The ability to see differences as well as similarities encourages students to “step outside 
the box.”  This exercise, although quite simple, introduces the concepts of change and 
looking for the difference. 
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CHANGE IN SURROUNDINGS, CLASSROOM 
 
On Monday, ask the students to look around the room.  Ask them try to remember it as 
though they were going to give a description to a policeman if he asked.  Also ask them 
to look around the school entrance they leave today and as they come in tomorrow for the 
same reason.  Tuesday, ask if they looked around the entrance.  If not, suggest they do it 
today and tomorrow morning. 
 
On Friday, ask the students to tell you what changed in the classroom?  You could make 
this interesting by hiding something which normally sits in a very prominent spot.  Also 
ask them if they noticed any changes around the entrance to the school. 
 
Discuss some of the changes, including one or two subtle ones in your room that were 
likely to be overlooked.  Ask “Do you think that you saw all the changes that took 
place?”  If they have not picked up all the subtle changes, point one out.  “Are there any 
growing things outside?  Do you think they changed even though you did not see the 
change?  They are four days older, just like you.” 
 
“We also saw some things change around the building.  Things around us change, some 
ever so slowly that we do not see it.  But they continue to change.  Just like you and me, 
everything gets a little bit older and just a little different every day.  Learning to observe, 
and to pick up the differences, can help you be a better student and better citizen.  In fact, 
learning to observe the differences around us could change a boring life into one full of 
fun” 
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Evidence of Change 
 
On a Monday, cut an apple in half in front of the class.  Ask them to describe the apple re 
size, color, shape, appearance, etc.  Note some of these descriptions on a sheet of paper.  
On the bottom of the sheet, in large letters, put today’s date. (Monday, Month, Year)  Put 
the apple and the sheet of paper into a paper bag, and place the bag on a shelf. 
 
On Tuesday, open the bag and remove one half of the apple.  Hold up the uncut side to 
the students, and ask for a description.  This should pretty much coincide with Monday’s 
description.  Then turn the apple around so they can see the cut side.  Again ask for a 
description. 
 
 Ask “Can we call this the same apple we put in the bag yesterday?”  Wait for answers  
“Well, maybe yes and no.  What has happened to the apple?”  Wait  “It has changed.” 
Remove the dated paper from the bag and show it to the class.  “This apple today, 
Tuesday, (date) does not look quite the same as the apple did on Monday (date).  And we 
can see that change.” 
 
“But what about you?  Have you changed?  Did you get a hair cut?  Lose a tooth?  Catch 
a cold?”  encourage answers  “There is one way every one of us differs from the way we 
were yesterday.  Can anyone tell me?”  “We are all one day older than we were 
yesterday. And we can NEVER, EVER, be the same age as we were yesterday.  And we 
can never be just the same as we were yesterday.  Our bodies change. Our brains change. 
We grow.  And we can look forward to being something different, if even ever so 
slightly, tomorrow.”  (Incidentally, this is one of the few situations where you can safely 
use the word never) 
 
On Wednesday and Thursday remove the apple for a quick viewing, and comment on any 
new changes.  Ask the students how have they changed since Monday?  Remind them 
they are NN days older. 
 
On Friday, remove the dated sheet and one half of the apple.  Hold them both up.  “Apple 
Friday (date) sure looks different than apple Monday (date).  Ask, “Would you have 
eaten the apple on Monday?  Would you eat it today?  Which day would have been the 
last day you would have eaten it?”  *Put the apple and sheet back in the bag and 
ceremoniously drop the bag in the trash can.  You can add “Yech.” 
 
*If you selected an apple with surprisingly good shelf life, you might suggest that the 
apple be put back in the bag and reexamined next Friday. 
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Comment on a World in Process 
 

Heraclitus 
 
One of the basic principles of this course emphasizes the constant changing world around 
us.  This commentary could be incorporated into a study of ancient civilizations, or if the 
school curriculum does not contain that study, into an early science class.  It will 
demonstrate that the idea of continual change had its beginning long ago.  As an aside, 
you may wish to ask the students Heraclitus’ age at his death.  You could begin the class 
by asking if anyone could identify Heraclitus. 
 
Heraclitus, an early Greek philosopher (approximately 540-480 BC) lived in Ephesus.  
He challenged the monist philosophy of the day that speculated that everything around us 
was made from one element; air, water, or some mysterious substance.  Instead he 
demonstrated that even visible change took place constantly.  (Water evaporated, ice 
melted, things burned, etc.)  He extended this belief to the sub-microscopic, contending 
everything continually changed.  He stated this belief thus, "Nothing is, everything is 
becoming.”  He also believed if you pointed at an object like a chair, called it a chair, the 
moment the words were out of your mouth, the object had changed.  He knew nothing 
about the atomic theory, but essentially, he theorized correctly. 
 
Heraclitus also pointed out that inside of a seed existed the beginnings of a plant.  When 
we planted the seed, we did not destroy it, but rather induced it to dramatically change. 
 
This brings us to the last point.  Heraclitus reportedly said “You cannot walk through the 
same stream twice.”  Ask the class what they think this means.  The most obvious, the 
water has changed, but less obviously, the sediment has changed, the bank shrinks and 
grows, aquatic life moves on, etc.   
 
What about traveling the same road?  Taking the same class?  Eating the same food? 
 
What about you?  Are you the same as yesterday?  Will you be different tomorrow?  
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THE REUNION 
 
Teacher:  Read this little tale to your class to remind them things 
change, but we sometimes are prone to speak as they haven’t 
changed. 
 
Mr. and Mrs. Knockwurst return to their alma mater for their 25th 
college reunion.  As they walk toward the school over the large lawn 
in front of it, Mrs. Knockwurst exclaims, “Oh, Harry.  Look.  Here is 
the same tree under which you proposed to me.” 
 
They go on a little further and Mrs. Knockwurst looks around and 
says, “Everything is the same.  It is just the way I remember it!” 
 
Let me read that again, because we are going to examine Mrs. 
Knockwurst’s statements. 
 
Ask for opinions about the validity of Mrs. Knockwursts three 
statements.  Consider the following points. 
 
First, let’s look at the tree.  The tree has aged 25 years.  It may have 
grown in girth; it may have shed a few branches, and changed its 
shape.  It can no longer be considered the SAME tree, although 
many of its attributes, such as location, variety, etc. remain relatively 
constant.   
 
By the same token, we know that everything about the campus is not 
the same as it was 25 years ago.  Campus1980  is not Campus2005.  
Remember to index when making comparisons. 
 
The last statement, “It is just the way I remember it,” can actually fall 
into the category of factual, since Mrs. Knockwurst is describing a 
personal memory at that moment of time.  We may conclude that 
either Mrs. Knockwurst exhibits a bad memory, needs glasses, or 
perhaps socialized excessively prior to taking the campus tour. 
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Problems in Perception 
Teachers background reading 

 
Perhaps you have had an experience similar to the following.  You have diligently 
prepared a presentation for a meeting.  You believe your data, graphically 
displayed, to be incontrovertible.  Your conclusions faithfully follow the data.  And 
then you make your presentation. 
 
Instead of a round of applause, you get questions that seemingly do not relate to 
the topic at hand.  Then your conclusions are challenged with almost absurd (to 
you) logic.  As your frustration grows you start to wonder, “What were they 
looking at?  Didn’t they see the data I put up on the easel?”  No, they did not see 
the same data as you did. How could that happen? 
 
Let me give you another example.  You and a coworker are late going to lunch.  
When you get to the dessert end of the lunch counter, one piece of pumpkin pie 
rests by itself away from the others.   Your friend, who likes pumpkin pie, 
suggests that you flip a coin for the one remaining piece, but you demur and 
decide to have the blueberry pie.  The decision was easy to make.  You both 
observed the same object (pumpkin pie), but the two of you saw two different 
pies.  Your friend saw a pie that promised to be flavorful and pleasing to the 
pallet.  You saw an ill tasting, odd colored product with an annoying texture.  You 
both created your own “pie” from past experience, your mental database.   
 
Your coworkers in the meeting created their own reality from your data by 
processing it together with their own mental databases.  They were not looking at 
the “same” material that you looked at when you put your presentation together.  
They were each looking at their own pieces of “pumpkin pie.” 
 
Two people cannot view the same object in exactly the same way.  For one thing 
our eyes of necessity are in a different place than the other viewer.  Even when 
you look at something through a microscope, the sample has aged microscop-
ically from one observation to the next.  For many occasions these differences 
affect the outcome imperceptibly.  The differences are still there, but they are 
small enough to be ignored.  It’s only when the listener cannot see your point of 
view when you know you made a cogent presentation, and the audience ends up 
somewhere other than where you believe they should, that it becomes 
frustrating.  At this point, it behooves one to try to get a view of the listener’s 
database, and try to restate one’s own data in a way that relates to the listener’s 08-02-01 
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view of the world.  Also allow for different physical, mental, and ethnic potentials, 
etc.   Don’t assume that everyone sees or likes “red”, or anything else, the way 
you do.  
 
To put it more simply, don’t bake a pumpkin pie for someone who detests 
pumpkin pie and expect undying gratitude.  Your expectations will not be met and 
you will have to deal with the disappointment. 
 
The fact that you like pumpkin pie, or things colored “red,” does not count.  The 
listeners’ data determines their response.  Can you somehow glimpse the other 
person’s data base before  you turn on the oven?  Can you learn of your 
audience’s prejudices, fears, ethnic mores, etc?  Even if your audience consists 
of one individual, or of hundreds, look for differences between their concept of 
the “world out there” and yours.  Do you utilize the same vernacular as your 
audience?  Do you utilize the same colloquial expressions?   How can you make 
yourself more aware of your audience prior to beginning to speak to them?  Can 
you avoid sounding condescending? 
 
In the end, what you say and who you are, carries little weight.  Your success 
resides in the perception(s) formed by the audience.  In these lessons about 
perception, we want the students to begin to understand that we all perceive 
differently, and to make allowances for those differences.  Further, we often 
perceive what we expect to see or hear rather that what exists ‘out there.’  One of 
the lessons directly addresses that potential source of confusion. 
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PERCEPTION EXERCISE 1 

 
This exercise will demonstrate that as much as we think we see, we don’t see it all.  The 
fact we don’t see everything the same way sometimes results in arguments. 
 
Material 
One large apple with a relatively narrow vertical slice cut on one side. 
 
Presentation 
Stand in front of the class and ask one student to stand behind you.  Ask that student to 
remain silent until you specifically ask him/her to speak.  Hold the apple up with the 
removed slice facing you.  Make sure the student behind you has seen the slice. 
 
Ask the class “What do we call this?”  Then ask them to take turns describing it.  Rotate 
it slightly, but avoid letting the class see the sliced portion.  When the class finishes with 
its description, ask the student behind you to present his/her description. 
 
Show the rest of the class the sliced area.  Start asking questions about why their 
description and the lone student’s description did not match.  Who was ‘right’?  Who was 
‘wrong’?  Did they report what they saw?  Why is it important when people disagree to 
check out the facts more carefully?   
 
How should we check out the facts?  Perform a closer examination of the object.  
Compare our viewing point with another persons.  Ask some questions of the other 
observer.  Do they have more history than you do with similar objects?  Etc. 
 
About two weeks later perform the same exercise, but do not remove the slice.  Your 
students may insist you are hiding something, that there is a slice, etc.  It should be an 
opportunity for a few laughs.  However, remind them that even though they expected to 
see a slice it did not have to exist.  Just because something happens once, does not mean 
that it will necessarily happen again. 
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Spelling Perception 
 

You might wish to do this exercise when your students return from a holiday to wake 
them up and get their brains in gear.  Explain that you will spell a group of words and you 
want them to tell you what they spell.  You should get a lot of hands and you can call on 
a student for each of the first four words. 
 
 M A C  d o n a l d 
 
 M A C  g r e g o r 
  
 M A C  m i l l a n  
 
 M A C  n e a l 
 
“You are doing very well.  Let’s do the last one together” 
 
 M A C  h i n e r y 
 
Normally you will receive a shouted answer of MacHinery.  Say nothing but go to the 
board and write “machinery”. 
 
When the students see the trick you have pulled on them, ask, “Why do you think you did 
not know how to pronounce ‘machinery’?”  After they finish their reasons, tell them that 
this exercise was to remind them that we often see and hear what we expect to see and 
hear and not reality.  “Stay alert!” 
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ABSTRACTING 
 

Open the class by asking the students if they can define the verb abstract.  Then explain 
that if we look up the word abstract in a dictionary, we would find a group of seemingly 
unrelated definitions.  Depending on the dictionary, we find such definitions as a 
summary; an essence of a larger part; to separate; and many others. 
 
For our purposes, we can paraphrase Robert Potter in his book, Making Sense: 
 
In General Semantic usage, the verb “abstract” means to move to a different level, leaving 
characteristics out. The process is known as ABSTRACTION.  We practice abstraction 
when we recognize something on the basis of just a few features.  We also practice 
abstraction when we receive information with any of our five senses, and only choose to 
process a small amount of that information. 
 
Ask your students to consider this: If they have a brother or sister, or a pet cat or dog, 
how much information do they need to take in to recognize them?  Would you need to 
check your dog’s collar, or ask your sibling for a picture I.D?   If, at a quick glance, you 
can recognize anyone of them, then you have abstracted a little of the information 
available to you to make the recognition. 
 
For homework, ask your students to look up in the dictionary, the following words. 
 
Abstract 
Abstracting 
Abstraction 
 
When we meet again we will check and see if you have a grasp of these words. 
 
These lessons possess a great deal of potential if time were available.  Some students will 
comprehend the structural differential, while some may not.  Primarily focus on the point 
that we often say or hear things that are really not tied to the event, but rather are people’s 
unfounded opinions.   
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Non-verbal Level 

 
We are going to use a new term, the NON-VERBAL LEVEL (also called the silent 
level).  Although everything we encounter and perceive goes through this level in our 
brain before we associate ‘words,’ we can consciously achieve the NON-VERBAL 
LEVEL only with considerable difficulty.   
 
Perhaps this exercise will assist you in understanding just what the non-verbal level 
encompasses.  Spread your fingers out on both hands and lace them together.  Now place 
them in front of your face, just in front of your nose.  Keep your hands there, and close 
your eyes.   
 
Now pretend that you are a baby just about to be born.  Now pretend you are born, and 
open your eyes.  Everything looks blurry.  Nothing focuses.  Start moving your hands 
apart slowly, letting a little light come in.  That action only took a few seconds, but it 
would take a baby many days to focus on objects.  He sees objects.  At this time he has 
no names to call them, no labels, no descriptions.  Baby just sees what baby sees.  At this 
point, baby resides at the non-verbal level.   
 
Now when you and I see, hear, smell, taste, or feel something, our brains receive this 
information and begin to abstract.  This first abstracting takes place on the non-verbal 
level.  At this level our brains attempt to match the object forming in our minds, 
abstracted from what’s out there, with our data base of shapes and color.  Then our brains 
start comparing the abstracted material to our mental data bases of words, and we either 
mentally label the object or describe it.  We in effect are talking to ourselves; verbally, 
although not yet orally.  
 
Now just to show you the difficulty of staying in the non-verbal level, I want you to close 
your eyes and listen to any sounds.  Can you just hear, and not label, the sounds.  Do this 
for a couple of minutes………..How successful were you?   
 
Another exercise needs you to find a restful spot—a garden, a mountain, a stream, etc.  
Can you look at the overall scene and not identify any of the objects?  Just let the beauty 
of the scene permeate your brain.  If you occasionally do these exercises, you may find it 
quite restful---and informative about the world “out there.” 
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MEET ED, THE TALKING HEAD 
 
If we look at the picture of Ed, the process seems simple enough.  One of his senses 
detects something, and a result gets broadcast to the world. However, the process 
contains many more exotic steps.  Just like your computer, where a vast amount of 
‘things’ occur between your keyboard and your printer, so do many things happen 
between "out there”, and inside our skins. 
 
If Ed were standing near an object which we call a tree, and someone asked him, “What 
do we call that?” Ed would probably answer, “We call that a tree.”  Let us take a closer 
look at the mechanics necessary to arrive at that answer. 
 
First of all, the object we call a tree was reflecting a great amount of light.  Some of this 
light struck Ed’s body, with little or no effect.  However, two small dark spots on Ed’s 
body, with the total area of about .05 square inches permit the light to enter Ed’s body.  
We call the dark spots the pupils of his eye. 
 
The light arrives at about 186,000 miles per second (that’s fast) and as it passes through 
the pupil, lens, and the liquids in the eye, it slows down a bit.  It then strikes the central 
part of the retina in the rear of the eye and stimulates certain nerves.  The nerves transmit 
the results of this stimulation to the brain at about 255 miles per hour.  While this speed 
does not approach the speed of light, the short distance of the transmission makes it 
almost instantaneous. 
 
The eye can process far more information than the brain can utilize in a given time.  The 
brain must decide what information it will use.  We call this abstracting.  Perhaps we can 
liken it to our daily morning routine.  We need a pair of socks.  We open the sock drawer 
and root around until we find a matching pair, then ignore the rest.  The brain does a 
similar thing by checking the database in Ed’s head for things that correspond to the 
information it is receiving.  (Size, color, shape, etc.)  After ignoring most of the 
information, or even discarding it, the brain creates an image.  But the process must 
continue.  The image is now subjected to another database search.  This time the brain 
looks for a label that matches the image.  When the label is applied to the image we call 
this the verbal level. 
 
To avoid confusion, we call the formation of the image the ‘silent level’ or ‘non-verbal 
level.’  When Ed applies a label or name to the image, we call this the ‘verbal level’, even 
though Ed has yet to speak to anyone but himself.  Ed can communicate this label or 
name by speaking, writing, or even drawing a picture.   
 
Now if Ed had never seen a tree, his first viewing of it might have caused some confusion 
as his brain started looking for matching data.  Since he also had no label, he might resort 
to describing the object as some big green thing.  Perhaps you have had the experience of 
seeing something completely unusual for the first time and found yourself unable to make 
heads or tails out of the object.  Now you know why.  No matching data in the databank 
leads to initial confusion. 
 

09-04-01 
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Let us return to Ed and his tree.  He has supplied his questioner the answer, “We call this 
a tree.”  Now suppose another question is posed.  “What kind of a tree is it?”  Ed might 
look at the tree again, see the shape of the leaves, and answer, “We call this a maple 
tree.”  Now comes an interesting part of abstracting.  The second time Ed viewed the tree, 
approximately the same amount of information reached his eye as the first viewing.  His 
brain had not originally noted the shape of the leaves and had only abstracted the color 
and shape of the object, and matched it to the label ‘tree’.  When the second question was 
posed, Ed could not locate the originally ignored information regarding the leaf shape in 
his original silent image. He had to look again to create a new silent image from which he 
abstracted the shape of the leaf.  He then matched that to his database of tree leaves and 
concluded as appropriate the label ‘maple’. 
 
Note this important bit of information.  If Ed lived among Vermont maples, and you lived 
among Alaskan evergreens, the image in your database for tree could widely differ from 
Ed’s image.  What you see combines the signal from the object, your previous 
experience, and your brain’s action.  Your tree can only resemble other people’s trees, 
not duplicate them.  Please keep this limitation in mind when you are tempted to argue 
with someone about what they saw. 
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MEET ED, PART B. 
 
Let’s try another example of the abstracting process.  You and Ed go to a restaurant to 
have soup and salad.  Ed takes a spoonful of soup, makes a sour face, and says, “This 
soup is too salty.”  (Ed obviously missed the lessons on ‘is’)  A more accurate statement 
might have sounded like, “This soup contains too much salt for my taste.” 
 
What happened here?  The soup touched Ed’s tongue and stimulated the nerve endings.  
The message went to his brain where the flavor was matched to flavors in Ed’s database.  
Ed’s database contained a reference to what Ed considered properly salted.  When Ed 
compared a dominant taste of this soup, which he abstracted from the others, and 
matched it to his definition of suitably salted, it came out too strong. Ed first silently 
experienced this data base match (the sour face), then verbalized it to himself, then finally 
spoke to you.   
 
You utilized a similar process and determined that the soup met your criteria for proper 
salt content.  Should we consider one of you correct, and the other wrong?  No.  We are 
all entitled to our own abstractions and evaluations, as long as they reflect the real world, 
and are communicated in language upon which we agree.  We should remember not to try 
to force our evaluations on others as though they were authentic.  If Ed had looked at the 
thing we call a tree, and argued that it should be called an elephant, we might say that Ed 
has a problem 
 
Just because we can verbally separate words like ‘observer’ and ‘observed’ does not 
mean that we can do it in the real world.  The information we receive from the process 
called observation inexorably remains the product of the observer-observed. Whichever 
of our five senses supplies us with the relevant information, the stimulus must be 
processed in the manner described above.   We cannot remove ‘you’ from your 
observations.  Consider this when you prepare to argue with someone else who just 
observed the “same” object or event as you did. He observed his tree while you observed 
yours. 
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THE STRUCTURAL DIFFERENTIAL 
 

Teacher’s Notes 
 

Copy pages 09-08-01 and 09-09-01 for distribution to the students.  Make a copy of the 
“ED” poster, page 09-03-01.  Call the students’ attention to it and ask if they remember 
Ed.?  Review the definition of abstracting from page 09-01-01.  Ask the students to read 
the information about the structural differential as homework in preparation for a 
discussion in another class session.   
 
Next session. 
 
Ask the students what they thought of this tool?  Did it make sense to them?  Why did the 
Silent Level or Object appear different than the event?  (We cannot see it all, and further 
we abstract from what we do see.) 
 
Rarely do we stop at the verbal level.  Either we, or someone else, find it necessary to say 
something about what we just verbalized.  Give the students the following example of 
proceeding to higher level abstractions. 
 
 L1 My pen 
 L2 Something you write with 
 L3 Sometimes found in offices 
 L4 Probably stolen from office 
 
Point out that the closer your label is to the event, the more chance your label will 
provide you with a higher degree of confidence in its meaning.  When you receive 
information from someone, and you believe that they are giving you information from a 
higher level of abstraction (L4, L5,….L10 etc.), what do you think would give you more 
confidence in that information?  Go back, if you can, to the Event, or a lower level of 
abstraction. 
 
Someone will certainly ask why the higher orders of abstractions are lower on the 
differential.  Basically, when Korzybski made his model, and hung it up, gravity pulled 
everything downward.  In a weightless environment we could turn this upside down and 
all the relationships would remain the same, and perhaps we could feel more comfortable 
with higher and lower.  Try it on your next trip into space. 
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WHEN WE ABSTRACT TO MAKE MAPS 

 
Suppose that you and a friend are strolling on a sidewalk in a quiet suburban neighbor-
hood.  About a block away a man appears with a very large Labrador retriever on a leash.  
Your friend stops, and tenses up. The following dialog takes place. 
 
You:  “What’s wrong?” 
 
Friend:  “There’s a dog up there.” 
 
You:  “So What?” 
 
Friend:  “I am afraid of dogs!” 
 
You:  “Why?” 
 
Friend:  “Dogs bite” 
 
You:  “Do you think this one will bite you? 
 
Friend:  “I don’t know, but I prefer not to take a chance.” 
 
You:  “Suppose he did bite you.  What would that do?” 
 
Friend:  “It would hurt and I would get rabies.” 
 
You:  “So you are not really afraid of dogs.  You are afraid of getting hurt, and rabies.” 
 
Friend:  “Yeah.  Does that make a difference?” 
 
You:  “Well, consider this.  Automobiles kill pedestrians.  In the last twenty minutes a 
whole bunch of cars have passed us and none have jumped the curb to kill you.”  
 
By now the man with the dog is approaching.  Your friend positions himself to put you 
between himself and the dog and says, “I’ll take my chances with automobiles, you can 
take your chance with the dog.”   
 
As the man and dog pass, the man gives you a casual greeting and the dog gives you a 
cursory sniff.  The man and his dog continue up the street, where they come upon a small 
group of young children playing in a yard.  One exclaims, “Look at the big dog!”  With 
that they all run out of the yard to see the dog.  A five-year-old youngster runs over to the 
dog and throws his arms around the dog’s neck and gives him a hug.  At that point, the 
youngster looks up at the owner and says, “Does he bite?”  (True story) 
 
The owner replies, “No, you’re lucky.  He likes little kids.  But in the future, before you 
pet or touch somebody’s dog, ask him or her if it is all right to do so first.  Not all dogs 
like kids.” 09-10-01 
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TIME-BINDING 
 

Teacher’s Notes 
 
The concept of time-binding, described on the next page, demonstrates the link we have 
with the past and the link we make to the future.  Observing this, the student will see that 
survival and growth in one’s present life depends upon understanding and utilizing 
information produced by previous generations.   
 
The lesson plan includes six posters and commentaries, plus the description of the topic.  
The concept itself should not pose much difficulty as far as intellectually understanding 
it.  The posters and commentaries are designed to have the student look at different 
aspects of time-binding and internalize them,  
 
The initial description of time-binding can either be read to the students, or the teacher 
may put it in his/her own words.  Once the teacher has determined that the class has 
grasped the concept, the “Picking Mushrooms” poster and commentary can be 
introduced.  The teacher can also ask the class to describe other potentially fatal actions 
they avoid because they are time-binders.  (Crossing heavy traffic against the light, 
skating on thin ice, putting on a cape and jumping off buildings like Superman, etc.)  For 
each description ask “How do you know?” 
 
“The Sinking Feeling” is designed to be handed out for homework and briefly discussed 
the following day.  We hope that some students will make use of the Vasa website.  Since 
the Vasa and Sweden’s conquests in Europe are rarely taught in high school history, this 
exercise may expand the student’s view of the past. 
 
“Time Binding Mechanics” and its accompanying poster reinforce the attitude you, the 
teacher, spend your days trying to instill. 
 
If you were to ask your class “Who invented the airplane?” you probably would receive 
the answer “The Wright Brothers.”  “The Sky’s The Limit” illustrates that the Wright 
Brothers were simply time-binders on a lengthy continuum still proceeding at a dizzying 
pace today.  Copy this commentary and hand it out for homework. 
 
The need to pay attention to “Your Own Mistakes” and grow from them by evaluating 
them and making changes, needs to be emphasized throughout our lives. 
 
“Sometimes it’s a challenge” pokes fun at a simple fact of life; no matter how hard we 
work, some things will always exist that we cannot fully understand or explain. 
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Time Binding 
That Which Defines Us as Human 

 
We humans have the ability to arbitrarily group things into categories or classes based on 
some unique characteristic they all possess.  Thus, a clock, credit card and speed limit 
sign all fit into a category of things that have numbers on their face.  Author and scientist 
Alfred Korzybski used this ability to group most living things into three such categories: 
plants, animals and humans. 
 
In general, plants possess the ability to capture the energy of the sun, and combine it with 
elements in the air and soil to produce food for themselves and others.  Korzybski called 
this ability to combine energy with other elements, ‘energy binding’, and called the plants 
‘energy-binders.’ 
 
Animals, on the other hand can move about from place to place.  They are not rooted in 
one spot like plants but move from one space in their world to another.  The animals can 
this way tie together one point in space with another point, and Korzybski gave them the 
label of ‘space-binders”. 
 
While you and I can move about in the space around us, and can even synthesize vitamin 
D from sunshine on our skin, we possess a unique property that totally differentiates us 
from the other two classes: we can bind time.  We can ponder in our minds the thoughts 
of Edison, Shakespeare, Plato, and other long departed human sources of information.  
We can write our own thoughts, or electronically record them for future generations.  For 
this reason Korzybski called us ‘time-binders’.  We are not limited to today, or what we 
can see for ourselves. 
 
For an energy-binding plant to survive, it must remain in contact with the source of its 
energy.  For a space-binding animal like a lion in the jungle to survive, it must move 
from one place to another.  Likewise, if we time-binders are to survive, we must 
constantly strive to incorporate the wisdom of the past into our daily lives.  We cannot 
personally experience a sufficient number of events to provide us with the knowledge 
necessary for safe guidance through life.  Think about all you have learned thus far about 
this world, and then think about all you have yet to learn. 
 
You, the student, are not limited to what you can see and hear today in your immediate 
vicinity, but you can visit your library and read what the Pharaohs wrote, or look at your 
television and see what is happening locally, or half way around the world.  You have the 
ability to “freeze” and “unfreeze” your experiences with language.  You have the 
opportunity to attend schools and universities to utilize the minds and nervous systems of 
other humans.  Further, those minds can be hundreds of miles or hundreds of years away 
from you.  You do not have to rely upon natural instincts for your survival, as do other 
animals.  You are unique as a human and as an individual.  For all these reasons, you can 
be called a language using TIME-BINDER.  Make use of this talent, this gift, and utilize 
it to become an effective time-binder. 
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TIME-BINDING 
 

Picking Mushrooms 
 
Now that we have time-binding described to us, can anyone tell me how picking 
mushrooms would have a relationship to time-binding?  Have any of you ever picked 
mushrooms?  Do you know that some mushrooms can kill you if you eat them?  How 
would you know which ones were poisonous?  You could take an expert with you when 
you went to pick them, or you could get a chart showing which ones had the power to kill 
you.  What would happen if you were wrong? 
 
I have a little poster here that I will hang up on the wall.  Two of the three mushrooms 
pictured are poisonous and one is not poisonous.  I don’t know which two mushrooms are 
lethal, so I don’t think I will pick any of them.  How about you? 
 
How did the original expert determine which ones were poisonous?  Simple.  He watched 
to see who ate each mushroom, and then who died.  
 
If you have a small class, you can pass the poster around prior to hanging it up, and ask 
for comments. 
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TIME-BINDING 
 

Time-Binding Mechanics 
 

We described time-binding as including the ability to utilize the knowledge and abilities 
of people long departed.  If you want to find out what Aristotle, Einstein or Edison 
thought about something, how would you go about it?  (Ask someone, get a book, go 
online)  Aside from asking someone for information, what skill do we need to possess to 
utilize the web or a book?  Being able to READ.  Whether you want to go back a 
thousand years, or to scan the box scores of yesterday’s World Series Game, you need to 
develop your reading skills. 
 
In today’s economy, succeeding in even the most menial occupation almost always 
requires the employee to be literate.  There was a time when an auto mechanic could get 
by on his own skill, but with the complexity of today’s autos, the mechanic must be able 
to access information in manuals or on the computer. 
 
Your survival depends upon your ability to continually learn about your environment.  
Reading will provide you the best tool for gaining knowledge from the past.  Even if you 
find reading difficult, work on it. Like your muscles, your brain can develop with use. 
 
As a reminder, I have a poster which I will put up.  Each day, look at it, and ask yourself, 
“What did I read today?  A newspaper, a book, information on the computer?” Think of it 
as going to the mental gym for a brain workout. 
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TIME BINDING 
 

The Sky’s the Limit 
 

From the time the first caveman jumped off a cliff and flapped his arms like a bird, until 
now, mankind has had a fascination with flight.  In literature and mythology we find 
many strange and wonderful tales.  Scientists, mathematicians, and inventors struggled 
with the theory of flight for a thousand years. 
 
Yet, it was not until Joseph Montgolfier, sitting in front of a fire and watching smoke go 
up a chimney, that someone found a practical solution.  First, he made a small cloth 
balloon, open at the bottom, and lit a fire under it.  Much to his delight it floated up to the 
ceiling.  On June 4, 1783, in the town of Annonay, France, Joseph and his brother 
demonstrated their discovery with a 35 foot diameter unmanned hot air balloon.  Then 
someone realized that there was a strange light gas (hydrogen) that might work as well as 
hot air.  On August 27, 1783 the first unmanned hydrogen balloon was flown in France.  
In November of that same year, two more Frenchmen built a very large hot air balloon, 
and got into the gondola and became airborne.   
 
During the next 100 years inventors refined both hydrogen and hot air balloons, added 
power and steerage, used them for military observation, and continued to dream on.  
Another group of inventors looked at the possibility of heavier-than-air flight.  As early 
as 1809, George Cayley of England worked out the essential theories of modern aircraft.  
Unfortunately, his work went unnoticed, and potential time-binders were left to discover 
this information on their own.  Initially, nineteenth century inventors developed designs 
for gliders.  Some of these contained fatal flaws.  The Wright bothers’ gliders flew with 
reasonable success, and in 1903 they put an engine in one and started an entire new 
industry. 
 
Barely fifteen years after the Wright’s plane stayed aloft for less than a minute, men were 
flying over the French countryside in biplanes and tri-planes, shooting at each other.  
When World War I ended in 1918, the best planes were still fabricated from wood and 
linen.  Less than twenty years later, all-metal fighter planes and bombers were off the 
drawing boards and flying. 
 
As World War II got underway, the Germans were developing the jet airplane.  Late in 
the war, they got their jet fighters into the air.  Once airborne, no Allied plane could 
match their performance, but they had to take off and land.  Many of the German jets 
were destroyed during the take-off and landing periods.  The Japanese obtained the 
design of their jets from the Germans, and between the first and second atomic bomb 
attack, flew their first prototype. 
 
During World War II the Germans developed long range rockets.  These rockets were the 
forerunners of the rockets we use today to put men into space.  The capture of working 
rockets, data, and German scientists, allowed the time binding scientists in the United 
States to move forward rapidly.   
To put this rapid advance into perspective, consider this.  When they were young, your 
great-grandparents could travel using slow steamships, horses and buggies, and steam 
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drawn wooden railroad cars.  Today your parents can travel by auto on super highways, 
fly to Europe on a jet, and maybe even go into space.  All this change occurred in a short 
time in the history of this world, and it came about because each generation learned so 
much from the previous one.  We call this time-binding in action. 
 
To put yourself back into the experimental days of flight, see if you can take a piece of 
notebook paper and make a glider out of it that really flies.  Check your classmates.  Did 
any of them have any success?  Will they show you how to make a flying glider?  If so, 
the two of you are binding time.  Have fun with your experiment.  
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TIME BINDING 
 

That Sinking Feeling 
 

In 1625, Sweden’s king, Gustavus Adolphus, decided that his country needed a strong 
navy if Sweden was to be considered a major world power.  He ordered construction of a 
number of fighting ships, including a massive super gun-boat, the Vasa. 
 
In 1628, when the Vasa was launched, the king was away attempting to conquer Poland.   
The Vasa sailed a short distance, fired a salute, heeled over, and sank.  (Heeled over 
means turning onto its side)  The news upset the king, and he ordered an investigation. 
 
The naval architect who oversaw the building of the ship managed to escape the 
investigation by dying before the Vasa was launched and was unavailable for comment.  
The investigating committee agreed that the Vasa had been well built, but the ratio of her 
dimensions did not agree with time-tested ratios.  The investigation quietly went away. 
 
One might ask, if the ratios, that is, length, to width, to height, to weight, had been 
established for years, why did the designers ignore them?  For one thing, the king had 
approved the disastrous design.  Some historians think the king might have had some say 
in the original design.  Knowing all this, who would have dared to tell the king that his 
new toy would not float?   
 
Have you ever seen someone doing something foolish, and they would not listen to you?  
Maybe you said nothing because you simply did not want to upset the individual, or get 
that person angry with you.  How do you think you might have handled the Vasa 
situation if you were alive then?  Was the king an active time-binder?  Why or why not? 
 
In 1961, marine historians recovered the Vasa and it sits in a museum in Sweden.  If you 
want to get more information on the Vasa, go to www.vasamuseum.com, and click on the 
English paragraph.  
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TIME-BINDING 
 

Your own mistakes. 
 
I have another time binding poster.  This time, we focus on the opportunity to learn from 
our own mistakes.  (Show the poster) 
 
Perhaps you had a true time-binding experience when a carpenter showed you how to 
drive a nail without hitting your thumb.  However, as the poster shows, sometimes bad 
things happen.  At this point you need to look at what happened and decide how to avoid 
another painful incident.  You are now binding time with yourself.  You can learn from 
your own mistakes. 
 
I think this makes a lot of sense, but how would you describe an individual who 
continually makes a mistake over and over again?  Do you think that he realizes that he 
has the power to make a change? Do you realize that you have that power?  Let the poster 
remind you that at times you have the power to instruct yourself. 
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TIME-BINDING 
 

Sometimes It’s a Challenge 
 
Have you all seen pictures of the pyramids in Egypt?  How would you describe their 
size? (Huge?)  When you consider that the Egyptians did not have powered equipment 
like big cranes and bulldozers, how do you think they managed to move all that rock and 
pile it so high?  If you don’t know, you have lots of company with the brightest people in 
the world.  They too can only theorize how this might have been accomplished.   
 
We have the objects, the pyramids, so we know somebody built them.  What do we lack?  
The plans, the “how-to”, etc.  Maybe nobody wrote down the process, or if they did, the 
plans got lost. 
 
When we go symbolically back in time as time-binders, everything may not be all neatly 
laid out.  We may be required to search for the answers.  Answers do exist, but they may 
continue to elude us. 
 
I have a little poster to hang up on the wall as a reminder that the answer may require 
some imaginative searching.  Ready for the challenge? 
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Time-binding 
 

GOLDEN NUGGETS OF TRUTH 
 

Teachers Material 
 
  
Please share the following information with your students prior to displaying the poster.  
We consider it vital that students understand that simply because something appears in 
print, or on the internet, or comes from an authority figure, they still need to process that 
information before making judgements and taking action.  Alternately, you can copy 
these pages and hand them out to your students. 
 

For several years we have discussed the positive aspects of time-binding.  
Unfortunately, we must be discerning about the material we accept from our ancestors, 
current “experts”, and sometimes even ourselves.  When we search our books and the 
internet, or listen to someone supposedly “in the know”, are we hearing verifiable 
information?  Or are we simply hearing an unsubstantiated theory or opinion. 
 
 Today, the internet supplies us with a generous supply of information and data.  It 
also provides those with a hidden agenda a forum to infuse us with misinformation and 
spurious data.  Sorting out the truth from all the nonsense becomes quite a chore as more 
sites abound.  Point out to your students that we see that which we like to see, and if the 
bogus information confirms a position we have already taken, we are quite likely to 
accept it without critical review. 
 
A case in point. 
 
 At 8:00 AM, December 7, 1941, planes from the Japanese fleet began a surprise 
attack on the United States naval base at Pearl Harbor, Hawaii.  This part of history 
seems to be accepted by just about everyone.  Almost immediately, questions were raised 
as to where to assess the blame.  Hundreds of books and articles have been written about 
the attack.  Many of them seek to establish a conspiracy that led back to Washington. 
 
 Now let’s get into one area of dispute.  We know from Japanese records that they 
launched five midget submarines off Pearl Harbor with the express purpose of going into 
the harbor to torpedo ships at anchor there.  At 3:42 AM, a minesweeper outside of Pearl 
Harbor reported seeing a periscope, and asked the destroyer Ward for help.  The Ward 
searched for two hours to no avail.  Around 6:00 a PBY flying boat on patrol spotted one 
of the submarines, and now informed the Ward where it was.  Ward managed to find it, 
and at 6:45 fired at it and claimed to have sunk it.  At 6:54 the captain of the Ward 
reported the action to the office of the Commandant.  For whatever reason, the 
information was not relayed to a staff member until 7:25 AM.  Still no action. 
 
 Those “historians” who wished to espouse the conspiracy theory simply could not 
accept the fact that Pearl Harbor had over an hour warning.  For nearly 60 years, the crew 
members of the Ward have been disbelieved and insulted. However, 60 years after the 
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fact, with only a few of the Ward’s crew still alive, divers found the submarine in 
question, resting on the bottom outside of Pearl Harbor.  They photographed it, and they 
photographed the big hole in the conning tower where the Ward’s gunners had placed a 
shell.  The divers established the authenticity of the Ward’s message.  
 
 If you only read and accepted an account by one of the conspiracy buffs, you 
would have accepted something bogus.  You would have read in some accounts, that the 
Ward never made contact, and certainly did not sink a Japanese submarine.  When you 
receive information from different sources that seems to be in disagreement, you are the 
person responsible to check it out.  Ask yourself: does someone supplying you this 
information have an agenda?  Do they have a theory that can only be sustained by 
omitting certain incidents or information?  
 
 This account of the disaster at Pearl Harbor looms large in the history of the 
United States.  If people can twist the facts in something this large, what can they do in 
your day-to-day life? 
 
 Now like all the other time-binding topics, this one also has a poster.  And to 
make sure that you can fully utilize it, I would like to have a vocabulary check.  Can 
anyone tell me what the term golden nugget means?  And a golden nugget would or 
wouldn’t have a lot of value?  Considerable value.  And do you know if gold would be 
considered heavy or light?  Yes, it is quite heavy. 
 
 Now a little further afield.  What do we mean by the term gilded?  An object that 
has a golden color, or even may have a very thin plating of gold, can be called gilded.  
Now do any of you fish?  From what material are your sinkers made?  Lead.  Does it 
weigh a lot for its size?  Yes.  And is it cheap?  Yes.  If someone gave you gilded pieces 
of lead, and expected you to pay pure gold prices, what would you say to that?  Oh, and 
as for the ‘bull’ on the graphic, I will let you interpret that for yourselves. 
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    KING OF ANARCADIA 
 
 
Author Harry Weinberg,* commenting on several books written about the plight of 
modern man, wrote as follows: 

“It seems to me that many of those people…. have gone from the one extreme of 
complete acceptance of traditional, moral, ethical, and religious doctrines to the other 
extreme of complete cultural relativism.  Claiming that all ethical and moral judgements 
are relative only to the culture in which they are made, that what is considered good and 
valuable in one society may be judged bad and useless in another, these people find 
themselves unable to build any kind of relatively stable ethical code.  For if these codes 
are relative to societies, they are also relative to parts of societies, and to smaller parts of 
these, (individuals) …One result, then is a slavish dependence on the majority opinion of 
the group within which they function…. Individuals become what has been called  ‘outer 
directed men’--- the hollow men swaying in the winds of ethical fashion, clinging to the 
group for a security bought at the price of intellectual freedom and self-actualization.” 
 
Let’s magically visit a group of people who chaffed at the rules and restrictions imposed 
upon them by the government, culture, religion, etc., and decided to form a new colony 
called Anarcadia.    Things have not gone as well as anticipated. 

 
 As a result, the citizens of Anarcadia have asked Gustav, prime minister of a 
neighboring province, to become their King.  Anarcadia lacks for nothing.  The land 
abounds in all good things.  However, the citizens of Anarcadia have no rules, and seem 
to spend their days fighting with one another.  Perhaps with a king things may settle 
down. 
 
 Gustav agrees to accede to their request, but with one stipulation—he must be in 
charge and set the rules.  The shaken citizens finally agree that they will abide by his 
standards, but they will allow only twelve rules.  They will have the freedom to do 
whatever they please unless the twelve rules forbid it.  Gustav accepts the crown. 
 
 Gustav immediately establishes rule number one.  “You may not kill, nor attempt 
to kill or harm any of your fellow citizens, or officials”  Gustav, a good time-binder, 
realizes from past history, kings who displease their subjects frequently have their lives 
foreshortened.  He establishes this rule as a bit of self-preservation 
 
Now pretend that you are Gustav, and write down eleven more rules.  (We trust you will 
retain Gustav’s first rule.)  Come to class prepared to lobby for your rules, using time-
binding or the scientific approach. 
 
Consider this.  The citizens of Anarcadia undoubtedly never heard of time binding or the 
scientific approach.  A little research in history would have alerted them to the condition 
they were now experiencing.  They never bothered to gather real data, but just accepted 
what the Pied Piper of the day had promised.  How about you?  Do you think you might 
get trapped into becoming an "outer-directed person” Dr. Weinberg described? 
 
*Weinberg Harry L., Levels of Knowing and Existence, p.2 
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King of Anarcadia 
 

Teacher’s notes 
 

Teacher:  This exercise has several objectives.  One, certainly will demonstrate the need 
for rules. As your students enter college or the workplace, they will find themselves 
bombarded with all manner of pressures to kick over the traces and ignore their heritage.  
If nothing else, this exercise will demonstrate that these pressures are not new. 
 
 Another objective will have the students experience the difficulty of writing and agreeing 
upon a common set of rules.  Coming to agreement on a set of twelve rules may prove 
quite unattainable, and the lack of agreement should not constitute a failure, but a 
learning experience. Hand out copies of page 10-20, and ask the students to come to 
class prepared to establish their rules.  If time does not permit to review the rules in 
class, suggest they debate the rules over lunch.   
 
Lastly, the exercise will act as a form of review for several concepts of Cognitive 
Evaluation and Communication. 
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Changing Labels 
 

Teacher’s notes 
 

Starting in Kindergarten teachers have been requested to show students an object and to 
ask the students, “What do we call this?” rather than “What is this?”  This exercise 
introduces students to the concept that what we call objects or events is merely applying a 
label, and the same object or event can have any number of labels.   
 
Pick up an object from your desk that may actually have several different labels, such as 
a notebook.  Hold it up and ask the students, “What do we call this?”  Prod them for 
different labels.  Then point out that the object did not change when we gave it different 
labels.   
 
Then hand out page 11-02-01 with the pictures of trucks.  Ask them to fill in the blanks.  
Review their answers.  Again, point out that changing labels does not change the object.  
Also, when we parked them all together, we found a label that fit them all, “Trucks” or 
“Vehicles”. 
 
“I can look at my class and say I have XX (number) of boys and YY (number) of girls in 
my class.  But I can also say I have YY (number) of students (or children, or pupils) in 
my class.  When I changed the labels, did any of you feel the change?” 
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An Exercise in Names, Labels, and Descriptions 
 
Throughout the CEAC course, we encourage the students to limit the use of the verb ‘to 
be’.  In the upper grades teachers may well require this limited use, and at times request 
that students eliminate it entirely from some of their papers.   
 
An early use of the verb ‘to be’ occurs when children name items.  “This is a rock, this a 
book, etc.”  In kindergarten we requested teachers to ask, “What do we call this?”  The 
children would then answer, “We call it a….”  This simple exercise demonstrated that the 
words we use are merely names, labels, or descriptions.  However no attempt was made 
to explain to the students why this was done.  
 
Today’s exercise progresses slightly further.  It demonstrates that the same object can 
have many names, labels or descriptions, but that changing the words does not change the 
object. 
  
To begin, you need three balls in a container; a golf ball, a baseball, and a soccer ball.  
Remove them one at a time, and ask, “What do we call this?”  The answers you could 
expect for the golf ball include of “A golf ball,.” “A ball,” “A white ball,” “A ball with 
dimples.”  If you fail to get these answers, ask “What about a ….?”   “Now how can one 
object have so many different names?”  (wait)  “Well, they are all names, labels, 
descriptions that we understand, and we learned as we grew up.” 
 
Pick up the golf ball, and ask “When we called this all those different names, did this 
(point to ball) change?”  (wait)  “No, it stayed the same no matter what we said.”  Point 
to the ball again and say, “It is what it is.  No matter what we call it, it stays just this.”  
Close your mouth tightly and point to the ball. 
 
Have the students come up with as many names/labels/descriptions for the baseball and 
the soccer ball.  After they have run their course, ask, “What do we do with a soccer 
ball?”  Among other things, play soccer.  Now pick up the golf ball and ask, “If I called 
this a soccer ball, could you go out and play soccer with it?  Would this ball change?”  
Pick up the soccer ball, “Could we play golf with this if we called it a golf ball?  Pretty 
silly, right?”   
 
Now pick up all three balls and ask, “Now I have three what?”  (balls) “There we have 
changed the name again, but what do we know?  These objects have not changed.” 
 
“Now, what I would like you all to do, is point at the balls with your finger. Then say, 
‘We can change the name, but the object does not change.’” 
 
When the time comes to classify or categorize, your students should accept the fact that 
the objects in question can have many names without changing the object. In that manner 
they can fit into many classes and categories.  
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TRUCK TEXT 
 

This exercise will demonstrate to the student that ‘things’ can have different labels.  
These labels can also set the ‘things’ into different categories.   
 
Hand out the truck graphic, 11-02-01, and ask the students to fill in the blanks.  When 
everyone has completed filling in the page, ask for their answers.  If all you get for item 
one is “fire truck”, ask, “Could we call these two red fire trucks.”  “Does calling them fire 
trucks or red fire trucks, change them?” 
 
Items one, two and three are examples of categories.  If another red fire truck drove up, 
we would put it with the first two fire trucks.  We would call this category “red fire 
trucks.” 
 
When we park all these vehicles together, we create a new category, “trucks” or 
“vehicles.” 
 
We can change labels or categories without changing the ‘thing’ we are describing.  We 
must be careful to choose labels and categories upon which we all agree.  Thus we cannot 
call item one, two houses, or call the five trucks five fish without confusing everyone—
including ourselves.  
 
This exercise may seem unduly simple, but accepting the idea that changing a label or 
category does not change the item, will startle some of your students.  Additionally they 
must accept the idea of choosing labels must be limited to what the hearer or reader 
would understand.  Would you rather drink a bottle of pop or soda?  How about a hoagie 
or sub? 
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PERSONAL LABELS 
Teacher’s Notes 

 
Considerable attention is attached to the subject of labels in this program.  The very first 
appeared in Kindergarten when we asked the teacher to hold up an object and ask, “What 
do we call this?” rather than “What is this?”  Labels will be stressed in mathematics and 
statistics.  Nowhere, however, does the subject of labels have a more direct affect on your 
students’ lives than with personal labels.  
 
Let’s start with “Sticks and stones can break my bones, but names upset my psyche.”  If 
you have any doubt about that, then read the following Dear Abby* column.  You may 
not wish to share it with an entire class, but if you believe it might be helpful to a certain 
student use it with caution.  
 
Labels, positive and negative, come from many sources.  Family, neighbors, peers, 
teachers, and the individuals themselves, all contribute their input.  That is why the 
graphic asks “Are you you, or are you your labels?”  Scheduling these lessons over a 
protracted period maintains an awareness on the part of the student.  Students may also 
have differing times of self awareness and at that time understand that the situations 
described may well apply to them.   
 
The label “victim” seems quite common any more.  Judging by the number of lawsuits 
filed, one commentator described the United States as a nation of victims.  Another 
outspoken psychiatrist referred to the present plethora of counselors convincing persons 
that they are victims as a cottage industry, a rather derogatory assessment.  Once the 
static term victim disappears, the need for intense counseling diminishes, or disappears..  
Although the above assessment may appear harsh, individuals who do seek counseling, 
and have an understanding of labels, map making, etc., will generally respond more 
favorably to the counseling, and have the ability to judge their counselor.  
 
Another potential, and rather frequent source of personal labels, occurs when someone 
overhears something and misconstrues it.  Example: The prettiest girl in the class passes 
two classmates talking when one says, “She is really beautiful, if only she did not have 
such a big nose.”  For some reason, the young lady thinks they might be speaking about 
her, but she does not have a big nose.  Now she knows that couldn’t possibly be her nose 
they are discussing.  However, follow her around for a day or two and see what happens 
every time she passes a mirror.  You might share this incident with your class.  It does not 
take much for us to take on a label, even when we have our doubts about its authenticity.  
It takes a certain amount of courage to check out labels by asking, “Were you speaking 
about me?” or, “Why do you feel that way about me?”  If one can’t do that, there is 
always the mirror.  
 
 
*Used by permission 
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Are You YOU examples 
(Read to your class) 

Dr. Howard Hendricks 
 
 Dr. Howard Hendricks, former chaplain of the Dallas Cowboys, tells this story 
about himself. 
 
 Many years ago, while he attended grade school in Philadelphia, Howard 
garnered a reputation as a problem student.  He talked too much, he would not stay 
seated, he did not do his work, etc.  His fifth grade teacher justifiably could have failed 
him, but that meant there would be a chance that she might get him back for another year.  
So he passed. 
 
 Next fall, when he met his new teacher, she looked at him and said, “Howard 
Hendricks, I have heard so much about you.”  With that, Howard felt a knot in his 
stomach and thought “Here we go again.”  However, Miss Wilson continued, “I don’t 
believe a word of it.”  Miss Wilson assigned small tasks to Howard, and he responded by 
doing anything she asked.  He worked hard, stayed in his seat, didn’t talk out of turn—he 
no longer fit his past reputation.  In fact, he would see his last year’s teacher standing 
outside of his present classroom, peering in at him, and obviously wondering what had 
taken place.   
 
 What do you think Miss Wilson had heard about Howard?   
 
 How do you think the other teachers phrased their “descriptions”? 
(Probably with the IS of projection, i.e., Howard IS bad, IS a trouble maker, IS lazy, etc.) 
 
 How might the teachers more properly described Howard? 
(They should not have used IS.  Rather, they could have said things like “Howard fails to 
remain in his seat when he should.”  “Howard sometimes talks when he should be 
listening.”  “Howard does not always do his work,” etc.   
 
 Let’s look at “Howard does not always do his work”.  Does that mean Howard is 
lazy?  Or can we identify another reason for not doing his work.  “Howard does not 
always do his work” classifies as factual, because the teacher making the statement has 
observed this behavior.  The leap to “Howard is lazy” cannot be accepted.   
 
 What labels did Howard accept as descriptions of himself. 
 
 What did Miss Wilson do to those labels?   
(She chose to disregard the labels and encouraged Howard to do the same. ) 
 
 Did it work?  It seems so.  Remember Howard Hendricks is now called Doctor 
Howard Hendricks. 
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Are you YOU examples 
( Read to your class) 

 
Susan Carter 
 
 Although this story is based on real life, the name has been changed to avoid 
embarrassing anyone. 
 
 Susan attended school in a relatively poor section of a large city.  When 
she was 10 years old, the family moved to a better neighborhood, and Susan 
changed schools.  Although all of the city schools were supposed to cover the 
same material, Susan found that she had little idea what was going on in class.  
The students at her new school were far ahead of her, and she soon was getting 
Fs instead of A’s and B’s. On top of that Susan considered herself as a little 
“chunky”, and so did her classmates. 
 
 Unable to keep up with the other students, she began to withdraw.  
Somehow she managed to pass from one grade to the next.  At home, she would 
spend time sitting under a large tree in the backyard and daydream.  “I wish I 
was smart,”  “I wish I had some talent,” “I wish the other kids wouldn’t make fun 
of my weight.”  But the schoolmates did make fun of her weight, and called her 
names.  Because she had withdrawn, they made fun of the fact that she wouldn’t 
talk to them.  School was now a form of torture.   
 
 At the end of junior high, the principal called in Susan’s parents.  They 
came to his office, along with Susan and one of her teachers.  The principal and 
the teacher delivered the following message:  “We have watched Susan’s lack of 
progress, and we believe that Susan is retarded, and will not ever go beyond 
where she is now!  We want to put her into a special education class.”  Susan 
said nothing.  She just listened and added some new labels to herself.  
Fortunately, that summer Susan’s mother remained her biggest cheer leader, 
telling her that she wasn’t retarded, and telling the principal that Susan would 
attend regular senior high school classes. 
 
Stop the story for a moment and ask your class for their comments on the 
following paragraph.   
 
 Who had put the labels on Susan?  Yes, her classmates, and maybe 
some of her teachers.  What had Susan done with those labels?  She had taken 
ownership of them and acted as though they were indeed factual, not just labels.  
Do you think the principal should have handled the situation differently?  What 
statement stands out as totally not factual?  “Susan IS retarded.”  Do you think 
Susan would have been better served if she were not there to hear the principal’s 
statement?  What do you think of Susan’s mother’s confidence? 
 
Now Continue. 
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 On the first day of high school, Susan met her old classmates with high 
hopes.  Their greetings ended that.  “Hi fatso”.  “How’s the retard?”  Susan was 
humiliated.  At the end of the day she retreated to the girls’ room, hoping 
everyone she knew would have gone home before she emerged.  She noticed 
the girls’ room had good acoustics, so on a whim, since she was alone, she did 
something she would do at home for escape.  Her father liked opera, and 
listened to it frequently.  Susan had memorized a number of arias, so she started 
to sing one of them in German.  
 
She was enjoying herself until she heard “Swoosh”.  Someone had just flushed a 
toilet.  Someone else was here!  As quickly as she could, she gathered her 
books, but too late.  The stall opened, and a teacher stepped out and looked at 
Susan.  “Hello. What is your name?”  Susan looked down and didn’t answer.  
The teacher, somewhat annoyed at the lack of response said, “Look at me.  
What is your name?” After Susan stammered her name the teacher replied, “I 
want you in my office tomorrow morning to try out for the chorale.”  “But I 
can’t….”  “Don’t ever let me hear you say ‘I can’t’ again!” 
 
 Susan went into the teacher’s office in the morning and was put through 
her paces.  Susan decided that in her other life this teacher was a marine 
sergeant.  Finally, the teacher said, “You are going to be my lead soprano.”  
Susan couldn’t wait to get home and tell her parents.  She actually had a talent!  
And sing she did.  At the end of six weeks, she brought her report card home 
with no apologies.  She made honor roll.   
 
Now stop a moment for some reflection with your students. 
 
 What happened to Susan?  What happened to her labels?  Did they 
miraculously go away?  No.  Susan realized she was not her labels, she was just 
herself. 
 
 And a few years later, Susan graduated with honors, and received a 
college scholarship for her music.  And this chubby young lady, who would not 
look at people and speak to them, came in third out of 1300 students as 
“Friendliest.” 
 
 Now look at your labels.  Are they getting in your way?  Can you look at 
them and say to yourself, “Labels are not me!  I am me!” 
 
Oh, and by the way, the next time you are tempted to stick an unkind label on 
someone, think how you might feel if someone did that to you.  Let’s watch out 
for the improper use of IS, which the principal did misuse.  (“Susan IS retarded”)  
Remember, your friend might act like a jerk sometimes, but you cannot factually 
say he IS a jerk. He is who he is, and changing the label does not change him.  
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Are you YOU, or are you your labels? 
 
 

“You’re Chicken” 
 
 
SO, what is wrong with being a “chicken”?   
 Have you ever seen fighting roosters? 
  These birds are tough.  They fight to the death. 
 
When someone says, “I dare you!” to do something stupid or dangerous, 
sometime, just to prove you are not chicken, you take the dare, and you 
might just end up like the losing rooster---DEAD!   
 
We tend to treat “Don’t be a Chicken” very emotionally.  Does this label 
make you less of a person than the ‘mouth’ that says it?  Maybe you just 
have better sense.  And maybe the ‘mouth’ is too “chicken,” too unsure of 
himself to admit you might just be right to say, “No way!”  Maybe he fears 
that you or his ‘friends’ might pin some unflattering label on him, like 
“you’re stupid.” 
 
Hey… 
 It’s just a label.  CHICKEN IS NOT YOU!   
  And “stupid’ isn’t him. 
 
 
   LIVE! Avoid the labels. 
    Go on just being YOU. 
 
  And let others go on being themselves. 
   It makes life nicer all the way around.  
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Are you YOU or are you your labels? 
 

I’m THE invisible man! 
 

Solving a problem with the scientific approach.* 
 

 Not only were Sam’s grades dropping, but his teacher noticed he had 
adopted an indifferent attitude to just about everything.  He did not even associate 
with his classmates anymore.  His teacher referred him to a school counselor. 
 
 “Why should I bother with anybody?  When I tried to talk to the 
group, I might as well have been invisible.  They interrupted me all the time.  
And when I don’t talk, they just ignore me.  Who cares?” 
 
 The counselor checked Sam’s classmates.  While Sam was not a 
spellbinding speaker, but they did not think that he was interrupted much 
more than the other students.   
 
 For the next two weeks, the counselor had Sam observe groups of 
students talking together, and count the number of times people were 
interrupted.  It surprised him how often people were interrupted.  Next, Sam 
was to question 25 students about how they felt when they were ignored 
during conversations.  Their answers fell mostly into three categories: 

1. Being ignored in conversation doesn’t bother me at all. 
2. I can’t stand being ignored. 
3. Since you can’t control other people’s reactions and bad manners, 

it doesn’t pay to get overly upset about being ignored. 
 

Sam decided that he could live with answer three.  After all, he wasn’t 
the only one who seemed invisible.  He had lots of company. 

 
 
 

 
 
 
*Scientific approach.  Gather data, evaluate it, draw conclusion, test conclusion, gather more data, etc. 
Thanks to Dr. Martin H. Levinson for this story line. 
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Invisible Man 
Teachers Guide 

 
Prior to handing out student sheet, ask “Can anyone describe the ‘scientific 
approach’ for me?”  Hopefully, the students will have experienced this 
concept prior to this class.  If not, explain it consists of gathering data, 
evaluating the data, drawing some conclusions, testing the conclusions, 
gathering more data, etc.  The scientific approach can function both with 
scientific and personal questions.  In the personal realm, it can assist us with 
problems, concerns, troubles, beliefs, etc. 
 
What I am handing out to you consists of one student’s attempt to gain 
release from a self inflicted label using the ‘scientific approach’.  I would 
like you to take it home and read it so we can discuss it tomorrow. 
 
 
Discussion 
What was happening to Sam that caused his teachers to recommend 
counseling? 
Who put the ‘invisible man’ label onto Sam? 
Do you think Sam’s reaction to this label had anything to do with Sam’s 
behavior. 
What do you think of the counselor’s approach? 
What did Sam find out through his investigation? 
Couldn’t his counselor just have told him the same thing?  Would he have 
believed it? 
Do you think this exercise solved all of Sam’s problems?  Did it help? 
 
Now, I want you all to think of something that bothers you, concerns you, 
troubles you, or gets in your way, whether it is a label or something else.  
Take out a clean sheet of paper and write it down.  Think about how you 
might apply the ‘scientific approach’ to your own problem.  Without 
divulging your own problem, how could you proceed? Wait for answers.)  
Where can you get data? 
Can you test you conclusions? 
Can you gather more data? 
 
Take the sheet with your problem written upon it home with you.  Look at 
how you might approach it utilizing the scientific approach.  Next week, 
let’s find out if anyone has made progress, or has some new ideas. 
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Are You YOU or are YOU your labels? 
Victim 

 
Throughout the course of a lifetime, most of us feel victimized at one time or another. 
Anything from having someone ‘steal’ our parking place at the mall, to finding ourselves 
in jail because of the false testimony of a friend.  Regardless of big or small, each 
incident affects and distresses us, and we are tempted to apply to ourselves, that 
paralyzing label, “Victim”. 
 
Victimization does not occur just to one segment of the population.  Younger and older, 
richer and poorer, etc. are all vulnerable to this unpleasantness.  We can focus on our own 
problem, and start to feel completely alone.  However, we have considerable company.  
To expand our focus, let us list a few: 
 
 Your trusted business partner has been stealing from your company for years. 
 You walk home from school the long way to avoid some local ‘toughs’. 
 You have lost your job, and then lost your house. 
 A trusted relative is abusing you. 
 A tornado has just leveled your home. 

You accept a ride home from a group of friends, only to find that they are dealing 
crack.  You are all arrested. 

 You are excluded from something because or your racial or ethnic background 
  
While these things are happening, you can appropriately refer to yourself as a ‘victim’.  
This term ‘victim’ unfortunately remains static*.  Hopefully you would want to move on.  
‘Victim’ justifies blame and anger.  It also excuses us from taking responsibility for our 
past and present actions.  You can take steps to shed this label and move on. 
 
Once the incident has run its course, start making history of history.  By this, you don’t 
have to forget what happened, you do not want to relive it again each time you recount it.  
For instance, talk with two people who had open heart surgery years ago.  One can tell 
you just what happened in a casual way, laugh at some funny incidents which occurred 
along the way, and probably tell you rather calmly about the worst part.  On the other 
hand, as the second person starts to tell you his story, you can see that he can almost feel 
the scalpel cutting into his chest.  He relives every pain and anxiety from his ordeal.  He 
may even start to sweat.  His poor body does not know all this is not really happening, 
and therefore stresses out all over again. 
 
The first individual made history of history.  The second individual has not moved on 
sufficiently. 
  
How do you make history?  Start by stating factual and dated statements about the 
incident in question.  Try “I was really furious when I found out that I was cheated in 
1999…” rather than “I still get furious when I think of what he did.”  Getting furious 
again upsets your body.  Your adversary knows nothing of your latest rage and might be 
sunning himself on the beach.  You end up punishing yourself.   
 
*Static: Not active, not moving, not changing. 
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Another step consists of not only factual and dated statements, but also you can pretend 
you are a disinterested reporter.  Avoid opinion type statements such as, “he/she was a 
rotten, horrible person,” since those statements will only tend to upset you. 
 
Be willing to accept your, and only your, responsibility for the incident—but that is all.  
Do not permit others to put blame on you where it does not exist.   
 
Look at what makes you believe you are a victim.  Stand in front of a mirror and say, “I 
am not a victim.  I am me—a unique individual perfectly capable of evaluating and 
dealing with the activities of the present.  I need not live in the past, nor use it as an 
excuse for my present behavior.”  Will this work an instantaneous miraculous cure?  
Probably not.  But it might help you see your situation more clearly.  If the magnitude of 
your problem requires the help or a professional or an adult friend, maybe this exercise 
will prompt you to seek it.  If you are getting professional help, share these pages with 
your counselor, and together you might find a way to put aside ‘victim’ and other 
damaging static labels.   
 
The terms ‘recovering addict’ and ‘recovering alcoholic’ have a static property, but that 
acknowledges that even when you stop drinking or taking drugs, your body continues to 
have a dependency.  Support groups encourage members to look at the individuals’ 
present and ongoing dynamic process by emphasizing the time elapsed since the 
destruction stopped.     
 
If you have an ongoing problem, either at home or at school, do not remain victimized.  
Speak with one of your school counselors, or teacher, or an adult friend about 
intervention.  With intervention, you can move away from the label, “victim.”  Hopefully, 
you will want to.   
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Seniors, Are You YOU 
Or Are You Your Labels? 

 
 

 you find it hard to believe?  Nearly thirteen years have passed since you 
first started in kindergarten.  Now here you are.  Only a short time away 
from graduation, and going out into a new world. 

 
And if they haven’t arrived already, your yearbooks will soon appear.  In them you’ll find 
a section of “bests.”  Best looking, best athlete, best dancer, most likely to succeed, etc.  
If you find your picture on this page, have you studied enough about labels to consider it 
nothing but an accolade from your high school peers?  Can you resist believing this label 
shall remain true forever? 
 
Remember this: someone at your next location may be prettier, smarter, faster, etc.   
Further, when you are in first place, there are many classmates from second place on 
down.  Somehow they’ve made it. Now it may be your turn to be other than first. 
 
When it comes to this “best” page, we might classify the senior class into three 
categories: the ones who won, the ones who didn’t win and thought they should, and the 
ones that knew they never had a chance.  If you truly desire such an honor, and failed to 
receive it, then consider this suggestion.  Examine yourself and determine what you do 
have that no one else possesses.  Create that category and vote yourself in.  To make it 
official, you could go to your computer and actually generate a certificate for yourself.  
 
As counterproductive as taking too seriously that you are receiving the award, allowing 
not winning to haunt you can do as much damage.  If you must tell anyone (including 
yourself) about your perceived slight, phrase it thus:  “When I was in high school, I 
believed I should have won.”  Notice the past tense for believe and the indexing to a 
specific time.  Make history of history.  
 
Now let’s examine the other side of the coin---labels we do not like that seem to follow 
us.  Perhaps, as an insecure sophomore you behaved in an immature manner, and your 
classmates will not let go of that view of you.  Or perhaps your dress and hair style 
appeared bizarre even to your “with it” acquaintances.   You had created a persona that 
even you realized left much to be desired.  But you believed you were locked in.  You 
couldn’t stand the expected ridicule if you tried to change.  The attention this behavior 
engendered eventually proved unrewarding.   
 
Take heart!  Wherever you find yourself three months from now, probably not many of 
your present classmates will be there with you.  Your new associates know very little 
about you and you can become a new persona and shed the burdensome labels.  Start by 
making a list of labels you believe have been attached to you.  Do you resent them or like 
them?  Can you leave them at the door as you leave high school?  Start practicing now, 
and when you meet your new peer group, let them see just what a great person you have 
become.  
 

Enjoy the Process 

Do 
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Some Farewell Advice for Seniors 
Teacher’s notes 

 
 Well before the end of the senior year, distribute the attached copy of “Are 
you You” for seniors.  Ask the students to take it home and study it.  In a day or 
two, discuss it.  What do they think of the advice?  In what way can they relate to 
it?  If not for themselves, for someone else.  In what ways? 
 
 When the question surfaces, “Really, how important is this?” perhaps you 
can illustrate something from your own experience.  Or describe scenarios that 
happen all too often and that perhaps you have observed.  Here are a few to 
consider. 
 

At a 25th high school reunion, a group of somewhat out of shape former 
football players gathers at a table.  Here they loudly recount every play of the 
Thanksgiving Day football game in their senior year.  They have done this at 
every reunion since the 5th, and it gets better with each retelling.  Something else 
exciting must have occurred in those 25 years, or they have lived very dull lives. 
 
 And at another table, the former Prom Queen holds sway.  She is still 
recognizable since her hair style has not changed, although some twenty pounds 
have found their way to some unflattering places.  Her beautiful youthful 
complexion has been eroded by the effects of too much alcohol, and the 
effectiveness of attempts to cover it with makeup diminish as one gets closer.  
Yet, she still views herself as she appeared a quarter century earlier, and acts 
accordingly. 
 
 What you did, and how you were perceived in high school, good or bad, 
will have some effect on your ability to get into college, or obtain your first job.  
Once you have crossed that threshold, what you do, and how you are perceived, 
wherever you are, will start to influence your future.  May it be bright and 
rewarding.    
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Chapter 13 
 
 
 

The 
Troublesome Verb, 

“to be.” 
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Teachers intro to E-Prime 
 
The “IS” warning poster introduces students to the potential dangers of the verb “to be.”  
Not only can this little miscreant create misinformation, but also diminishes speaking and 
writing skills. 
 
Actually, the verb ‘to be’ has at four basic uses in English.  We can label these four as  
(1) auxiliary or linking verb, (2) existence, (3) identity, and (4) predication.  Since 
predication describes adding properties and implies projection, for simplicity we will call 
number 4 the “is” of projection.  Numbers (1) and (2) have such common use that they 
pose few problems.  Numbers (3) and (4) can create major obstacles to sound evaluating 
and communication.   
 
Dr. David Bourland, a strong proponent of writing without the use of the verb “to be,” 
called this style “E-Prime.”  Most school districts currently introduce a form of E-Prime 
in middle or high school by having students write some assignments without the use of 
the verb ‘to be’.  Primarily these exercises demonstrate to the students the positive effect 
of eliminating the verb “to be” and writing in the active rather than passive voice.  You 
can find more about E-Prime on www.time-binding.org. . 
 
We have included two basic lesson plans and scheduled them for 6th and 9th grades.  The 
6th grade unit introduces the use and misuse of “is.”  By the 6th grade, students have been 
subjected to all aspects of “is.”  We want them to recognize the potential damage 
perpetrated upon them and those around them by “is.”  As you read all the material in this 
chapter, we believe you will recognize the source of many arguments, misunder-
standings, and belligerent attitudes. With this understanding, possibly the students will be 
less likely to utilize these constructions, and find themselves in the position of not taking 
the words of others too seriously. 
 
The 9th grade unit provides the students a fuller understanding of the ‘is’ of identity and 
the ‘is’ of projection.  The lesson plan will touch upon uses (1) and (2) but will go into 
more depth on uses (3) and (4).   
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Uses of “IS” and other “To-be-ness” 
(this includes was, were, am, and been) 

 
 
1.  “IS” may be used as a HELPER or AUXILIARY word for a VERB.  In this 

case, “IS” must have a VERB for a partner. 

 
Examples: (note that the partner verb is underlined ) 
 
 It is raining 
 Jack was sleeping soundly. 
 I am going to school. 
 
Write your own examples using the words is, was, were, am, 
been, or be.  Underline the partner verb. 
 
 

 
 
 
 
________________________________________________ 
 
________________________________________________ 
 
 
 
________________________________________________ 
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Uses of “IS” and the verb “be”. 
(this includes was, were, am, and been) 

 
2. “IS” may be used to show Existence.  We often use it almost 

as a shortcut for the word EXISTS. 
 
Examples:  (note that where the subject “is located” or “exists” is underlined.) 
 The principal is in his office. 
 My homework was in my locker. 
 It should have been in my classroom. 
 
 
Write you own examples using the words is, was, were, am, been 
or be.  Under line the word that tells us where the subject exists. 
 
 
 
_____________________________________________________ 
 
______________________________________________________ 
 
______________________________________________________ 
 
______________________________________________________ 
 
 
 
 
 
 
 
______________________________________________________ 
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An “IS” to Avoid 
The “is” of identification 

 
The word “IS” and its relatives, were, am, are, been, etc. can reduce the effectiveness and 
sometimes the truthfulness of our speaking and writing.  In this instance our little trouble 
maker identifies one entity with another, usually a specific person or object with a larger 
generality.  In reality, these two entities cannot equal one another—but we speak as 
though they can.  Here are some examples.  
 
 Marisha is an athlete.  This tells us very little about Marisha.  If we consider 
professional basketball players as athletes, does Marisha equal them? 
 
More informant statements without is. 
 
 Marisha excels in athletics. 
 Marisha has considerable athletic ability. 
 
Example 2. 
 
 Juan is a soccer player. 
 
More informant statements without is. 
 
 Juan plays soccer. 
 Juan plays soccer competently. 
 Juan plays soccer for the national team. 
 
Example 3. 
 
 Lahoya and Rachel are honors students. 
 
More Informant statements without is. 
 
 Lahoya and Rachel regularly make the honor roll. 
 Lahoya and Rachel received academic honors. 
 
You probably use “IS” the way shown above and do not even think of it.  Try not using 
the word is when you put someone into a category.  Tell something about the person or 
thing, which makes a truer or stronger statement.  On the lines below write an example of 
how you might make a statement using is in the manner above, and how it you might say 
it without the use of the verb “to be.”  Bring this back to class for discussion 
 
The way I say it using is. 
 
 
The stronger, truer way I might say it. 
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“IS” of fiction 
 
Liar!  Liar! Pants on fire!  Did you ever say that when you were younger to make a point?  
Well, prepare to say it again about the use of the verb “to be” as we use it in these 
examples.  Technically, we call this the ‘is’ of predication.  Actually, a more descriptive 
name for using “is” in this manner we call the “IS OF PROJECTION.”  We create an 
idea in our mind, and then project it out onto a person or thing as a factual statement. We 
arbitrarily attribute attributes.  We fail to speak truthfully.  Look at this example. 
 
 You say, “Willa is stupid”   
 
 Really?  Who decided that?  What does this statement really say?  Stupid equals 
Willa today, yesterday and tomorrow.  Look at a more truthful way of expressing your 
thoughts. 
 
 “Willa acts stupidly at times.” 
 “Willa did a stupid thing today.” 
 
Or let’s try another example. 
 
 “Pasquale is fat.” 
 
 What is fat?  Can you quantitatively measure it?  Or does it mean Pasquale has no 
bones or muscle, just the substance called fat.  And then again, who decided just what 
Pasquale was?  We try to be polite by changing “fat” to “obese”, but still use the is. 
 
 “Pasquale has a weight problem.” 
 “Pasquale weighs over 250 pounds.”  
 “Pasquale has a tendency toward obesity.” 
 
Or, 
 
 “Martians are lazy.” 
 
 How did you arrive at this judgement?  Have you seen all Martians?  How many 
do you know?  Do you make statements like this about other groups?  Try modifying 
your statements. 
 
 “The Martians I know avoid work.” 
 “I have rarely seen a Martian do anything quickly.” 
 
How often do you create something in your mind and speak as though you were making a 
factual statement?  Listen to your friends.  Listen to adults, including your parents.  Do 
they make these types of statements?  You need not try to correct them, just understand 
what has occurred.  Be kind to your friends, to places, and to things.  Don’t project your 
opinions onto them as fact.  And when you are tempted to “IS” them, don’t. 
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The Ninth grade ‘IS” 
 

Teacher’s notes 
 

Remind your students that back in sixth grade they were introduced to four facets of the 
verb ‘to be’.  In the next two weeks they will be asked to study and discuss the two facets 
of the verb that we have been cautioned to avoid.  However, you want them to revisit the 
two simpler uses of the verb ‘to be.’ 
 
Ask if anyone can remember the four uses of the verb ‘to be.’  (auxiliary or linking verb, 
existence, identification, and projection.)  Appropriately we could use the original term 
for the is of projection, i.e. is of predication.  Employing the principal that we can change 
labels without changing the labeled event, we have chosen to employ a term (projection) 
with which your students may have a greater chance to relate.  We do our projecting 
utilizing the mechanism of predication.  We should remember that we need to primarily 
avoid projection. 
 
Examples: 
 Auxiliary 
  He is running. 
  They are eating their lunch. 
  They have been swimming. 
 

Existence  (a substitute for the verb ‘exist’ or similar verbs) 
 My book is in my locker. 
 They are at the movies. 
 We have been to China. 
 

Ask the students if they can offer any examples of the above two facets.  Then advise 
them you plan to hang the “IS” warning poster to get them thinking.  Also, you will hand 
out a page about the “Is of identity” for them to take home and review prior to discussing 
it (name the day).   
 
A week later, hand out the page on the “Is of projection.”  Ask them again to review and 
prepare to discuss it.   
 
Advise them that you will not accept either of these last two facets of ‘is’ in their work.   
 
Finally, ask them to write something of their choosing, about three paragraphs long, 
completely avoiding the verb ‘to be’. 
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The IS of identity 
 
 
Along time ago you undoubtedly heard that two and two IS four.  When you wrote it out 
mathematically, you wrote 
    2 + 2 = 4. 
 
You would have said 2 plus 2 equals four.  Both sides of the equation equate to each 
other.  We pretend that we can substitute ‘is’ for ‘equals’.  
 
If you pick up an object that we call a ball, and say, “This is a ball,” we can then 
theoretically write it as  
   Object = a ball. 
 
However, if we study the above statement, we find it absurd.  The ‘Object’, (a real thing) 
cannot equal a ball, (a verbal label).  Yet, most of us find ourselves speaking that way.   
 
A major problem arises when we use the same construct to equate a person, place, or 
thing to a general category.  We immediately state what might be called a lie, because it 
misleads us, and also misleads those who hear or read our statement. 
 
If we say, “Margo is a Republican,” or “Margo” = “a Republican,” then Margo must have 
every trait of a Republican, and Republican must equal Margo.  The statement cannot 
have any truth to it.  Rather, we could say, 
 
 “Margo belongs to the Republican Party.” 
 “Margo accepts Republican Party principals.”  
 
Margo remains Margo, and Republican remains Republican.  The two cannot equate.  
Now you undoubtedly hear statements like “Margo is a Republican” frequently, and you 
think you know just what the statement means.  But when someone says, “Fred is a 
liberal (or conservative),” especially if someone places some unflattering adjectives in 
front of the words liberal or conservative, do you really know much about Fred.. 
 
Worse yet, language tempts us to perform syllogisms like the following. 
 
  Terrorists are Muslims. 
  Abdul is a Muslim 
Therefore Abdul is a Terrorist.   
 
Suppose your friend Pete decided to embrace the Muslim faith and joined a Mosque. 
 
  Terrorists are Muslims. 
  Pete is a Muslim. 
 
Would you say Pete is a terrorist?  Why or why not?  What does this suggest about the “is 
of identity” used in the statement about Muslims and Abdul?  Logic based on the “is of 
identity” does not equate with the truth. 

13-08-01 
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In all probability, your reluctance to generalize about Pete comes from knowing him as 
an individual.  Eliminating the “is of identity” might just force us to look at people and 
nations in a different manner.  Internationally, insisting on using this linking of 
individuals with classes or groups-- without allowing for the uniqueness of the 
individuals in the class or group-- has deadly effects: 
 
 Bosnian/Serb 
 Turk/Greek 
 Israeli/Palestinian 
 Etc. 
 
We need not look to the international scene to see the effects of this deadly use of “IS”.  
How many fights, arguments, and general unpleasantness occur in your school over 
statements like, “You are a (racial or ethnic slur)?”   
 
You can decrease the unpleasantness in the world by recognizing the truth of this 
exercise, and not using the “is of identity.” Further, avoid responding to others, not as 
well educated as you, who direct statements of this nature toward you. 
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Is of Projection (Predication) 
 
In the normal scheme of things, when we observe something. that information reaches 
our brain and we form an image, which in turn we label.  The “IS” of projection or 
predication, or as we called in an earlier lesson, the “IS” of fiction, reverses that process.   
 
We create an image and label in our mind and project it out upon a person, place, 
or thing.  Quite frequently the image we project has negative overtones. 
 
Examples: 
 Monroe is dumb! 
 All his relatives are lazy. 
 Germans are good engineers. 
 
In propaganda this ‘is’ appears in order to demonize or belittle an enemy. 
 They are brutal, sadistic rodents. 
 
Employing negative projection statements generally arouses a negative semantic reaction 
on the part of the subject.  Or as they said in the old West, “Them’s fightin’ words.”  And 
often they become just that between individuals, races, and nations.   
 
Utilizing the ‘is’ of projection in our speech requires us to believe that we can perform 
the impossible, that is, we can create something in our brain and project it out into the 
real world.  We pretend that we can equate Monroe (an entity outside our skins) to dumb, 
(something created inside our skins) Rather, we should content ourselves with the 
possible, and eliminate this use of the verb ‘to be’ in this injurious manner. To wit: 
 
 Monroe acts dumb at times. 
 Some (you do not know them all) of his relatives seem to avoid work. 
 German engineers have a good reputation. 
 
The next time you are tempted to make a global statement about a group, race, nation, 
individual, etc., utilizing the ‘is’ of projection—don’t.  Change your thought to something 
verifiable, and avoid “them’s fightin’ words.”  Besides, what amounts to name calling 
reminds us about the saying, “Sticks and stones can break my bones, but names upset my 
psyche.”  
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Communication 
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The Problem IS….. 
 
How often have you heard someone say, “The problem is such and such”.  Think about 
that statement.  When faced with a situation that needs resolution, how often do you think 
that only one problem exists?  Saying “THE problem” immediately puts the speaker in a 
state of allness.  He knows it all, or at least he thinks he does.  Then with the use of “is”,   
the speaker couples “problem” to one simplistic factor, which indeed may need 
resolution. 
 
Let’s set up a scenario. 
 
A vacation island has just sustained damage from a hurricane.  One resort, accessible by 
only one road has been hit particularly hard.  Using a cell phone someone calls the 
island’s emergency coordinator and explains that some trees have fallen upon a number 
of buildings, trapping some guests.  They request immediate assistance, including some 
heavy lifting equipment. 
 
Emergency coordinator, Laid Back Bill, assembles his crew and relates the request, and 
then says, “The problem is that some trees have fallen onto the only road into the resort.”  
Then Bill waits for someone to come up with a miraculous solution. 
 
Emergency coordinator, Detail Dante, assembles his crew and relates the request, and 
then says, “There are some trees on the road to the resort that need cleared so we can get 
our equipment to the resort.  I want everyone other than the equipment drivers out of here 
now with chain saws in our four by fours, and start clearing the trees off the road.  Keep 
me posted.  Go!”   
 
“Equipment drivers, check your fuel, and if you can, get some extra fuel for the resort’s 
generator.  Also, make sure that you have a good supply of drinking water.  I’ll call the 
restaurant and have them make up sandwiches, and a large urn of coffee.  As soon as you 
have everything, start up the road, with the back-hoe first in case the clearing crew runs 
into trouble.” 
 
While Bill focused on “The problem” Dante addressed a series of issues, and proposed 
solutions.  Dante also responded with action while Bill pondered.   
 
If you were hiring an emergency response coordinator, who would you hire, Bill or 
Dante? 
 
Remember this little scenario when you hear someone start off with “The problem is…”  
Check out the ‘talking head’ experts on TV, and see how often they start out with “The 
problem is…”  Do you really think they have a clue?  Does the speaker treat a lot of 
inferential material as factual?  Can the speaker know it all? 
 
Unfortunately, the burden to discern what might be happening ‘out there’ falls upon your 
shoulders.  You have a choice.  Make the effort to compare the map the speaker presents 
to you to the reality ‘out there’, or travel the bumpy roads of misinformation. 

The Problem Is… 
14-03-01 
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Teacher’s notes 
 

The ability to communicate and take action requires a variety of skills outlined 
throughout this course.  Rarely do situations present themselves requiring only one skill 
at a time.   
 
The text of “The Problem Is…” includes the need to understand the concepts of allness, 
the verb ‘to be’, scientific approach, abstracting, etc.  These demands come packaged in a 
potentially real situation. 
 
Hand out copies of “The Problem Is…” and advise your students that you would like to 
discuss this with them on (name a day).  Call attention to the term “talking heads” 
mentioned in the article.  Suggest that they watch the news or even sports broadcasts and 
see how many times someone uses the phrase “The Problem Is…” 
 
During the discussion, ask the students to identify different skills they have learned over 
the years.  Look at Detail Dante’s responses. 
 
He has a minimum of data available to him, but he moves to get the trees cleared.  “Keep 
me posted”, indicates a request for more data.  (Scientific Approach)   
 
He then starts abstracting from the data he has received. 
 Trees.   

Trees may be big and require mechanical equipment. 
 Hurricane damage. 
  May include power failure. 
  May include lack of water supply. 
  Resort may have no ability to feed his crew. 
 
Point out to your students that when problems arise, they rarely come alone.  Have them 
try out a few examples. 
 
For the following conditions, 
 Your grades are dropping. 
 You are gaining/losing weight unexpectedly. 
 Your school’s football team can’t seem to win. 
 You can’t get a date.  
The problem is… 
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Misteaks Happen Number 1 
 

Teacher’s notes 
 
 
Print out graphic 10-13 on heavy stock and post it for several days prior to addressing this 
topic. Call your students’ attention to the graphic, but make no immediate comments. 
 
When you deem it appropriate, ask the students if they ever make mistakes.  Then ask 
what do they do about the mistakes, particularly if they were on a test or on homework, 
which has been handed back to them.  Do they just put their tests and homework into 
their desk or notebook and forget about it? 
 
Point out that they should look at the questions which they got wrong on tests, and try to 
see just why they answered incorrectly.  Not every test will come back marked with a 
“100”.  Stress that it makes no sense to repeat the same errors over and over—just like 
continually hitting your thumb with the hammer. 
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Misteaks Happen.  WHOOPS!  MISTAKES HAPEN 
 
As much as we might hate to admit it, mistakes do happen.  When they do, we have the 
choice of many ways to respond. 
 
When we discover a mistake we have made, one nearly universal feeling that comes upon 
us we call anger. Even if we found the mistake ourselves.  Suppose you have just spent 
an hour completing a poster for a class project, and step back and see that you have 
misspelled one of the main words.  Or suppose you bought lumber for a project and now 
need to install the last piece with the one piece of remaining lumber, and you cut that 
piece too short.  Or you struggle to carry something bulky to your room and knock your 
mother’s favorite vase to the floor and it breaks.  Rarely would the first words out of your 
mouth sound like, “Ah shucks!” 
 
Worse still, from your perspective, would be to make a mistake in something you wrote, 
or said, or did, and have someone else point it out to you.  Again anger arises, and then 
embarrassment.  At this point you have several ways to respond. 
 
Frequently when people find themselves in this position, rather than acknowledging the 
mistake, they make excuses, or place blame, or rationalize.  We end up with a very 
uncomfortable situation, and the person behaving like this loses his/her credibility.  Or in 
the case with the vase, we might hope that mom does not notice its absence.  Then, when 
discovered, one might try to blame it on the cat, if one has the good fortune to own such a 
scapegoat. 
 
So how should we respond when someone points out where we erred?  First, 
acknowledge to ourselves that we indeed have made a mistake.  Then respond with 
factual statements such as: 
 

“Darn, I hate it when I do that! 
 

“I feel embarrassed.  Let me correct that.” 
 

“Don’t you hate it when that happens?” 
 

“Thanks for pointing that out.  I will have to fix it.  I really get angry with myself 
when I do something like that.” 

 
“I guess I got my ‘facts’ from the wrong source.  I feel a little foolish.” 

 
Learning to accept constructive criticism freely with responses like the ones above 
eliminates the fear of making mistakes, and pretending that somehow one must approach 
perfection.  We need to learn how to handle the aftermath of our inevitable mistakes. 
 
Perhaps you might share this article with your parents and discuss the best ways of 
handling the mistakes you might make.  It would also be a good time to apologize to 
mom for the vase. 
 14-06-01 
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Misteaks Happen Number 2 
 

Teacher’s notes 
 
 
Print out graphic 10-13 on heavy stock and post it for several days prior to addressing this 
topic. Call your students’ attention to the graphic, but make no immediate comments.  
  
Previously, your students were asked what they did about mistakes, particularly if they 
were on a test or on homework, which had been handed back to them.  Did they just put 
their tests and homework in their desk or notebook and forget about it?  It was pointed 
out that they should look at these mistakes to determine why they made them and to try to 
avoid them in the future. 
 
None of us particularly cares for criticism, and not all criticism passes the constructive 
test.  However, if we learn to respond appropriately to other people when they identify 
our shortcomings, we may benefit from the criticism and not necessarily feel a need to 
endlessly defend our position.   
 
When you deem it appropriate, ask your students if they ever make mistakes.  After you 
receive their comments, hand out Misteaks Happen, page 14-06 to be taken home and 
read.  Encourage your students to discuss this with their parents.  In a few days, have a 
class discussion about accepting criticism. Ask your students how they feel when 
someone points out something that they did wrong.  What action do they take?  
 
The effect of criticism varies from person to person.  Unfortunately many students and 
adults find criticism paralyzing.  Discussing it openly, and finding that others have the 
same fears, may just release some of your students from this paralysis. 
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Are Your 
GOALS 

Putting you in a Quandary? 
                                                                                                                                        
1. Are you striving for unobtainable or vaguely defined goals? 

 
a.  Do you want to be healthy, wealthy, normal, good, popular, successful, loved, 
secure, etc? These seem to be worthy goals, but what do they mean?    Take a few 
minutes to write down a specific definition for some of these words. 

 
b.  If you fail to define your goals in specific terms, how will you know if you 
have achieved them?  For example, how will you know when you have achieved 
“success”?  
 
c.  Do you consider these goals in ‘either-or terms’?  If you do not feel successful, 
do you consider yourself a failure, if not popular, then unpopular, etc.?  Are you 
aware that possibilities exist in between these extremes? 

 
2. Because the opposite alternative appears so unacceptable, do you feel that you MUST 

achieve your goal?  Are you striving so hard that you become tense, unable to relax? 
 
3. Are you becoming FRUSTRATED, because anything short of complete success 

(whatever that means!) is considered failure, or because anything short of complete 
“goodness” is considered bad, etc.? 

 
4. Do you realize that continued frustration probably will lead to 

DEMORALIZATION—a “what’s the use” attitude, and from there, possibly 
depression?  

 
5. This sequence—Idealization (Setting vague or unachievable goals), Frustration, 

Demoralization—was called the IFD pattern by Wendell Johnson in his book, People 
in Quandaries.  Did you see yourself somewhere along the IFD sequence?  Do you 
feel unduly pushed by yourself or by someone else? 

 
 

It may be time to check your goals. 
If in doubt, talk to your teacher, adult friend,  

or school counselor. 
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Teacher’s Notes on Goals 
 
In your class you may have students with at least one of four counterproductive views of 
goals:  vaguely defined, unobtainable, “what’s the use?”, and goal-less.  This exercise 
may well prod some of your students to examine their own positions and to set 
measurable goals that they are more likely to strive to achieve.   
 
Distribute the “GOALS” sheet and ask the students to review it at home and to come 
prepared to discuss it the next day.  Just in case students take the suggestion of speaking 
with their counselors, discuss this assignment with the counselors ahead of time, and 
provide them with a copy of the handout. 
 
Discussion. 
 Ask students to share their definitions of the goals such as happiness and success.  
If they had trouble putting those concepts into specific terms, ask them why the process 
was problematic.  This will help them to understand about the use of vague or highly 
abstract words when describing their goals, and will help to motivate them to work for 
more specific goals. 
 
 What constitutes a vaguely defined goal?  An unrealistic goal? 
 
 Will you recognize “success” when you finally achieve it? 
 
Example: 
 Ask  you students to consider the following: Suppose you are doing poorly in 
school, and you decide to attempt to do better.    What would you consider better?  Can 
you measure it?  Suppose your goal is to get all B’s.  That is measurable. But then there 
are subsets of that goal.  What actions are you going to take to achieve that goal?  Wait 
for answers.  Possible answers:  “Do my homework.  Pay attention in class.  Participate 
in class.” 
 
 For another example, consider an 18-year-old male senior, standing 5’9”, and 
weighing 135 pounds.  His lifetime goal has been to play defensive tackle for the 
Philadelphia Eagles.  What, if any, are the subsets of that goal?  Wait for answers.  
Possible answers:  “Check out current players.  Do I physically measure up?  Do I have 
other talents that might make another position attainable?  Can I prepare for it?  If not, 
should I abandon that goal?  Can I look at it as a dream from my younger days and set a 
different goal?” 
 
Ask your students: 
Do you look at your goals in ‘either-or terms’?  Suppose you were trying for all A’s 
and you earned one B?  How would you feel? Would it seem like the end of your 
world?   If you don’t at least feel disappointment, then perhaps your goals need 
readjusting.  
  
Are you trying to reach your goals, or someone else’s?  How does that feel?  
Frustrating?   
 
And what if you have no goals?  Should you set some?  Why or why not? 
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For some people, setting realistic goals and working to achieve them produces a great 
sense of satisfaction.  Remind the student that goals can start out small, such as getting to 
class on time. 
  
On the other hand, if you see yourself on the IFD slope, speak with your teacher, a 
trusted adult, or counselor.  Nothing says you must travel that path alone. Go for it. 
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The Scientific Approach—Teacher’s Introduction 
 

Reading through the following four exercises (all of chapter 16) should provide the 
teacher with a working background on the General Semantics concept of a Scientific 
Approach.  More information can be found on the General Semantics website, 
www.time-binding.org.  
 
Lesson one will be introduced in fifth grade prior to students doing any kind of research 
project.  Students should copy the four outlined steps in their notebooks when the 
concepts are presented by the teacher.  If the lesson is started on Monday, the allotted 
time may need to be just a bit longer than Tuesday through Thursday.  Tuesday through 
Thursday can simply be relegated to a quick count and record the data.  Friday offers the 
opportunity to review the need for gathering repeated data and a chance to provide 
students a modicum of knowledge about newspapers.  One should not be too surprised 
that many students do not see a newspaper with any regularity, regardless of their 
family’s status.   
 
Lessons two, three, and four should be given to students to take home and read.  Lessons 
two and three, given in the sixth and ninth grades, are simply designed to remind students 
of the existence of the Scientific Approach.  Class discussions of these two lessons need 
not take long. 
 
Lesson four, scheduled for high school, introduces the use of the Scientific Approach to 
personal problems.  A longer discussion should ensue than for earlier lessons, 
emphasizing that collecting data and evaluating it in the personal realm rarely appears 
straight forward and easy.  Yet it can be, and should be considered an avenue to better 
understanding and relationships.   
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Scientific Approach—Exercise 1 
 
The scientific approach is easily grasped by young students.  This topic can be presented 
just prior to students starting to work upon a science project. The scientific approach 
consists of four basic steps.  Read these to your students. 
  

1. Collect information and data. 
2. Evaluate the data and draw conclusions.  
3. Gather more information and data. 
4. Re-evaluate the original conclusion.  Does it need to be modified, or does the 

new data support your original conclusion? 
 

We should continue repeating the process until we believe our conclusions are correct.  
Then, from time to time, start all over again.   
 
 DO NOT JUMP TO CONCLUSIONS! 
 
To illustrate this process, throughout the week, bring in copies of a daily newspaper.  
Pose the questions, “How many pages are in the (name) newspaper?”  “On which page 
can we find the funnies?”  “On which page can we find a daily column, such as Dear 
Abby?”   
 
On the blackboard or on a chart, record the answers for five consecutive days.  Then use 
the follow up questions. 
 
 Why was the paper thicker on some days than others?  More news?  More 
advertising?  (normally the latter) 
 

 What is the purpose of the advertising? 
 How does a business get to advertise? 
 Since advertisers are charged to advertise, where does that money go?  (toward 
the cost of printing the newspaper.) 
 
Stress the importance of gathering more than one set of data.  If we only gathered one set, 
(one day) our conclusions would have been incorrect for the other days. 
 
Ask if the students think all daily papers would be the same size, and laid out the same 
way.  If you can, get a copy of the Wall Street Journal for the students to see. It would 
stand out in contrast.  You will not find Dear Abby and the funnies consist of one cartoon 
each day. 
 
Stress the value of checking your conclusions and beliefs when new data presents itself. 
 
Example:  Since you never had poison ivy, you may believe that you are immune.  When 
a friend warns you that you are approaching a poison ivy patch, you walk right through it, 
secure in your belief that you are immune. The next day, when your legs are swollen, 
itchy and inflamed, you have gathered new data the hard way.  Your original data was 
correct in that you had never had poison ivy, but had you ever been exposed?  Sometimes 
what gets us into trouble is the missing information.  

 
 16-02-01 
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The Scientific Approach 
 

If you recall, the scientific approach has four requirements.  These consist of gathering 
data, evaluating that data and drawing conclusions, gathering more data to either confirm 
or modify our original conclusions, and so on.  Look at this example. 
 
You stop in a hobby shop at the mall.  At the counter stands a display of simple balsa 
gliders.  Printed on the box are the statements, “Easy to assemble, and flies loops”.  You 
realize that the statements provide you only inferential data, but you decide to take a 
chance and buy it. 
 
At home you find the glider truly easy to assemble.  Now that becomes factual.  Next you 
take it outside for a test flight.  You reach back and throw the glider just like the picture 
on the box.  It soars up, rolls over, then soars down.  Straight down.  Right into the 
ground.  A few pieces fall off.  You look at the box and it suggests moving the wing into 
different positions.  You replace the loosened pieces, move the wing, and try again.  It 
climbs up, and starts another dive, but before reaching the ground, levels out.  You 
experiment with the wings, but try as you may, the glider only does one loop per launch.   
 
You decide that your new factual data contradicts the original inferential data, “flies 
loops.”  But does it?  Ten launches, ten loops.  The information on the box cleverly led 
you to infer it would fly more than one loop per launch.   
 
Remember, your first data may have several possible conclusions.  Inferential data may 
accidentally or intentionally attempt to lead you astray.  Check it out with additional data. 
 
There is a saying in the investment world, “If it looks too good to be true, it probably is.” 
If are buying a stock, or a car, or a used TV, or a skateboard, remember your little glider. 
Take time to do the checking, and see if what you have been told may have several 
divergent evaluations.  Don’t get taken because you did not get the real information with 
a scientific approach. 
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Scientific Approach, Exercise 3 
 
One major tenet of G-S is called the scientific approach.  We can apply it to just about any 
situation, but it contains a number of required steps. 
 
The first step consists of gathering available data.  Some of the data can be classified as factual, 
i.e., we can examine it with our own senses in the present time.  Other data, that which someone 
tells us, or data which we believe we know, we consider inferential. (Most of us would not pack a 
parka and snow boots for a vacation trip to New York City in July).  Even though second hand 
data appears to be true to fact, we must remember that it must be judged on the assumption and 
inferential scale.  If you do not know the essence of this scale, ask your teacher to put an example 
on the board. 
 
Once we gather all available data, we evaluate it and draw our conclusions.  Our first data may be 
ambiguous.  It may support several different conclusions, which can only be narrowed down with 
additional data. No matter the source of our data, the scientific approach dictates that we gather 
additional data to confirm or modify our first conclusions. 
 
Example: 
Over the weekend, you have just moved into a development that has an owner’s association.  You 
pay dues, and they mow your lawn, shovel your walks (of snow), trim your trees, etc.   
 
On Monday, you open your front door, and there rests the morning newspaper.  The physical 
presence of the paper we would call factual data.  Could it be the previous owner had not 
cancelled his subscription?  No.  The house was empty for a month.  If this belonged to the 
previous owner, there would be a stack of newspapers.  Probably a mistake.   
 
On Tuesday and Wednesday, another morning paper appeared.  On Thursday you decide that this 
is no mistake, but probably another ‘free’ service from the owner’s association.   
 
On Friday, the morning paper greets you at the door, only today it has a note attached. 
 

Welcome to the neighborhood 
We thought that you would like 
the daily morning newspaper. 
We have delivered it to you 

this week for free. 
Joan and Chuck’s News Service 

 
If you would like to continue receiving 

the morning newspaper for $7.50 per week, 
call 555 1255 

 
Now you have new data.  Since it consists of a note, we will still consider this data as inferential.  
This data explains the reason you received the newspaper, and the note instructs you how to 
subscribe.  There is also a strong inference in this note.  What is it? 
Although the note does not say so, I believe it strongly infers that if you don’t come up with the 
$7.50 per week, you will no longer find the paper at your door. 
 
The last data, the note, did not negate the original data (the paper at the door).  It simply negated 
your earlier conclusion that this was a freebie.  The system works. 
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SCIENTIFIC APPROACH, EXERCISE 4 NOTES 
 

Personal and Civic agendas 
 

The Scientific approach has been presented to your students numerous times.  This lesson 
will serve as a review for scientific approach and for a number of other concepts as well. 
It will also present you with an opportunity to discuss the three examples with the 
students after they read the assigned text. 
 
Copy sheets 16-06 and 16-07, and distribute them to your class to take home and read to 
prepare for a discussion.  The discussions could be spread over two days. 
 
Start the discussion by asking the students if anyone has a cat like Arthur? 
What about a relative or acquaintance like Arthur the brother-in-law? 
 
What had Sam’s poor map of Arthur done?  (It had given Arthur power in Sam’s life.) 
 
Do you think Sam started out to get more data when he trained the cat? 
 
Sam’s map of Arthur started to change when Arthur told him that they had another 
appointment.  Why do you think this made it easier for Sam to observe Arthur at the 
picnic? 
 
Do you think Arthur and his wife will ever come back to visit? 
 
In the example of Dad’s funny look, can any of you tell when you are reaching the point 
of explosion with your parents or siblings?  What do you do then?  What do you think the 
author meant by a positive survival manner?  (Altering ones behavior to avoid injurious 
results, either physical or verbal.) 
 
Finally, if you have not already done so, attend a school board meeting or a local 
commissioners’ meeting when a “hot” topic comes up.  Listen to the “off the wall” 
statements made by members of the audience, and sometimes by the board members.  
Like the Central Park issue, how do you counter this misinformation?  What about the 
suggestions made in the assigned text?   
 
Think about other people in your life—your parents, siblings, friends, teachers, etc.  
When is the last time you reviewed your data about them?  Remember process?  People 
change.  Have you brought your maps up to date by introducing new data, or are you still 
dealing with things as they were years ago?  Is someone stealing your power? 
 
Think about yourself.  Are you working with current data?  Have you checked your data 
out lately and brought your personal map up to date?  It never hurts to check it out once 
in a while.   
 
If time  permits, you might run the exercise on page 16-08-01.  It will provide an 
opportunity for some creative writing and show how we tend to add to a story. 
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Scientific Approach, Exercise 4 
 
The scientific method, scientific approach, scientific orientation, or whatever you want to 
call it (label), remains one of the basic tenets of General Semantics.  Simply put, it 
requires us to gather data to make an evaluation and decision.  However, this represents 
just the beginning of the process. Subsequent data needs to be gathered, perhaps 
repeatedly, and our initial evaluation confirmed or modified.  Most people, it would 
seem, can relate this process to the physical sciences, but fail to understand that it can be 
effectively applied to both personal and civic relationships. 
 
For example, in the physical realm, an engineer might be requested to determine the 
ability of a certain plastic to tolerate heat.  The procedure would require exposing a 
sample to air at ever higher temperatures, and recording the physical properties of the 
sample at these temperatures.  However, this engineer had a good scientific method 
background.  He next decided to repeat the experiment with moist heat (steam).  Then he 
obtained samples of the same polymer from other manufacturers and tested them.  The 
subsequent tests revealed a wide spectrum of results, which the engineer duly reported.  
Proper utilization of a scientific approach, in this case, could minimize the potential for 
product failure in the future. 
 
While gathering more data, and making changes, in the physical realm appears relatively 
straight forward, utilizing the scientific method in interpersonal and civic relationships 
can present more challenges.  Let me give you a few examples. 
 
For instance, your teenage brother says to you, “Did you notice the funny look Dad gets 
on his face when he starts to get angry with us?”  While you might answer “Yes”, is the 
funny look you see the same as your brother’s ‘funny look’?  Can you better describe it? 
And to gather more data, are you willing to push Dad’s “red-buttons” to see him get 
angry?  And if you finally determine just what “that look” consists of, will you have the 
good sense to utilize the information in a positive, survival manner? 
 
Or let’s consider Sam.  Sam feels constantly put down by his brother-in-law, Arthur.  
Arthur always seems to get the last word, and Sam now dreads his visits.  Sam has 
created a map of Arthur as a rather powerful, self-assured and unpleasant person. 
 
Then one day, a large stray tomcat appears at Sam’s door, and strolls in.  This battle 
scarred alley warrior has chosen to adopt Sam.  Rather than calling an animal control 
officer, Sam decides to team up with this feline.  He names him Arthur.  But Sam only 
uses that name when he calls Arthur for meals.  The rest of the time it is just “Cat”. 
 
Having trained his miscreant, Sam can hardly wait for his brother-in-law’s next visit.  
Arthur’s wife not only detests cats, but also has the annoying habit of constantly calling 
her husband’s name for one reason or another.  This should be fun. 
 
Now the moment of truth.  Arthur (the brother-in-law) arrives with his wife.  True to 
form, he starts his little digs.  Strangely, they don’t seem to bother Sam, and he actually 
laughs at some of them.  Sam knows that his secret weapon is sleeping somewhere in the 
house.  Sleeping, and hungry, since Sam cut his morning ration in half. 
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About five minutes into the visit, Sam’s sister-in-law calls out “Arthur.”  Sam’s hungry 
feline responds to the call.  Expecting a handout, Arthur (the cat) rubs up against Arthur’s 
wife’s leg, eliciting a scream.  Sam explains the cat also is named Arthur and utters an 
insincere apology.  About ten minutes later, while sitting down, the wife again calls out 
“Arthur.”  Instead of her dutiful husband, “cat” responds.  Deciding the leg rub was 
insufficient, Arthur (the cat) jumps onto her lap and curls his tail across her face.  The 
scream is so loud that one Arthur jumps down and runs away while the other Arthur 
comes running.  Soon after, Arthur (the brother-in-law) announces they have another 
appointment.  He seems strangely subdued, and his verbal barbs seem to have lost their 
sting.  Sam has never seen this Arthur before. 
 
Without planning it, Sam has just gathered new data about Arthur.  As Sam muses about 
what he has seen, Arthur (the cat) rubs up against Sam’s leg expecting the big can of tuna 
to be opened for him as a reward for putting up with that screaming woman. 
 
At a community picnic several weeks later, Sam observes Arthur in action.  Strangely, 
Sam’s animosity has diminished, and he can view Arthur objectively.  Arthur extends his 
verbal barbs and putdowns to all the people with whom he speaks.  What Sam had taken 
so personally, actually was Arthur’s rather immature method of covering up his own low 
self-esteem.   
 
Now Sam creates a new map of Arthur as a result of his unplanned collection of new 
data.  A husband who appears hen pecked, and a wife with annoying traits, who hates his 
cat.  The barbs and put downs become meaningless.  Sam is now responding to a more 
accurate map of his brother-in-law.  However, if Sam had studied the scientific approach, 
he would know that there is more to be learned about his in-laws, and maybe a procession 
of new maps need to be created.  After all, Arthur (both of them) should be considered an 
ongoing process. 
 
Lastly, in the civic arena, you find that congressman Sell Dumrite has introduced a bill in 
Congress to permit drilling for oil and gas in New York City’s Central Park.  The 
congressman asserts that this will make New York City energy independent.  Now, since, 
as a New Yorker, you don’t want Central Park destroyed, you feel the need to challenge 
this proposal.  Simply blustering “ridiculous” will not suffice. 
 
What verifiable information can you offer to show the proposal as asinine?  Are you 
willing to gather the data?  Can you present the information in an understandable 
manner? (A useable map) What would you do if the data you gather does not support 
your position? (i.e., currently energy companies are drilling gas wells in Ft. Worth, 
Texas.) 
 
In reality, new data comes to us constantly.  Unfortunately, we sometimes build walls, or 
create false maps (Sam) to which we adhere, that effectively cloud our view of this 
stream of new information.  Actually, we find it possible for a scientist in his laboratory 
to utilize this scientific approach impeccably, and yet act like a jerk around his friends 
and family.  Knowing how does not suffice.  Putting the scientific approach into regular 
practice, by collecting and evaluating new data, collected either by chance or by intent, 
makes the world run smoother.  Anybody seen Arthur (the cat)? 
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VISUALISING 

 
Teacher’s Notes 

 
When we receive information we frequently get only a small abstract of the events.  We 
then tend to flesh out what is missing.  We do this by adding higher level abstractions to 
what we hear.  If you have a chance to practice some writing skills, then when you have 
finished with the scientific approach material, continue by saying to your class the 
following: 
 
“When we hear a story like the one about the two Arthurs, we find we must create the 
characters in our minds because the story provides us very little information.  I am sure 
all of you created some picture of the four main characters.  What I would like you to do 
is close your eyes and picture the cat jumping into the wife’s lap, or the cat coming into 
the house, or Arthur at the picnic.  Once you have done that, write four short paragraphs 
describing Sam, Arthur, Cat and wife.  Tall, short, fat, skinny, blonde, dark hair.  Just 
write down what you saw.  Tomorrow we can read some of them and see how differently 
we imagined these people.” 
 
Once a number have been read, ask your students if they had a cat or relative like this.  
Did that influence how they saw these characters?  What danger lurks in creating 
characters?  When we repeat the story we may add our descriptions to the tale even 
though we have no basis for it. After a while we might even believe them ourselves.  
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 16-08-01 



 227 

 
 

 
 
 
 
 
 
 

Chapter 17 
 
 
 

Semantic Reaction 
 
 
 
 
 
 
 
 

 

 

THINK Cognitive Evaluation and Communication 



 228 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

This page intentionally left blank 



 229 

SEMANTIC REACTION 
 

Teacher’s notes 
 

We all react differently to words, people, situations, things, the world around us, etc.  
What upsets one person might well be ignored by another.  Some people faint at the sight 
of blood, while others seem to have no visible response.  It would appear that many 
semantic reactions occur based on what we have learned, or think we have learned.   
 
The rather formal definition in paragraph two of page 17-02 is further explained in the 
examples which follow.  When you pass out pages 17-02 and 17-03 you need not explore 
the various examples all in one day.  In fact, separating them by a week or more will give 
the students some time to contemplate these situations.   
 
Our semantic reactions dictate much of our behavior, a reflection of many of our cultural 
beliefs.  These general semantic lessons touch lightly upon an important topic.  However, 
your students will at least know that semantic reactions exist and thus understand that 
their response can be different from that of other people, and that can be considered 
acceptable  
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SEMANTIC REACTION 

 
The term Semantic Reaction appears throughout Alfred Korzybski’s book, Science and 
Sanity.  In fact, it appears so frequently that Korzybski decided to abbreviate it as s.r. 
 
Korzybski described s.r. as  “the psycho-logical reaction of a given individual to words 
and language, and other symbols and events, in connection with their meanings, and the 
pyscho-logical reactions, which become meanings and relational configurations the 
moment the given individual begins to analyze them, or somebody else does that for 
him/her.”  This reaction is ‘emotional’ and ‘intellectual.’ 
 
If someone expresses their opinion of you in four letter words, it does not take you much 
time analyzing the words for their meanings and relational configurations to affect you 
both emotionally and intellectually.  On the other hand, in some parts of the middle east, 
spitting on the ground in front of someone is considered an insult.  As a westerner 
visiting this area, you might think this was merely a bad mannered way of clearing ones 
throat.  However, when your knowledgeable companion explained the offence, a phsyco-
logical reaction may occur within you.  You might even be tempted to react.  Let’s look 
at some other examples. 
 
If one of your classmates were to pick up a stick and hit you with it, what would you 
feel?  Hurt?  Anger?  Resentment?  Surprise?  Body tension?  Fight or flight? 
To what were you primarily responding?  A physical action.  When you started thinking 
about it, then the semantic reactions begin.   
 
On the other hand, if you are in a classroom, and someone enters and hands you a note 
saying, “Your mother called and she found your lottery ticket.  You just won one million 
dollars.”  Aside from jumping up and shouting, what feelings were you experiencing?  
Were there ones you could not quite describe? 
 
Suppose the note said, “There was a fire in your bedroom.  Your computer, your musical 
instruments, and all your CD’s are history.”  Now what emotions might you experience? 
 
Suppose you have just received your driver’s license, and as you go down the highway 
with some friends, red and blue lights appear in your rear view mirror.  Describe your 
feelings.  Are any of them physical, say funny feeling in your stomach?  Did these 
feelings occur since you analyzed the meaning of the red and blue lights? 
 
Suppose the police car overtook you and kept on going.  Now describe your feelings. 
 
You have asked for driving directions to the Downtown Café.  A friend looks at his map 
and says, “Go down Chestnut Street and turn left on Market.”  Simple enough.  When 
you arrive at Market you are confronted by a sign, an arrow pointing to the right which 
says, “One way.”  Explain your feelings and reactions to that sign. 
 17-02-02 
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In all but the example with the stick, nothing physical occurred.  You were dealing 
strictly with words and symbols.  However, if you think back, did everyone have the 
same reactions to these words and symbols as you did?  Certainly not.  Were any of the 
reactions stated destructive or non-survival?  Suppose someone had said he would turn 
left on Market regardless of the sign, or he would simply try to outrun the flashing red 
and blue lights.  Would this s.r. indicate this individual might have a problem? 
 
Suffice to say, we all have our own s.r.  to given words and symbols. Some of these may 
actually cause us problems in our daily lives.  When we become aware of these 
destructive s.r.’s. we can try to modify them.  Here are a few examples you might discuss 
with your teacher or a guidance counselor if they affect you.  You fill in the blanks.   
 
Every time I hear the word ‘test’, I ?????. 
Every time I hear the word ????? I get upset and????. 
Every time I see ????? I want to ?????. 
 
 If  these, or even more destructive ones,  continue to get in our way, we can make an 
appointment with a psychiatrist.  In this program, we will go no further with this subject.  
Keep in mind, “Sticks and stones may break my bones, but words can really mess up my 
psyche.”   
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Teacher’s notes 

 
Remind your students that some time ago they had been introduced to two terms, signal 
reaction and symbol reaction.  Signal reaction at that time was likened to a hot stove 
brain.  You touch a hot stove with your finger and you instantly pull your finger away.  
This type of reaction fits this type of situation. 
 
Symbol reactions require the use of our thinking brain.  We call this being cognitive.  
Most of the situations we face daily fall into the symbol reaction mode.  Unfortunately, 
too many times we respond as though a signal reaction should be applied. 
 
To call your attention to this, I will hang this poster up for you to see from day to day.  
Please, engage your brains prior to putting your mouths (or pens, or pencils, or 
computers) into gear.  This does not mean to ponder something for a long time, but rather 
to take a second or two for your brain to become fully involved. 
 
And as for the little vulture, he symbolically reminds us that failure to follow this 
instruction can, at times, produce dire consequences.    
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How could I be wrong? 
 

Although this exercise deals with numbers, it could conceivably be used in any class to 
illustrate how past experience, expectations, and the impact of a group affect a class.  It 
also illustrates a common source of errors in mathematics, i.e., carelessness. 
 
Copy the list of numbers below to a board, or some form of display.  Cover the numbers 
prior to the arrival of your students.  Starting at the top, reveal one number at a time and 
ask the class to mentally add each number to the prior numbers, and quickly say the 
answer out loud.  When you uncover the last number, don’t be surprised to hear the 
answer “6000” rather than “5100.” 
 
Ask the class why some people obtained the incorrect answer?  Perception?  Past 
experience?  Expectations?  Too hasty?  Unlike the total for the numbers, we find no one 
correct answer to the question of why.  However, the exercise does provide your class a 
reminder that errors can happen, even to people as intelligent as this class. 
 
 
    1000 
    1000 
        20 
    1000 
        40 
    1000 
        30 
    1000 
        10  
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Watch your labels! 
 

Teacher’s notes, early algebra class. 
 
 In an earlier class, students were introduced to our ability to place objects and 
events into different categories without changing the object or event.  As we change 
categories, the labels change.  This exercise will reinforce the earlier experience, and 
emphasize the need for proper labeling when working with mathematics. 
 

Hold up the enclosed truck graphic.  (11-02)  Tell the class, “You probably saw 
these pictures previously, and you filled in the blanks.  We have two fire engines, one 
dump truck and two pick up trucks.  When we park them all together we see we can call 
the result five trucks.  You can see how we did that graphically, but how do we do that 
with our language?”  (pause)  “We find a category in which all can be classified.  We 
could have called them five vehicles, or five wheeled conveyances, or with a little 
thought, found some other label which would have permitted us to group and total them 
together.” 
 
 Write on the board, two apples plus three oranges.  Ask “What is an answer—and 
it is not fruit salad?”  (pause)  Hopefully, some students will find a category (i.e., pieces 
of fruit) that will permit us to add these objects together.  “I am sure you have heard that 
you cannot add apples and oranges—and that remains true if we don’t change the labels.  
But you and I are free to categorize objects in any way we see fit.  When we view an 
object or event, we abstract from it.  Then we abstract from our abstractions.  At each 
level we create a new term for the object or event.  It does not change the object or event, 
just the label.  Am I making sense?”   
 
 Now ask the students to take out a piece of paper and be prepared to write down a 
sentence when instructed. Say, “I have here a news release from the Chicago Cubs.  It 
states that this year’s paid attendance was 2,255,000.  Our local newspaper receives the 
news release, and the headline writer comes up with this headline.  I want you to write it 
down.  ‘Over two million fans see Cubs play.’  I want you to look at that headline, and I 
would like you to think about it and comment on it.”   
 
 Depending on the definition of ‘fan’, the headline may be false to fact*.  Does a 
fan represent an individual, or an action?  Are all people who attend fans?  If the 
individual had season tickets and attended 72 games, would you classify him/her as one 
fan or 72 fans?  Fans generally attend multiple games during a season if we use the usual 
definition of fan, that is, a person extremely interested in a team or individual.  After 
pointing out these bits of information, ask the class to again visit the headline, and as 
editor, what might they say to the headline writer?  Point out this careless bit of category 
switching, could, in other areas, become problematic. 
 
 “Look around the room.  Look at yourself. How many categories do you fit into?”  
Have students try to find many categories such as sex, size, age, last name, location of 
residence, hair color, etc. as they can. 
 
 
*False to fact:  Not true, a lie

19-02-01 
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PART B 
 
 The other day we spoke of changing categories to permit us to work with various 
types of objects.  Although we are free to change categories, we must ensure that the 
categories chosen are what we are really counting.  We want to be sure the labels we use 
for our objects all belong in the category we have selected.  For example, if we want to 
find our average speed over a trip, we divide the distance by the time.  If we want MPH, 
our distance must be in miles and labeled as such.  If our distance was 75 miles and we 
covered it in 90 minutes, we do not divide 75 by 90.  Our time must be hours, and again, 
properly labeled.  Thus 90 minutes must be changed to 1.5 hours.   If you take the time to 
label your numbers, your labels help confirm your results. 
 
 “Now let me show you another way to confuse our abstractions.  Will someone 
count the number of students in the class?”  Write that number on the board.  Now have 
the boys stand up and count them.  List that number on the board and label it.  Do the 
same for the girls, and put that number under the boys.  Now select two other categories 
such as hair color, height, bus student, etc.  Have the students in these two categories 
stand, have them counted, and add the number below the other two.  “Now, since all 
these individuals can be categorized as students, let’s add the column.  It shows we have 
only XX number of students in the class, but we counted YY.  How come?” 
 
 We counted students in subsets of categories we had already counted.  We were 
not counting students in this exercise, we were counting the number of times students 
stood up. 
 
 Remember, improper labeling leads to errors.   

 
 
 
 
 
 
 

Misdirecting Labels 
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For use with statistics classes. 

 
Frequently statements made about statistical data are both misleading and inaccurate.  
Sometimes these errors occur from the speaker/writer’s ignorance, or other times from 
the attempt to make something sound different than reality.  Let’s see what should have 
been said and whether we should attribute this to ignorance, or attempt at deception in the 
next two examples. 
 
At a year end school board meeting, when all the departments were giving results of the 
year’s activity, the manager of the cafeteria reported, “This year we fed 216,000 students 
at lunch, 2% more than last year.”  This statistic is quite remarkable since the student 
population at this school totaled 1876 individuals.  Ask your students to consider the 
accuracy of this statement.  Ask them to compose a more appropriate statement, such as 
“We served 216,000 lunches to students this year, 2% more than last year.” 
 
Would you give this department head the benefit of the doubt and say he just made a 
mistake? 
 
 
In an effort to show how they were growing, a small airline ran a newspaper 
advertisement stating, among other things, “This year we have flown over one million 
passengers.”  Think about that for a minute.  What does it mean? 
 
Points to consider.  If Mrs. Sanchez boards in Chicago, and changes planes in St. Louis 
to fly to Little Rock, do we count her as one passenger or two?  Does this represent one 
trip or two trips? 
 
 On another day, if Ms McCovey takes the early flight from St. Louis to Chicago, 
finishes her business, and takes the late flight home to St. Louis, do we count her as two 
passengers? 
And what if Ms McCovey does this five days a week. 
 
 And what about Mr. Tyson, a football scout, who leaves Chicago, flies to Green 
Bay, then on to Kansas City, then to St. Louis, and back to Chicago.  How many 
passengers does he represent? 
 
 Then again, just what is the thing we call a ‘passenger’.   
 
Ask your students to try to come up with an answer that covers every situation, and still 
gets the point across.  The interesting point of this exercise is the lack of a really good 
answer.  Do they think that the person who created the advertisement understood this 
difficulty?  If so, why do you think he/she decided to run it anyhow?  Do you think 
someone was counting upon our ignorance? 
 
Moral of this story:  When people quote statistics to you, be suspicious.  Check their 
labels. 
 19-04-01 
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The Birthrate Mix-up 
 

A number of years ago a large United States corporation originated a public relations 
event to celebrate one of its anniversaries.  In July, they announced that every child born 
to a company employee that year would receive 10 shares of company stock.  The 
management group that proposed the plan assured senior management that the expense 
would be modest.  This conclusion was reached by multiplying the U.S. birth rate by the 
number of company employees. 
 
When the year ended, and cost was tallied up, management was shocked to find that they 
gave out many times the number of shares originally scheduled. 
 
(Ask your students to suggest why this might have happened.  Ask for the definition of 
‘birth rate,’ i.e., the number of births per thousand, in this case for one year for the total 
population of the United States.) 
 
The total population on which the rate was compiled includes children under 18 and 
adults over 65, two groups not included in the population of the company’s workforce.  
To make matters worse, the company had been growing in size, and had many young 
blue-collar workers.  The company’s workforce was actually weighted toward individuals 
of child-bearing age and proclivity. 
 
Perhaps you have heard the saying, “A little knowledge is dangerous?”  The person or 
persons responsible for this debacle failed to check their labels to see that they were 
comparing similar universes.   When you choose to utilize statistical information, make 
sure that you check your labels. 

 
 
 
 
 
 
 
 
 

19-05-01 



 246 

Trigonometry 
 

�
As a trigonometry teacher, you will be introducing your students to a new set of terms 
and concepts.  The terms should cause no problem, but history has shown that for some 
students they do.  While the students are struggling with the terms, they cannot apply 
their efforts to the concepts.  The following script is one way to get all your students on 
board right at the beginning. 
 
 

THE SCRIPT 
 
Somewhere along the line, someone may have held up an object and asked you, “What 
do we call this?”  (hold up an object)  You then would answer, “We call it….”   We 
agreed what we called the object was its label.  (draw a triangle on the board)  Some 
labels are made up of descriptive words such as this—what do we call it?  Triangle—
three angles.  (draw a square on the board)  Now although we could call this a 
quadrangle, when the sides and angles are all the same we call it a (square).  Now where 
did the label “square” come from?………I don’t know.  Someone made it up, and we all 
accept what that label represents. 
 
Now all labels do not define an object, but they can define a relationship.  Take the word 
cousin.  Think about it for a minute.  It does not necessarily represent a specific person, 
but within a family it always represents a relationship between people.   When we call 
people “mother”, “father”, “uncle”, “aunt” etc., we put a general label on the group.  We 
call these people---(relatives).  They are related. 
 
Trigonometry is based on relationships.  And just as you had to learn the labels for the 
relationships between relatives, you will have to learn the names of the relationships we 
are going to study. 
 
(Suggestion:  You might review terms like right triangle etc. which you are sure the 
students should know.  It might also be a good idea to start a page in their notebooks 
labeled “Definitions.”) 
 
The definition of sine should include the words “the relationship of… and expressed as a 
number.”  Eventually, the definition will be shortened, but the concept of a relationship 
will have been established and the label committed to memory (hopefully). 
 
Do the same for cosine, tangent, secant etc.  Emphasize that these are but arbitrary names 
applied to relationships.  There is no special meaning or magic in these labels.  Just as 
you must memorize the names of the members of your family, you must memorize the 
names or labels for the family of trigonometry. 
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Dating and Indexing 
 

The concept of dating and indexing exerts profound influence on our behavior and mental 
well being.  Failure to acknowledge the changes in people and things brought about by a 
world in process has individuals in conflict over incidents which occurred years or 
centuries ago.  Lumping items or people into categories, and treating them all as equal, 
produces equally disastrous results.   
 
The lessons regarding these concepts are spread over several years.  We believe this 
tactic will encourage the students to incorporate the information into their lives and 
utilize it to their advantage. 
 
The first lessons, introduced in third grade, acknowledge the short personal history of 
these students.  We can treat these lessons as seed planting, and not expect the third grade 
students to grasp the deeper implications of dating and indexing. 
 
Future lessons, at higher grade levels will attempt to have the students relate the concepts 
to themselves and world events. Below we have included examples of dating and 
indexing. 
 
 George2000 is not George2005 

 

 Helenthird grade is not Helensixth grade 

 
 Teacher1 is not teacher2 is not teacher3… 
 
 European1 is not European2 is not European3… 
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Dating Exercise 1 
 
Ask your students if they recall any exercises which they might have done that 
demonstrated that things change.  If they don’t remember, just point out how the weather 
changes, how the leaves on the trees change, and they themselves change with time.  
Thus, when we talk about people and things, we should know at which point in time we 
are discussing, since things do change.  Put the example on the board 
 
We can put a date with the item or person as a reminder just what we are speaking about. 
 
Example:      Boy2000 or Boy2005 
  WeatherJune  or WeatherJanuary 

 

Now create a tangible example. 
 Pick on student’s name from the class and write it with this year’s date beside it. 
   Angelo2006 
 
 Now write the same name with a date three years earlier.   
   Angelo2003 
 
Ask the class to identify some differences they have observed between Angelo2003 and 
Angelo2006.  Even though these students are young, they should be able to come up with a 
number of differences. 
 
Another example: 
 In Maine tree leavesJune are not tree leavesOctober are not tree leavesDecember…. 
 
 Tree leavesJune are still hanging on the tree and have a green color. 
 Tree leavesOctober  may still be hanging on the tree and have colors of red and 
yellow. 
 Tree leavesDecember  are lying on the ground with a brown color and dead. 
 
SO, if someone asked you about the color of tree leaves in Maine, could you answer 
correctly if you did not know the time of year to which they were referring?  We call that 
dating.  Just something to keep in mind. 
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Dating Exercise 2 
 

Ask one of you students to tell you about one of your local sports teams.  Does she/he 
consider that team great, or not really too good?  Were they always that way? 
 
If we say the team is playing superbly, how do we account for the fact they did not 
always play that well?  Ask your students if they remember the process of dating?  (In a 
grammatical manner.)  If we say that team2006 plays well, it separates it from team1999 
which had a rather poor season.   
 
 Remember that you2006 differ from you2000.  This applies to other people you know 
as well.  When you form an opinion of a friend Monique, make sure you form it about 
Monique2006 and not about Monique2001, when she acted entirely differently than she does 
today.   
 
We live in a world of process where things and people change all the time.  Yet people 
and nations are bearing grudges to other people and nations for incidents that occurred 
many years, and even sometimes, hundreds of years ago.  Ask your students if they can 
name a few.  (Ireland, Bosnia, Sudan, Palestine, American Civil War)  Ask if they 
believe things would improve if the parties involved could embrace dating and live in the 
present?  Do they see any chance in their own relationships that dating might improve a 
situation?  The are no right or wrong answers to these last two questions, but when the 
need arises, at least these students have been apprised of the subject of dating.  
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Indexing exercise 1 
 

When we INDEX we put a number or letter after a word to differentiate if from other 
occurrences of the same word.  Example:-  Cheerleader1 as opposed to cheerleader2. 
 
TEACHER:  Put the example on the board so the students can see it.  Knowing your 
students you should put the following in your own words. 

 
 
Perhaps you know someone who says, “I hate vegetables.”  Has he tried all types of 
vegetables?  Or did he try mushy, overcooked Brussels Sprouts, and decide if that was a 
vegetable, he could live without them.  However, he might consider that vegetable 1 is not 
vegetable 2, is not vegetable 3, etc.  Sadly a person failing to index the term vegetable 
deprives himself of many flavorful and nourishing products.  In fact, that person is not 
avoiding the objects we call vegetables, but rather avoiding the label, as if the label had 
some power or taste.   
 
When dealing with generalities relating to people, places, or things, remember that within 
that general population there may exist wide differences between members of the group.  
Take time to index the individual objects in the general group.  They may not appear as 
bad (or good) as you believed. 
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Indexing exercise 2 
 

When we INDEX we put a number or letter after a word to differentiate if from other 
occurrences of the same word.  Example: - Cheerleader1 as opposed to cheerleader2. 
 
 
We sometimes find ourselves inclined to make judgments of a group of objects (people, 
places, or things) based on a very limited observation.  We fail consider indexing items in 
the groups and simply generalize.  Consider Rosa: 
 
“I rented a BrandX car last week and didn’t like it.  BrandX cars have uncomfortable 
seats and are underpowered.” 
 
Wow.  BrandX has twenty-one different models, including vans, large sedans and even a 
muscle car.  Do you think that Rosa might lose some credibility with a statement like 
that?  Had she made her statement about BrandX model1 and then stated she did not 
know about BrandX model 2, model 3, etc. perhaps her opinions might gain a little more 
respect. 
 
 When dealing with generalities relating to people, places, or things, remember that 
within that general population there may exist a wide disparity between members of the 
group.  Take time to index the individual objects in the general group.  They may not 
appear as bad (or good) as you believed. 
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